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Introduction

This study of the elementary school guidance demonstration
projects is part of a long-range step-by-step process in the
development of an idea which became formalized with Facilitat-
ing Learning and Individual Development by Dr. Armin Grams,
1966, a Minnesota Department of Education sponsored publica-
ticn setting forth a general theoretical framework. A counselor
preparation model has been developed (Gur, 1969a) as well as a
suggested model for implementing a guidance program in a
school (Miller, 1966). All of these activities represent eight years
of organized planning, demonstrating, and evaluation which, of
course, does not include the earlier committee work of the State
Department of Education and the Minnesota School Counselors
Association which date back to 1958.

it is interesting that the 1968 study of 84 Minnesota high
school guidance programs (Tamminen and Miller, 1968) recom-
mended that secondary school counselors spend time both in
developmental activities as well as remedial efforts. This study of
elementary school counselors provides, among other things,
some evidence that counselors working in such a bimodal role
orientation at the elementary school level do have a positive in-
fiuence on certain desirable guidance outcomes. The differential
relationship between counselor role and guidance outcome var:-
ables is a significant finding of the study, and one which demasds
further consideration by counselors, teachers, school administra-
tors, and counselor educators. It also provides a plausible expla-
nation of why some guidance goals are achieved by counselors
and not others.

Pupil Personnel Services
Minnesota Department of Education
August, 1972
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Chapter 1

Introduction

Background of the Problem

The elementary school guidance movement is a relatively new
phenomenon. Theoretical conceptualizations, model building, and
experimentation are taking place largely under the auspices of
the National Defense Education Act of 1958 (NDEA) which
was expanded in August 1964 to include elementary guidance
programs.

A recent assessment of educational needs in the state spon-
sored by the Division of Planning and Development in the Min-
nesota’ Department of Education was conducted by the Bureau
of Field Services of the University of Minnesota (1970). Super-
intendents, principals, school boards and teachers were surveyed
in the 444 school districts and the major needs in five areas were
identified including pupil personnel services. The results were
summarized by the eleven planning regions in the state and ten
of the regions identified elementary school counseling as the
number one or number two greatest need in pupil services. The
need for elementary school counselors was also indicated in two
earlier studies of school needs in Minnesota (Domian, 1967 and
Minnesota Department of Education, 1969). The Minnesota Con-
gress of Parents and Teachers also supported such need in 1966.

Minnesota has followed a long range plan in attempting to
build a sound foundation to provide direction to the movement
of elementary guidance in general and the role of the elementary
counselor-consultant in particular. State study committees have
met and submitted reports to the Advisory Committee on Guid-
ance, Counseling, and Testing (1964). Three publications spon-
sored by the Minnesota Department of Education have been
printed and distributed to the schools. The first publication
(Grams, 1966) was an effort to examine a general direction for
elementary guidance. The view espoused was that elementary
guidance is an organized effort within the school to facilitate in-
dividual growth and development. The second publication
(Miller, 1966) is contained in the first volume and deals with
making the general theory operational through a suggested dem-
onstration model utilizing the role of an elementary school guid-
ance consultant.
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The third publication (Gum, 1969a) described the preparation
of the elementary counselor-consultant. An earlier version of
the preparation model was the basis upon which the University
of Minnesota, Duluth, elementary school counselor NDEA Insti-
tutes were planned.

After the theoretical framework was completed it was then
appropriate to make the model operational. NDEA funds were
made available to a small number of schools in Minnesota inter-
ested in a three-year demonstration project. Interested schools
submitted proposals to the Minnesota Department of Education
for consideration. At the time of the study there were eleven
demonstration projects being sponsored with these federal
funds. Each participating school provided some local support
toward the project ranging from 10 per cent to 25 per cent.
Schools were encouraged to follow a developmental model.
Three schools funded additional elementary guidance projects
through funds made available under Title T of the Elementary
and Secondary Act of 1965 (ESEA).

The main thrust of the recommended model was that of
facilitating growth and development rather than remediation.

. . . the purpose of guidance becomes the develop-
ment of competence, a sufficiency for living, by
utilizing the process of education as a means to this
end. The development of this process is facilitated
by guidance; the skills, abilities, appreciations,
knowledges, attitudes, etc., are seen as the raw ma-
terial which the individual may utilize in the course
of an interdependent contributive self-actualizing
life in society (Grams, 1966, p. 14).

. the elementary counselor is wuot “crisis
oriented” . . . A major emphasis will be to
assist parents and teachers to more effectively
facilitate cognitive and affective development.
. Developmental facilitation implies that
the elementary guidance counselor will be
primarily responsible for coordinating and
facilitating the development of and all times
leading the discussion of regularly scheduled ses-
sions with groups of children on such topics as peer
relations, physical growth, sex education, teacher-
pupil relations, the meaning and purpose of pupil
evaluation, mental health aspects, dealing with
adults, problems in learning, attitudes toward self
and ouers, and learning attitudes . . . consulta-
tion is to be carried on with parents and teach-
ers either individually or in groups (Gum, 1969a,
pp. 29-31).
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“Emphasis here is upon facilitating the learning and self-actu-
alization of all children rather than focusing upon problem
solving or remedial measures for the few” (Miller, 1966, p. 215).

The theoretical demonstration model suggested functions the
counselor-consultant might perform in implementing a develop-
mentally oriented role. Of the sixteen functions suggested, twelve
are concerned with working with teachers, parents, and the
principal. The emphasis is clearly upon consulting with signifi-
cant adults and working developmentally with all pupils. The
following examples are illustrative of suggested cotnselor func-
tions. The complete demonstration model appears in Appendix A.

Assist parents and teachers in developing further

_understanding that before desirable learning .and
personal adequacy can be fostered, proper nutri-
tion, sanitation, disease prevention, medical care,
safety, belongingness and love and esteem needs
of the individual must be served.

Assist teachers to operate from a facilitative,
what-can-we-do attitude to stimulate human devel-
opment with all individuals.

Cooperate with the principal in identifying and
establishing the “ideal” climate of the school—the
constant search for ways of expressing the “I care”
attitude toward each child in the group—getting to
know the students rather than just knowing about
them (Miller, 1966, pp. 215-216).

If the elementary scheol counselor is consulting with teachers,
and he is effective as a person in this role, he should be perceived
by teachers as an accepting, warm and understanding individual
(Gum, 1969a). A counselor who does not spend - *me with teachers
and is not understanding is not likely to be pe .- ..~d by them as
being helpful. The consulting role is therefore an important
guidance in-put process variable which may be a function of how
the elementary counselor spends his time.

While Minnesota was carrying out the above activities, other
states were also planning and implementing guidance programs
at the elementary level. Other writers also began to espouse a
developmental view of elementary school guidance (Chapter II).
Programs preparing elementary counselors were also being
initiated largely through funds made available to selected col-
leges and universities around the country under NDEA as
Amended. Many states were studying the problem of certification
for elementary counselors and in some cases adopting standards
(Glofka, 1966).




Statement of the Problem

This study sought to examine elementary school counselor
functions as an index to model implementation in Minnesota
demonstration projects through analyses of function PUrposes,
types of functions, and counselor effort variables and the rela-
tionship between counselor functions and important pupil-staff-
parent guidance outcome variables. Interrelationships among
pupil-staff-parent variables were also examined,

General Research Questions

The study was concerned with three general areas: 1) the
nature of the guidance model which was actually implemented
in the schools, that is, developmental, remedial, or a combina-
tion of remedial and developmental; 2) differential effectiveness
of counselor role upon various guidance outcome variables as
related to a) function puposes, b) type of function, and c)
counselor effort variables; and 8) the nature and extent of rela-

tionships among important pupil-staff-parent guidance outcome
variables,

Delimitations of the Problem

1. This study included a group of elementary school counselors
from Minnesota only.

2. The sample of functions and other guidance data studied were
drawn from the 1967-68 and the 1968-69 school years.

Limitations of the Problem

1. This study was limited to the validity and reliability of the
instruments used.

2. Some counselors in the project schools did not start the same
year therefore, this might tend to make it more difficult to
show gain on guidance outcome variables.

Significance of the Study

Schools propose and implement elementary guidance pro-
grams, and such guidance programs are often evaluated for ef-
fectiveness. However, little is known about the nature of the
functions performed and whether or not the main characteristics
of the proposed model have actually been established. Without
such knowledge it 's not known what kind of role model is being
evaluated. Hill (1969, p. 107) underscores the importance of a
study of elementary counselor funection:

to know what functions are now being performed
by school counselors in American elementary
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schools is to take the profession one important step
toward more defensible definition of the functions
of these counselors. This step must be accompanied,
as in any profession, by a good deal of research.

Thus a study of functions and how they relate to guidance vari-
ables can be examined to determine both the degree of model
implementation and mcdel effectiveness.

A study of functions performed is also useful feedback to
counselor educators who prepare graduate students to perform
specific guidance functions in elementary schools. They, too,
need to know the nature of the actual functions performed by
their graduates and how they relate to important outcome
variables.

Definition of Terms

Function. An act of professional behavior performed by
the counselor

Purpose of Function Performed

Facilitate Development (J-1). A function performed to en-
hance pupil growth in self-understanding, social relationships
and positive attitudes toward learning (Appendix B). Efforts
and activities were thus developmental as opposed to remedial.

Remediate a Problem (J-2). A function initiated to resolve
or reduce pupil problems such as underachievement, social mal-
adjustment, negative self-concept and lack of self-control (Ap-
pendix B).

Facilitate and Remediate (J-3). A function performed to
serve both to eliminate or reduce conflict such as punitive treat-
ment of one child by peers and to nrsvide prevention of future
problems or promote growth through group understanding of
aggressive behavior and need for self-control.

Type of Function Performed

Individual and Group Counseling (N-1, N-2). An interactive
process between tke counselor and pupil in a one-to-one relation-
ship or in a group setting with other puvils primarily to resolve
or reduce inter- or intrapersonal conflict. underachievement or
disruptive behavior. This function is remedial in nature stress-
ing the corrective aspect of guidance.

Developmental Guidance Units or Orientation Activities (N-3,
N-4). A discussion leader function performed by the coun-
selor usuvally in a classroom dealing with such developmental
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needs as understanding human behavior and building positive
interpersonal relations as well as acquainting pupils with ex-
pectations of future school placement, such as sixth graders
learning about the organization of the junior high school. This
type of function is considered developmental in nature.

Consulting Conferences and In-Service Activities (N-5, N-6).
A function performed by the counselor primarily involving a
consultant-consultee relationship with those who plan for and/or
work directly with pupils (teachers, parents, principal, or other
specialists) . This function category includes activity with teach-
ers where the couselor serves as discussion leader or resource
person. This counselor function is associated with a develop-
mental model of guidance.

Placement and Testing (N-7, N-8). A function performed
relative to special grade or teacher assignment of pupil(s) or
testing an individual or groups of pupils for intelligence, aca-
demic achievement, or adjustment. This function is associated
more with a remedial approach to guidance.

Counselor Effort Variables

Average Time Per Function. The mean time spent by the
counselor performing a function.

Total Time Spent Working. The average of all time spent by
the counselors on functions duri.g the days sampled each year.

Number of Functions Performed. The mean number of fune-

tions performed hy the counselors during the days sampled each
year.
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Chapter 2

Beview of Literature

Formalized elcmentary school guidance as mentioned in chap-
ter one is a relatively rccent innovation in American schools.

Defense Education Act as Amended in 1964, it is considered a
movement of the sixties. Much of the growth can be attributed
directly to federal funding under this Act and Title I of the
Elementary and Secondary Act of 1965 (ESEA). There were
3837 elementary school counselors in tke nation in 1966-67 and
this number increased to 6041 in 1968-69 and to nearly 8000
in 1970-71. Local financial support grew from 22 per cent in 1966
to 36 per cent in the 1968-69 school year and to over 50 per cent
in the 1970-71 school year (Van Hoose and Kurtz, 1970; Van
Hoose and Carlson, 1972). Prior to this time professional writers
wrote on the subject identifying needs of children, conceptualiz-

ing guidance and suggesting programs to meet the identified
needs.

The following review examines the earlier ccntent which
formed the literary background from which elementary guidance
developed. Specia! emphasis in the review is given to the develop-
mental concept of elementary guidance. Guidelines and models
of elementary guidance programs published by State Depart-
ments were examined. Evaluations of elementary guidance pro-
grams were also examined with special emphasis given to studies
of elementary counselor functions. Most of the doctoral studies
were studies of function or evaluations of guidance methods.
There were no studies of implementation of elementary guidance
models although broad aveas of function were examined.

Allan (1968) in an in-depth historical analysis of the litera-
ture identified the (1) general movements contributing to the
initiation and development of the elementary school guidance
movement and (2) specific forces related to the initiation and
expansion of elementary school guidance programs. She ex-
amined five sources: books (1938-68), American Personnel and
Guidance Association (APGA) publications (1952-68), U. S.
Offire of Education publications (1950-68), guidance journals
(1900-68), and educational journals (1950-68).
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In the rank ordering of the total frequencies of all five
sources, the following categories of influence were found to have
been given the most emphasis in the above literature: (1) In-
creased awareness and interest in mental health; positive devel-
opment; treatment; concern for social and personal adjustment.
{(2) Concern felt for the waste of talent (dropouts, underachiev-
ers, physically handicapped). (3) Need for children to recejve
assistance in developing self-direction and self-responsibility;
self-understanding; self-realization, self-concept. (4) Need for
vocational and educational guidance. (5) Need to provide more
services to deal with individual differences.

An examination of these five concerns clearly reveals that
professional writers were more interested in the developmental
aspects of growth rather than remediation or maladjustment al-
though references to such matters were noted (but to a lesser
extent).

There have been many early attempts to conceptualize ele-
mentary school guidance and identify objectives, principles and
practices of guidance for the elementary school. Notable examples
of books include: Barr (1958), Cottingham (1956), Detjen and
Detjen (1952), Garry (1963), Gordon (1956), Hatch and Costar
(1961), Knapp (1959), Kowitz and Kowitz (1959), Martinson
and Smallenburg (1958), Missouri (1937), Peters, Shertzer and
Van Hoose (1985), Strang and Morris (1964), and Zaccaria
(1965). While some of these authors discussed developmental
aspects of elementary school guidance (Gordon, 1956, Peters,
Shertzer and Van Hoose, 1965, and Zaccaria, 1965) they usually
stressed theory, practice, and/or teacher’s role but none gave a
balanced emphasis to developmental theoretical constructs and
inclusive treatment of significant others’ roles such as teachers,
parents, counselors, social workers, psychologists and school
nurses. As Faust (1968b) pointed out in his historical review of
elementary school guidance there were many early writers who
wrote about promoting growth in children, but it was not until
around the sixties that any really significant emphasis appeared
in regard to an expansion of the developmental concept.

Some elementary school guidance articles which stressed the
developmental approaches include : Bosdell (1960), Byrne (1967),
Dinkmeyer (1962, 1966), Farv.“'l and Peters (1967), Faust
(1965), Harrison (1963), Hill (1963), Meeks (1963), Miller
(1962), Newman (1956), and Eckerson and Smith (1962a,
1962b). However, there is considerable variability in the degree
to which the various writers have stressed developmental aspects
in their writing.
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Newman (1956, p. 357) recognized that pupils with prob-
lems receive counseling but “the greatest value of counselors may
be to give leadership to the staff by working with teachers to
improve guidance in the classroom; for the guidance program
affecting the vast majority of children must still be that carried
on by the classroom teacher.” However, he was unable after two
years to implement a developmental model in his elementary
school.

Gordon (1956) was one of the first who placed major em-
phasis upon guidance as stressing human growth and develop-
ment and while he recognized specialists as having responsibilities
(although none were specifically mentioned) in the guidance
program, his major thrust was upon the role of the teacher as
guidance worker. He defined guidance as organizing and provid-
ing information and satisfying individual and group experiences
which produce growth for all children.

Peters and Farwell (1959, p. 8) defined guidance as “experi-
ences which assist each pupil to understand himself, accept him-
self, and live effectively in his society.” Meeks (1963, p. 108) in
a similar vein refers to developmental guidance as “the process
of helping the child to understand and accept himself in relation
to his own needs and to those of his environment.” She also
stated that elementary guidance is important “in order that all
children may find an opportunity for optimal development.”

Harrison (1963) stressed the importance of the counselor as
a consultant to teachers and parents. Faust (1965) focused upon
the importance of elementary counseling as facilitating the cog-
nitive learning of children.

Zaccaria (1965) integrated developmental tasks of children
into a developmental model of guidance. This model carefully
developed out of theoretical constructs drew upon psychology,
child development and guidance philosophy. Hill (1963) stated
the goals of elementary guidance should focus on working with
al’ pupils to: enhance self-understanding, assist with goal-
seeting and choice-making, social development, and understand-
ing of the role of education in life. The chief concern should be
the fullest possible development of all children. Byrne (1967)
also stressed the enhancing function except he conceptualized an
experimental role, the child development consultant (CDC). He
envisioned bi-modal functions for the CDC; he would work to
serve a development-enhancing function for all pupils and assist
in restoring learning efficiency and general effectiveness to those
pupils who have fallen into learning deficiencies or general in-
effectiveness.
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Dinkmeyer (1962) placed considerable emphasis on the con-
sultative role of the elementary school counselor as did Faust
(1965). The overriding purpose of the elementary guidance pro-
gram, according to Dinkmeyer, is to maximize the development
of each child. The developmental concept of elementary guidance
during this period is typified by Smith and Eckerson (1963,p.27) :

Guidance in elementary schools is usually inter-
preted as a service to all children in making maxi-
mum use of their abilities, for their own good and
for that of society. The emphases of this service
are early identification of the pupils’ intellectual,
emotional, social, and physical characteristics; de-
velopment of his talent; diagnosis of his learning
difficulties, if any; and early use of available re-
sources to meet his needs.

Cottingham (1966) was aware that there were many simi-
larities in points of view about elementary guidance, especially
concern about the total development of «ll children. However,
he called for a national study of elementary school guidance to
examine more critically the assumptions underlying elementary
school guidance and carefully plan implementation. It was for
some of these same reasons that the Minnesota Department of
Education sponsored writing projects to develop a sound ap-
proach to elementary school guidance.

Most of the writing to this point, prior to 1966, was very
general and with the exception of Gordon (1956) and Zaccaria
(1965) did not give comprehensive consideration to the litera-
ture on developmental psycholocy. None of the authors gave a
balanced treatment to the role of all (parents, teachers, school
psychologists, and other specialists) who influence the develop-
ment of children.

Grams (1966, p. 14), author of the first Minnesota mono-
graph on elementary guidance, stressed a learner-centered theory.
The purpose of guidance is stated as follows:

. . . to develop comypetence, a sufficiency for living,
by utilizing the process of education as means to
this end. The development is this process is facili-
tated by guidance; the skills, abilities, apprecia-
tions, knowledges, attitudes, ete., are seen as the
raw materials which the individual may utilize in
the course of an interdependent contributive self-
actualizing life ‘n society.

Roles of various functionaries including the elementary coun-
selor are spelled out in addition to the primary importance of
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pavrents and teachers. In a sequel monograph, Gum (1969) em-
phasized the affective learning domain as well as the cognitive
and identified the role of the guidance counselor in working with
pupils, parents, teachers, and other specialists.

There were others in the late sixties who have also developed
comprehensive developmentally oriented positions on elementary
guidance (Dinkmeyer and Caldwell, 1970; Faust, 1968a; Hill
and Luckey, 1969; Meeks, 1968; Munson, 1970; and Van Hoose,
1968). These publications are all books and for the most part
are an claboration and a development of views espoused in their
earlier published articles.

Faust (1968a, p. 36) in an attempt to expand the counselor’s
role beyond counseling stressed work with all pupils through
consultation with teachers, curriculum staff, administrators, par-
ents, other specialists and community agencies. Stress was placed
upon developmental consultation with teachers sinee it is through
their classroom role children are freed to learn. “It is indeed
difficult to understand that, until society provides an emphasis
that attends to all children, and on a developmen? basis, each
generation of that society will continue to produce great num-
bers of crippled, neglected learners.”

Van Hoose (1968) stressed the counseling role of counselors
with all children in their cognitive, emotional and vocational
development althcugh the consultative role with teachers and
parents was included. These roles are based upon the child’s need
for direction, self-realization, prevention of maladjustment and
remedial assistance with normal problems of growth and de-
velopment.

Meeks (1968, pp. 5, 11) stated that the education task is to
help children to internalize democratic values and

. . . to learn methods appropriate to a society of
free men, particularly those methods »hich serve
the interpersonal relationships . . . guidance as
a complementary process to the teacher-learning
process is a systematic approach to more effective
education through the active involvement of the
child in his own educational process.

The developmental guidance services include: child study, place-
ment and orientation, teacher consultation, parent conferencing,
and in-service education for staff members. The counselor plays
an active role along with others in the school in facilitating the
guidance process. There is very little in the book, however, about
actual child involvement in the educational process.
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Hill and Luckey (1969) identified developmental tasks of
children and stressed that the role of guidance is to individualize
and enrich the child’s education. Eight guidance learrings are
“musts” for all children. Guidance objectives would be accomp-
lished through child study, counseling, group guidance, <1d the
work of teachers and the counselor. The importance of parents
is recognized and the responsibility of the school in working
with the home is discussed. However, these authors failed to
explain how the educational experience is individualized through
guidance.

According to Munson (1970, p. 38) the central function of
elementary guidance is “to enhance and improve the learning
environment of the school so that each pupil in the elementary
school has an opportunity to learn to the best of his capacity.”
The guidance specialist relates to school staff, parents and pupils
to “help maximize the learning situation and produce efforts that
will utilize to the best advantage the resources and information
available in the home, school and community.”

Dinkmeyer and Caldwell (1970, p. 3) argued that develop-
mental guidance is necessary because the formative years of
childhood demands it. Teachers alone are unakle to meet all of

the pupil needs, such as values, attitudes and goals. Guidance is
the

organized effort of the school to personaiize and
humanize the educational process for all students.
The process involves a cooperative effort on the
part of all school personnel to assist the child to
understand himself and others, his opportunities,
and his responsibilities, to the end that he might
become purposeful in his approach to the educa-
tional experience and life.

In general, these writers in their books attempted to identify,
elaborate and clarify developmental concepts written in earlier
articles. With the exception of Grams (1966) and Faust (1968a),
little recognition was-given to contributions of others, especially
other specialists in the school. Even the role of parents is under-
stated in most cases.

State and National Guidelines Developed

The National Defense Education Act (NDEA) ss Amended
in 1964 made available for the first time federal money for
elementary guidance programs. Many states sponsored pilot
projects and some produced publications in this area. Some
states also conducted evaluations of pilot projects. Much of the
material was produced for in-state use and therefore was not
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zlways identifiable in the routine literature. In an effort to be-
come more famiiiar with state sponsored activities especially as
they relate to evaluation of pilot studies, a letter (Appendix E)
was sent to state supervisors of guidance requesting copies of
any state published msterial in this area of activi  All fifty
replied.

Many states have developed guidelines for program develop-
ment, and some states have conducted some form of investiga-
tion, mostly descriptive in nature. A few states have done very
little in promoting elementary guidance pilot programs.

In reviewing literature published by the state departments
wenty-seven have developed guidelines for local program de-
velopment (Arizona, 1967; Arkansas, Turner, 1970; Colorado,
Williams, 1970 ; Connecticut, Drewniany, 1970; Kentucky, 1968;
Florida, n.d.; Georgia, n.d.; Hawaii, 1960 ; Illinois, Revised, n.d.;
Indiana, Pruett and Whiteman, 1967, Hamrick, 1968; Iowa, n.d.,
Frank and Matthes, 1970a, 1970b, Matthes and Frank, 1970a,
1970b, 1970¢, McClain, 1968, Smith, 1969; Kansas, 1969, 1970;
Louisiana, 1968; Maine, 1985; Massachusetts, 1964; Michigan,
1968a, 1968b; Minnesota, Grams, 1966, Gum, 1969; Missouri,
Blackman, C., Enochs, P. D., Moore, E. J., 1969; Nebraska, Mc-
Neff, 1969; New Hampshire, 1964 ; New Mexico, n.d.; New York,
1970; Oklanoma, 1970; Oregon, 1963 ; Pennsylvania, 1966, 1968;
South Carolina, 1965; Texas, Stricklund and Engemoen, 1968;
West Virginia, Humphreys, n.d.; Wyoming, 1970). One state
professional association developed guidelines (Texas, 1969).

A survey of these publications indicates general topics cov-
ered were as follows: pupil needs, objectives, coordination and
organization. counselor’s role, teacher’s role, administrator’s role,
parent’s role, appraisal, educational placement, facilities, coun-
selor qualification and evaluation. The guideline materials re-
flect a wide range of comprehensiveness going from two pages
(Georgia, n.d.) to a comprehensive theoretical model of 224
pages (Grams, 1966). One state, Iowa, developed a set of five

‘lications identifying strategies for implementing elementary
scnool guidance programs (Frank and Matthes, 1970a, 1970b
and Matthes and Frank, 1970a, 1970b, 1970¢).

Five states* (Alabama, Delaware, Mississippi, Utah, Ver-
mont) and Washington, D. C. indicated either no projects and/or
no guidelines for elementary guidance.

The U.S. Office of Education has been active not only in
administering the NDEA, Title V-A program but in producing
articles, pamphlets, conducting studies, and sponsoring confer-

*Letters to G. Dean Miller from State Guidance Supervisor in answer to letter of request.




ences on the topic. The office sponsored a national conference
(Smith and Eckerson, 1966a) and papers presented at the con-
ference were reproduced and later distributed.

A joint statement on elementary guidance and counselor role
has been prepared by two national guidance organizations, Asso-
ciation for Counselor Education and Supervision and the Ameri-
can School Counselor Association, Divisions of the American
Personnel and Guidance Association (1968). These groups argue
that additional personnel and services are necessary if the school
is to provide maximum opportunity for learning, enzbling each
child to learn effectively in terms of his developmental process.
The major responsibilities of the counselor are: counsel and
consult with pupil, teacher, parents and school staff and coor-
dinate the various resources of the school and community.

Evaluation Activities by Siates

Many states have conducted some type of study of what has
been done in the pilot projects. Some were done as doctoral
studies. Most state studies were descriptive in nature and usually
included kind and number of counselor contacts with others or
per cent of time spent on various guidance functions such as
counseling, coordinating, consulting, group guidance, testing and
referral activity (California, McCreary and Miller, 1966; Con-
necticut, Drewniany, 1970; Kentucky, 1966; Georgia, 1967; In-
diana, Pruett and Cauble, 1968 ; Pruett, 1967; Maryland, Byrne,
1968; Michigan, 1969; Montana, 1969; Nebraska, Dean and
Humarn, 1968; New Hampshire, 1964; New York, 1967, 1968;
Ohio, 1968; Oklahoma, 1968; Tennesses, 1968; Texas, 19686,
1968a, 1968b; Wisconsin, 1969; Was)ungton, 1968; West Vir-
ginia, Humphrey, n.d.; and Wyoming, %.969).

Some states included surveys of students, parents, teachers
and/or principals to identify attitudes toward guidance services
and the role of the elementary counselor. California {McCreary
and Miller, 1966) in addition to a study of guidance activities
asked administrators and counselors to rank functions in order
of importance; counseling, teacher consultation, and parent con-
sultation were highest. Actual time was spent in counseling,
teacher consultation and testing (in order of time spent).

Connecticut (Drewniany, 1970) surveyed state elementary
schools to determ:.ae which pupil personnel workers perform
counseling, consultative and coordinating functions. The 47 per
cent of the principals who responded indicated counselors, social
workers, nurses, and school psychologists all do counseling but
gave most credit to nurses with counselors second. Counseiors




were very involved in coordinating guidance activities but prin-
cipals indicated they did the most coordination of in-school and
school-community activities. Principals also indicated they did
most of the consultative function in the school and named the
nurse next in frequency of performing this function.

The Elementary School Project in Maryland sponsored by
the Interprofessional Research Commission on Pupil Personnel
Services (IRCOPPS) and the Maryland Department »f Educa-
tion was a five year experimental study to determine (1) effec-
tiveness of services; (2) the function of an interdisciplinary
person in an elementary school and; (3) effectiveness of on-the-
job training. The interdisciplinary person was an experimental
professional model, a composite of a counselor, social worker
and psychologist trained on-the-job. Traditional workers were
elementary counselors prepared by typical preparation pro-
grams. Generally- there were no differences between types of
worker, traditional or child development consultant (CDC). Most
comparisons were reported in mean scores or percentages on
eleven variables. On the study of functions in the CDC’s by the
end of the second year spent twice as much time in remediating
and/or enhancing development as in any other function. En-
hancing development was next in time spent and remediating
was third.

California, as mentioned earlier, Michigan (1969) and Okla-
homa (1969) used questionnaires with teachers. In the Michigan
study teachers showed very little difference in rating aspects of
the guidance program. In general the programs were rated about
80 per cent effective by the teachers on all points in the question-
naire. The Oklahoma study indicated teachers rated the coun-
selors high on follow-up of referrals and in meeting the pupils’
needs promptly.

. New Hampshire (1964) in one project included surveying
students regarding their opinion as to counselor helpfulness.
Student reaction to the counselor was very positive in most all
situations surveyed. Two full-time clementary counselors served
16 elementary schools ; however, they worked with underachievers
in the sixth grade in only four of the schools (Montana, 1966).
The counselors met with pupils in five individual and group
counseling sessions during the year. No significant achievement
differences were found between the experimental groups in the
four schools and the conirol groups where no help was given
sixth grade underachievers. Parent groups were also part of the
treatment program but were not well attended; however, indi-
vidual parent conferences were. It would appear that the number
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of contacts with pupils and parents was not sufficient to effect
a change in pupil achievement,.

Wisconsin (1969) and Wyoming (1969) asked counselors to
estimate time spent on various guidance tasks and their opinion
as to how time should be spent. In Wyoming counselors spent
most of their time in coordination functions (41%), counseling
(37%) and consultation (22%). They would prefer counseling
44 per cent, coordination 30 per cent, and consultation 26 per
cent of their time. Wisconsin’s elementary counselors would
spend less time with problem students, appraisal functions and
parent conferences but would increase time in group counseling,
developmental activities and working with parents in groups.

Texas (1968a) did an extensive study of counselor character-
isties and counselor function. Intercorrelations were caleulated
on all counselor in-put guidance variables ar ' a factor analysis
was conducted. Unfortunately over 40 per cent of the Texas
group did not respond to the questionnaire.

Illinois sponsored a two-year study of elementary school coun-
selors in three diverse school districts (Kaczkowski, 1971 and
Kaczkowski, n.d.). The pattern of counselor behavior was re-
corded on seven forms covering the areas of counseling, consult-
ing, and coordination. “Counselors devoted most of their time
to the counseling funetion with consulting a distant second choice
and coordination rarely undertaken” (p. 8). Teachers reported
that 325 of the 429 counseled pupils showed some degree of
positive change. Teachers’ ratings of referred pupils on a pre-
post basis indicated significant improvement not only in the
disturbing behavior but academic behavior as well even though
counselors concentrated on adaptive school skills rather than the
basic skills areas. Pupils perceived counselors in a remedial role
of helping those in trouble with their studies.

Tennessee (1971) conducted a study of 18 pilot programs
of elementary guidance by asking pupils, teachers, counselors,
and principals. Although there was wide variability among the
schools, there was considerable agreement between pupils and
teachers as to guidance program effectiveness (coefficient of con-
cordance .88). Primary, intermediate, and upper elementary
grade level pupils all seemed to know the main purpose of the
counselor in the school. Most of the teachers’ rositive responses
were related to their own guidance role with little reference to
consulting with the counselor.

One state, Delaware,* is currently sponsoring three coun-

*Letter to G. Dean Miller from J. D. Wiggins, Supervisor of Guidanee, Department of Publie
Instruction, Delaware, November 11, 1969.
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selors in one school system for three years. Extensive evaluation
is planned which will include comparison with a control group
receiving no help. Emphasis is upon helping disadvantaged chil-
dren and their parents.

Other Evaluations
Counseling Studies

A number of studies, mostly doctoral dissertat‘ons, were con-
ducted on counseling a1.d in some instances its impact on pupils.
Hawkins (1967) investigated differences in content of interviews
with children by grade, sex, problem and topic initiator. She
concluded that: (1) the 679 topies discussed gave evidence that
children are willing to talk;-(2) the greatest number of topics
discussed were related to school and home; (3) there were no
relationships between topics and problem areas; (4) the coun-
selors assumed more responsibility than pupil in initiating topics.
However, pupils initiated some topics with equal frequency. She
concluded that the to~ic selection is a function of who shows
initiative.

The content of counseling interviews with elementary chil-
dren was studied by Murchie (1972) who classified counselor
verbal responses according to the Troth system. Techniques used
most often were clarification, rapport-building and closure. Most
time was consumed by clarification, exploring, and rapport-
building. Questions were raised by the author whether or not
elementary counselors might more appropriately spend more
counseling time structuring or directing younger children, pos-
sibly tutoring, role playing, and/or use play materials.

Unstructured group counseling was used in another study
to remediate behaviors in pupils referved by teachers (Marx,
Redding and Smith, 1967). A couuselor, two psychologists, one
social worker and four teachers (given in-service training) met
students once per week for 13 weeks in 50 minute sessions. Re-
sults were positive but no statistical tests of significance were
used (4 improved, 256 some improvement and 13 no improvement).

Another counseling study (Daldrup, Hubert and Hamilton,
1968) included two counselors in four low so:ioeconomic schools
in an Arizona school district. Play techniques in 30 minute in-
dividual sessions with a client-centered approach were used
(except where anxiety was absent, behavior modification was
used). Groups of two to eight, all referred by teachers, met in
45 minute sessions. Evaluation consisted of student, teacher and
parent questionnaires. Results were positive, but no tests of sta-
tistical significance were used.
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A recently reported study (McBrien and Nelson, 1972) iden-
tified through a sociometric test primary grade level children
with the lowest social status and placed them in discussion groups
or play groups. Treatment periods were 40 minutes each week
for 10 consecutive weeks. The play group was relatively unstrue-
tured with the adult assisting with the art and game materials
plus encouraging interaction among all children. The discussion
group utilized the Ojemann (1967) materials which encouraged
self-disclosure. Again interaction was encouraged by the leader.
Results showed the group discussion approach to have subjects
with the largest gain scores although not significantly different
than the others. It may be that identifying 12 out of the 25 chil-
dren (about 48 per cent) as low status is too hroad a definition.
Also the Ojemann materials stress understanding the dynamics
of behavior perhaps more than accepting atypical behavior in
others.

The use of public commitment to change was the emphasis of
a counseling study of 50 fifth and sixth grade pupils assigned
to one of four groups. Counseling with or without public com-
mitment to change was not found to positively influence school
anxiety, teacher-pupil relations, or sociometric status. Teachers
who worked with counselors indicated a more positive attitude
toward counselors than teachers who did not work with coun-
selors (Mayer, Beggs, Fjellstedt, Nighswander and Richards,
1970).

A study designed to examine the effects of client-centered
group counseling using play media on intelligence, achievement,
and psycholinguistic abilities of underachieving primary schcol
children, mostly black, was conducted by Moulin (1970). Two
groups of six pupils each met for 12 one-hour weekly therapy
sessions. Pupils showed significant gains in non-language re-
sponse or an intelligence test and six of nine subtests of psycho-
linguistic ability.

Greup counseling was provided on a biweekly basis for third,
fourth, and fifth grade children who received systematic coun-
selor reinforcement to shape each child’s behavior toward adap-
tive responses and extinguish inhibiting responses as they related
to counseling and classroom learning situations. Hinds (1968)
found that significant changes took place based upon pre and
post video tapes rated by judges On post-classroom measures
the experimental group in contrast to the control group increased
significantly in adaptive behavior and decreased in interferring
behavior.
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Group counseling was combined with a remedial reading
activity for thirty-six elementary and secondary participants in
remedial reading program. The treatment group received one
hour of remedial reading per week plus one hour per week of
group counseling. The control group received the regular two
consecutive hours of remedial reading per week. The results
supported the major hypothesis that there would be comparable
gains in reading performance of the two groups and that the
counseled group would show significantly greater improvement
than non-counseled group regarding more positive attitudes
toward school and others (Stcickler, 1964).

Group counseling was used by Mann (1967) to determine
possible changes in self-concept, anxiety, attendance, achieve-
ment, and 1. Q. of educable mentally retarded boys. Twelve one-
hour structured and supportive sessions were held. The results
significantly favored the experimental group over a control group
on one of two self-concept measures, a significant reduction in
anxiety, a significant in.provement in reading, arithmetic and
deportment but not attendance. Age and I. Q. were not significant
factors related to anxiety and self-concept.

A group play activity was provided poor reading seven and
eight year old boys during two half-hour weekly sessions over
an eight week period and though anxiety scores decreased and
reading achievement gained they were not significantly different
than a control group (Hinze, 1970). Perhaps the reinforcement
method used successfully by Clement (1967) in his group play
activity might have application in the situation Hinze attempted
to remediate.

Halliwell, Musella and Silvino (1970) placed pupils, who held
poor school attitudes, in a counseling program for eight weekly
sessions over a three year period. Counseling was directed toward
areas showing concern on SRA Youth Inventory. Boys showed
no difference between their control counterparts, but girls re-
ported significantly fewer problems than their matched pairs in
the control group. Grades were not significantly different.

Biasco (1965) studied the effects of individual counseling,
multiple counseling, and teacher guid~nce upon the sociometric
status of children. No significant differences were found, but
recommendations for further research were suggested. Matthes
(1967) used methods suggested by Truax but found no signifi-
cant differences between conditions in counseling and selected
outcome variables.

Kranzler, Mayer, Dyer and Munger (1966) conducted a
study of fourth graders with low social status and found that

19




counseling was more favorable than either teacher guidance or
a control group. No significant changes were found by Winkler
et al. (1965) in another study of fourth grade underachievers
who received a combination of reading instruction and
counseling.

Another study (Mayer, K-anzler and Matthes, 1967) was
conducted to compare the eftects of counseling and teacher-
guidance upon peer relationships. A control grou;» was also
used. Pupils were selected or. the basis of a desire ‘o improve
peer relations. Both individual and group (4 to 5 pupils) counsel-
ing were used for three wee¥'s meetin~ two times per week for
45 minutes. A client-center¢.. methoc vas used. Pre- and post-
measures were used to determine cha ye. No significant differ-
ences were found. Except for the s» vt treatment period the
study appears well designed. Anotho- cignificant point is that
though pupils expressed conerrn abov changing peer relation-
ships they did not select this top: for discussion during
counseling,

Kranzler (1968) reviewed nrevicus studies where counsel-
ing was not shown to be effective. It was suggested that coun-
selors vary in style and techn'que. I’e vointed out, using the
writings of Truax and Bergin as his basi<, that mean differences
in counseling differ very little but varisnces de, which means
some get better with counseling and some ge:. worse. Some
research showed gains made by clients with experienced coun-
selors and nc gains with inexperienced counselors. Attemps by
Matthes to use high level of input 4id no? show positive results.
In a later article Kranzler (1963 eiaborated upon need to re-
search counseling techniques witl: 2leniontary pupils.

Model reinforcement was the focus of a study by Hansen,
Niland and Zani (1969). They used greuv: counseling with pupils
with low socio-economic status and sveiometric stars. Another
group met without models and a third group iuet for an activity.
Discussions centered on suggested reading .nsterial and personal
experience. The groups met twii 2 weekly fv¢ four weeks. Two
months later a sociometric measure revealed significant differ-
ences in favor f the groups using pupil models with the coun-
selor over counselors working alone or the control groups.

In another study, Tosi, Swanson and Mcl.ean (1.70) ex-
amined the effect of counselor use of social reinforcemer:t with
nonverbalizing sixth graders. There were five pupils in two
groups and six teachers participated with the counselor. Groups
were matched on the basis of 1Q, self-concept and achievement.
The counselor met with the experimental group once per week




for approximately 40 minutes over a one month period. Discus-
sion topics focused on growing up emotionally. Teachers counted
unsolicited verbal responses during sampled days. The counselor
provided continuous verbal reinforcement at first and applied it
randomly at the end. The experimental group was significantly
more verbal nine weeks after termination of the group sessions.
The success of the structured discussion in this study might
explain why the study by Mayer, Kr anzler and Matthes (1967)
did not lead to significance.

Alper and Kranzler (1970) compared the effectiveness of
behavioral and client-centered approaches with pupils referred
for high rate out-of-seat behavior. After four weeks treatment
no significant differences between groups were found among the
four criteria. It is possible that combining counseling with
teacher consultation might have been more effective as reported
by Gronert (1970), Blaker and Bennett (1970) and Englehardt,
Sulzer and Altekruse (1971).

Using model reinforcement methods Warner, Niland and May-
nard (1971) worked with fifth and sixth graders whose academic
records were discrepant with their goals. Pupil models were
reinforced by counselors for . ‘alistic goal setting as well as dis-
crepant pupils who made similar stafements. The groups were
conducted on a structured basis and Jound to be more significant
than open-ended counseler led groups in reducing the discrep-
ancy between grades and goals through more realistic goal
setting.

Using play activity with a disruptive first grade boy for five
weeks Myrick and Holdin (1971) found that disruptive behavior
dropped from 61 per cent to 14 per cent. The teacher rated him
following play activity and counseling as more cooperative, re-
sponsible, attentive, and less aggresswe, talkative and fidgety.
He was also reported improved in arithmetic, reading, writing,
neatness, and completion of assiynments. A self-concept measure
revealed positive changes as perceived by the boy and a nine
week’s follow-up after counseling indicated that school staff
continued to observe more appropriate behavior.

Eleven third-grade boys referred ifor shy, withdrawn be-
havior were assigned to one of three play therapy groups. A
token group received tangible reinforcements (worth about one
cent each) for desirable social responses, a second group re-
ceived verbal reinforcement and the third group met without a
therapist present. After fourteen play sessions it was found
that the token group improved significantly i ire than the
verbal group; and the verbally reinforced gr.up improved
socially more than the control group (Clement, 1967).
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Kern and Kirby (1971) trained influential fifth and sixth
grade children as helpers in working with counselors to improve
the school adjustment of poorly adjusted peers. Following the
50-minute daily session over nine weeks teachers rated pupils
again and the peer helper group was perceived as making sig-
nificantly higher adjustment gains than counselor-alone group or
the control group. Self perceptions of the various group members
were not significantly different.

Counseling and Consultation Studies with Teachers and Parents

Hume (1970) hypothesizing that counseling with pupils and
consultation with teachers are complementary functions, formed
four groups of 20 pupils with emotional problems from grades
one through four. Group A pupils received weekly play therapy
during the year; group B teacher. received workshop consulta-
tion during the year but no therapy for their pupils; group C
received weekly group therapy in combination with group con-
sultation for the teachers; group D was the control group which
received no treatment. The combination of therapy with teacher
consultation was the most effective method even after a two-
year follow-up.

Combining a behavioral approach with reality therapy,
Gronert (1970) as counselor to pupils and consultant to teachers
worked with an eleven year old hyperactive girl and a second
grade boy who lacked bladder control. Both had two or more
years of previously unsuccessful therapy elsewhere. Ignoring
less distracting behavior and rewarding desirable behavior as
well as exclusion from the class when necessary proved effective
in handling the disruptive child. Rewarding desirable behavior
at first after each success and later intermittently in combina-
tion with exclusion from class proved worthwhile in establishing
good bladder control aft>r one month with the boy.

The counselor, functioning as a consultant and working
through the teacher, was able to contribute to reducing the dis-
ruptive behavior of a fourth grade boy. The teacher was en-
couraged to recognize desirable behavior and ignore undesirable
behavior. Both pupil and teacher behaviors were observed
regularly, charted and reviewed by the counselor to give teacher
feedback and show effect of her behavior upon pupil. A two-
month follow-up after ten training sessions revealed that the
pupil remained in his seat appropriately and raised his hand,
with the result that he was no longer disruptive (Whitley and
Sulzer, 1970). Working with a first grade boy with similar
problems another study reported equal success with the coun-
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selor serving as consultant to the teacher over 17 sessions
(Englehardt, et al., 1971).

Using behavioral counseling, which included peer models and
teacher and counselor reinforcement procedures, Blaker and
Bennett (1970) reported similarly favorable results with ele-
mentary school pupils. They also reported success in using
positive reinforcement with an entire fifth grade class with a
teacher who needed to regain classroom control. Patterson, Shaw
and Ebner (1969) were successful using a similar approach with
socially deviant children. Teachers, parents and peers were active
participants who helped bring about the desired social behavior.

The consulting role of elementary school counselors, empha-
sizing first working with teachers in groups and secondarily
with pupils, was tested in eight schosls. Effort was directed
toward making teachers less authoritarian in attitude and
increasing congruence between pupil’s perceived and ideal self
images. Results of the analysis showed no differences between
experimental and control groups of pupils and teachers. Batdorf
and McDougal (1968) upon reflection questioned the appropri-
ateness of Minnesota Teacher Attitude Inventory and Self Pic-
ture Check List in detecting changes in classroom climate and
pupil self-perception.

Comparing the effects of counseling and consultation upon
the sociometric status and personal and social adjustment of
third grade pupils Lewis (1970) used information sharing,
supportive techniques, learning climate suggestions, and plan-
ning assistance offered to teachers as strategies for consulta-
tions. Pupils in counseling were encouraged to explore for
greater self-awareness, consider alternatives and try new be-
havior to increase competence. The weekly one hour sessions
with pupils or teachers (or parents) continued for 12 weeks.
Sociometric and personality measures showed no significant
Jifferences between the groups.

The Department of Program Development for Gifted Chil-
dren in Illinois sponsored weekly group counseling sessions over
an eleven month period for talented underachievers or dysfunc-
tioning children (grades 3-6). Teachers met for a one-hour
weekly group discussion regarding problems of the referred
children and parents met weekly for a two-hour period to dis-
cuss their children and how to cope effectively with their child’s
behavior. Specific and general recommendations were made by
the counselor concerning individual situations. The results re-
vealed a significant reduction in pupil anxiety, aggression, and
nervous symptoms, an increase in self-reliance, and perceived
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positive parent attitude compared to a ¢ontrol group. Significant
improvements in pupil behavior were also reported by teachers
and parents compared to the control group and postive changes
in other important developmental variables were also observed
although they did not quite reach significance (Stormer, 1567).

Otto (1962) has conducted sponianeity training for teachers
for the purpose of freeing them to permit and encourage it in
children. The summer workshops used the group members to
suggest ways of achieving spontaneity and included such ap-
proaches as sociodrama, free expression of feelings, values and
beliefs, painting and drawing, “brain storming”, music, abstract
or representative art, interpretive dancing, group story and
group showing, and psychodrama. The author concluded from
his experience with teachers that spontaneity training should
become part of the profession. He has developed a manual for
releasing human potential ( 1967).

Patten (1968) used group counseling with female fifth and
sixth grade teachers to encourage more positive perceptions of
pupil behavior. Counselors used selective responding for the six
hourly sessions held over a six wecks period of time. The results
indicated that six sessions with teachers served by a counselor
using a selective responding technique can produce significant
perceptual movement among teachers and that positive percep-
tion of student behavior can be encouraged.

A three-year Minnesota Title 111 project at St. Louis Park
demonstrated that counselors and social workers working with
underachieving seventh graders were effective in that the chil-
dren whose parents participated in group discussions showed
improved school performance, whereas a control group improved

at a lower rate or, in fact, deteriorated in their academic work
(Wirt, 1970).

The efficacy of the Adlerian model which stresses working
with significant adults in the lives of children was studied over
a ten weeks period by Platt (1971). Fourteen third grade
pupils, their teachers and parents were included and received
the following: 30 minute group counseling for the children; 60
minute group discussion once a week with the teachers; 30
minute individual weekly con.erences, or classroom discussion-
demonstrations for teachers involved with the experimental
groups; and two hour weekly group instruction and discussion
with parents. A placebo group met weekly with a counselor for
80 minutes. A contrel group received no special attention. Al
of the children in the experimental group made significant
progress according to the varents and all but two of the children
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were seen as making significant progress according to the teach-
ers. There was no comparable progress in either the placebo or
control groups of children.

The modification of pupil behavior through group counseling
and consultation with parents and teachers was studied by
Palmo and Kuzniar (1972). Group counseling and consultation
in various combinations were superior to the control group as
rated by the teachers who used a behavior check list. Significant
differences were also found by observers who rated the children
in their classrooms with the result that children from the par-
ent-teacher consultation group showed improved behavior over
consultation in combination with group counseling, group coun-
seling alone or the control group.

A therapy project with parents of problem school children
was conducted to prevent maladaptive behavior. It was specu-
lated that home changes would result from & shift in parental
attitudes. Parent groups were conducted for a two-year period.
The results indicated that 80 per cent of the children whose
mothers attended the sessions improved in behavior. Un-
fortunately, only about half of the referred mothers responded
to the offer of group sessions to help them with their children
(Buchmueller, Porter, and Gildea, 1954).

In a project using recreation leaders as a possible source of
therapeutic assistance Schiffer (1967) reported that boys, ages
from 9 to 11 years of age, referred to a child guidance clinic
might be helped through group play. A parent therapy group
was also provided as well as a “leadersiess” parent group. The
group sessions were conducted over a nine month period and
while the children in the treatment group did not change for
the better their peer relations stabilized. The control group
children grew worse on five out of six of the deviant me:sures.
There was no significant relationship betwee: adjustment scores
and parent group activity.

The effects of group counseling with parents of nursery
school and kindergarten children were examined in a study by
Carroll (1960). Thiee group counseling sessions were conducted
nd parents chose topics centering on preschool child behavior,
preschool programs, child guidance, and family relations. More
favorable parent attitude gains, though not significant, were
mad~ by the two groups with the less educational level. Those
who attended 1anre sessions showed greater gains than those who
attended less aithough the gain differences were not significant.
Significant differences were found between socizal class and total
parent attitude score.
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A group therapy progress for child and mother was provided
as a possible remediation of reading difficulties with boys. The
groups met for a one hour session on a weekly basis for a nine
month period. Another group was conducted without the mothers.
The experimental group made significant gains in reading over
the group without mothers. Rorschach gains were also more
significant for the experimental group which showed gains in
maturity, self-esteem, independence, self-control and self-ac-
ceptance. Gains in observable behavior by teachers also favored
significantly the experimental group. The experimental group
mothers showed attitudes changed in a more warm, democratic
direction characterized by more acceptance and less punitiveness
towards their sons. The control group mothers became more
overtly hostile, more critical and more punitive towards their
sons (Shatter, 1956).

Intensive group discussion was used to attempt to improve
the attitude of mothers toward their sons who manifested read-
ing difficulties (Samuels, 1958). The boys ranging in age from
nine to 13 years of age were at least two years retarded in
reading. The mothers in the experimental group met three times
per week for one and one-half hour sessions over five weeks.
The experimental mothers became significantly less authoritor-
ian in attitude, less possessive, and more positive toward their
sons. Rejection attitudes improved but not significantly. The
control mothers did not change in any attitude during tke same
period. Like the Strickler study (1964) reading gains were not
significantly different and as the author points the time of the
study was perhaps not sufiicient for the effect of changed parental
attitudes to take effect.

Penn (1972) in a study to help parents and teachers with
interpersonal skill development in dealing with underachieving
chiidren found that 5th and 7th grade pupils gained in the pre-
dicted direction more than control groups in school achievement
although the amount was just under the level of significance.
Tamminen (1957) offered a televised program to mothers on
child rearing methods and found significant changes in parents’
attitude mean scores cver a control group.

Developmental Classroom Guidance Studies

In an effort to demonstrate the value of affective learning,
Anandam, Davis and Poppen (1971) compared teacher rein-
forcement of pupils’ verbalization of feelings to a group which
participated in “feelings” classes. Expressions of feelinzs by
children did not differ by groups although pupils from the
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“feelings class” seemed to have become more free to interact
with peers and the teacher, and to respond to the teacher.

An instructional guidance program derived from a survey of
needs was presented to fourth grade classes by both teachers and
counselors. Story materials were developed and an in-service
program was provided to prepare teachers and counselors. Post
measures were based on an adaptation of the same instrument
used to identify needs and develop program content. A comparj-

. —_son_of groups_indicated teacher taught groups made significant

gain over counselor taught groups; however, the counselor
taught groups improved more than the control group with no
guidance instruction (Bedrosian, Sara and Peariman, 1970).

A study based upon the use of social learning theory was
designed to increase the social acceptance of fifth grade pupils
who had low peer status. The methods included an experimental
intervention procedure in one class, the use of teacher-reinforce-
ment procedures in a second class, and the change of teachers
in a third class. Twenty-four measures were used related to
social desirability, personality constructs as related to environ-
mental press, and attitudes toward peers and authority. The
experimental group had a school psychology intern for three
days a week for five weeks. The regular teacher of the experi-
mental group was instructed to use selecuive-reinforcement on
the low status pupils. The experimental group at the conclusion
of the treatment possessed significantly hizh sociometric means,
higher means c¢n the femininity scale (the models were female),
and higher means on attitudes pertaining 1o the peer dimension
of happy. Counselors meetings with everv ciass on a regular
basis is stressed as a method fer improving meladaptive be-
havior over individual counseling which may produce negative
effects by it. mysterious nature (Barclay, 1967).

Twelve weeks (thirty minute sessions, three times per week)
of group guidance activities were conducted for eighteen fourth
grade children who manifested personality conflict and retarda-
tion in reading ability. The results favored the experimental
group over a control group (one grade higher) on reading scores
ang test of personality (Crider, 1964).

Halpin, Halpin and Hartley (1972) in a study of second grade
classroom guidance, using counselors and counselor assistants
in a five week program to promote positive feelings and behaviors
toward others, found that two sessions per week was signifi-
cantly more influencial than one session per week and further
that one session per week was superior to no classroom guidance.

Darrigrand and Gum reported on a study using Bessel &
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Palomares (1969) guidance material with one group, and Uni-
versity of Minnesota, Dult:‘l: developmental guidance material
(Gum, 1969b) with another group. The counselor conducted the
twenty minute daily units fc. fifty sessions. A third group was
exposed to twenty-five sessions. Ali three counselor led groups
showed zignificant gains in celf-con<ept and sociometric status
over a control group. Both boys and girls grew in acceptance
of the opposite sex, which is a departure in the usual develop-
mental trend (Mussen, Conger, Kagan, 1965).

Howell (1972) reported a .91 correlation between self-con-
cept gain scores and standardized achievement gain scores work-
ing with low achievers using eclass.oom guidance materials de-
veloped by the Unive:sity of Minnesc*a, Duluth (Gum, 1969b). A
control group showed a low correlation (—.26) between the same
variables.

Pardew and Schilson used a combination of Science Research
Associates (Anderson, Land & Seott, 1970), Dinkmeyer (1970)
classroom guidance material and Scholastic/Kindle filmstrips
with four-year olds for thirty-three sessions with three groups
over eleven weeks and found significant increases in self-con-
cept and teachers rating of pupil growth over a control group.

A promising approach to group problem-soiving has been
described by Brown and MacDougall (1972) and includes the
use of programmed materials and group discussion following
video tapes of individuals assigned a group task.

Teachers’ Attitude Toward Guidance

Newman (1956) asked for teacher reaction to a two year ele-
mentary school guidance program and received the following
response: (1) decrease teacher emphasis upon “stronger disei-
pline and less psychological approach”; (2) increase requests
for suggestions on teacher’s guidance role in the classroom;
(8) encourage more counselor participation in the classroom;
(4) provide more information concerning the counseling pro-
gram; and (5) provide more information on children they
referred to the counselor for help.

A study of teacher attitudes toward elementary guidance
was conducted by Axelberd (1967). Teachers who taught in
schools having guidance programs were more favorable toward
guidance than teachers who taught in schools without guidance
programs; however, schools with part-time counselors received
lower ratings than schools with no guidance program. Another
significant finding of this study is that grade taught, age, edu-




cation or social status was found to be in no way related to
teacher guidance attitudes. However, expansion of guidance was
supported by the teachers.

A pilot guidance program in four schools was established
which included a semester course for teachers on principles and
practices of elementary school guidance. Teachers were en-
couraged to initiate group guidance, conduct child study activi-
ties, individualize instruction and work with a counselor-con-
sultant. The experimenial group school teachers showed a
higher gain in Minnesota Teacher Attitude Inventory scores,
wrote more anecdotal notes, referred more pupils for assistance
and retained fewer pupils than controls (Greising, 1967).

Healy (1968) conducted a study in New York City to deter-
mine what guidance procedures teachers utilized in an early
identification and prevention program for children in kinder-
garten through third grade. Teachers utilized a greater number
of guidance techniques and evaluated the techniques positively
with greater frequency than in control schools. The procedures
utilized were centered around social relations, parent teacher
relations, and identification of special children. Some items like
home visits and test interpretations were rated as unfamiliar by
teachers.

Assessing teachers’ perception of their role in guidance
was the focus of a study by Witmer and Cottingham (1970).
Assessment of teacher guidance role perception emphasized
surveying teachers’ use of guidance practices, the value placed
upon them and suggestions for improving these functions. About
73 per cent of the teachers from 45 schools in Florida were sur-
veyed and guidance was viewed as 2 major responsibility of the
teacher. However, teachers recognized a need for additional
guidance services through more time for guidance activities,
assistance from a guidance specialist, and through additional
teacher training.

A study which was similar in design to the Greising (1967)
study supports the findings of the earlier study. Kornick (1970),
working with teachers in a single building, formed two groups,
experimental and control, and matched them for age, education
level, sex, grade level taught and experience. During the school
year the counselor provided guidance services to the 35 teachers
and some of the 1600 pupils. Teachers became actively involved
in committee work, parent-teacher-counselor conferences and
in-service experiences. Trne counselor working with teachers
helped to communicate counselor role. The instrument used to
measure teacher attitude toward desirable counselor functions




was one adapted from the one used by Raines (1964). Teacher
scores were compared to the criterion group and reached 68
per cent agreement on a set of desirable counselor functions.

Studies of Elementary School Counselor Function

There were two early studies conducted on elementary
counselor activities. Martinson’s study (1949) was conducted on
counselors in California, while the National Association of
Guidance Supervisors and Counselor Trainers (1953) con-
ducted a study of elementary schools in the nation. In this study
6 per cent had full-time counselors and less than half of the
schools reported having adequate staff to meet the personal-
emotional, social, educational and occupational problems of

pupils. -~ -

Hart (1961\) conducted a study of the elementary counselor
position in 34 school districts from an administrative viewpoint.
He gathered impressions of superintendents, principals, counse-
lors, teachers and guidance experts toward counselor duties,
skills, personnel policies and training. In the area of duties,
there was general agreement this worker should: (1) interpret
pupil data to teachers and parents; (2) provide guidance con-
sultation to teachers; (3) conduct parent conferences; (4) not
punish pupils; (5) not attempt therapy; and (6) spent less time
in clerical duties. The three most valuable services provided by
the elementary school counselors should include: guidance
services to pupils; services through teachers to assist pupils;
and gathering, maintaining, and interpreting pupil data. Only
a few districts presented evidence that behavioral changes in
pupils resulted from the assignment of counselors. In general,
however, the evaluation was considered inadequate by Hart.

Newman (1956) using weekly plan sheets ¢stimated how his
time was spent working as a counselor with 920 pupils in a
single school. Only three categories accounted for more than 8
per cent of his time: counseling (12%), records and reports
(12%), and administrative duties (12%). He espoused that
working with teachers was the greatest value of the counselor
but unfortunately he spent little time on this function.

A tri-state study of principals’ perception of elementary
counselors took place in Washington, Oregon and Idaho (Me-
Dougal and Reitan, 1963). Principals preferred a teaching back-
ground for counselors and indicated that counseling and parent
consulting' should receive high priority. They gave next priority
to identification of talents and problems, assisting teachers with
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testing and appraisal and interpreting guidance to the
community.

McKellar (1963) in a national study of 183 counselors in
twenty states determined 90 per cent were full-time and two-
thirds of them were female. Half had three years or less ele-
mentary counseling experience. In responding to 51 functions
these counselors indicated counseling with greatest frequency,
working with parents second and working with teachers third.
Three-fourths believed guidance should be developmental for all
students and that more time should be spent with teachers and
parents than students. One conclusion of the writer was that a
school-wide “ideal” attitude toward guidance may depend upon
involvement of all the school personnel in planning and carrying
out the guidance program.

Perrone and Evans (1964) asked 100 certified clementary
counselors in twenty-three states to estimate on an annual basis
how much time was spent on eight functions. Most of the
counselors’ time was spent conferring with teachers, counseling,
group testing and working with parents. The elementary coun-
selors recommended services for decision making, developmental
activities, and informational assistance.

Oldridge (1964) studied ten schools with a therapeutic orien-
tation in five schools and a guidance orientation in the other five
schools. Behavior change was the criterion measure. Results did
not favor one role over the other; however, it shouid be pointed
out the “guidance” oriented counselors were really problem-
centered in that they handled all referrals dealing with emotional
maladjustment whereas therapeutic counselors handled referrals
dealing with narrowly defined behavior such as aggressiveness,
withdrawal and the like. In this sense, both were clinically
oriented, therefore a guidance model serving all children was
not compared at all, only the remedial function.

Thirty-one elementary counselors in Ohio were interviewed
in a study by Raines (1964). Ninety-five activities were covered.
He found guidance more extensive where pupil personnel services
were present. The counselors had little preparation in elementary
guidance, most had a secondary background. Most common serv-
ices included: assisting in group testing, diagnostic and counsel-
ing services for problem pupils. There was a lack of agreement
on counselor role among counselors, counselor educators and
principals.

Greene (1967) elaborating upon Raines’ questionnaire con-
ducted a national study of elementary counselors. Over two-
thirds were full-time and a like number were women. Over half
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(64%) served one school with 20 per cent serving two schools.
Counselors reported they had more contact with intermediate
grade pupils than primary grade pupils. Most common funec-
tions included counseling or otherwise assisting individual
children, working with parents and consulting with teachers,
performing referra]l services and conducting child study
activities.

A counselor competency pattern study was conducted by
Jones (1966) so that counselor educators might develop prepara-
tion programs and guidelines for certification could be drawn.
He used two groups of judges, a national sample and a state
(Texas) sample. They agreed that a counselor bringing personal
adequacy to the role could be effective in helping teachers and
pupils. The nature of the community and pupil population should
be considered in defining role. Both groups agreed the counselor
should be prepared as a generalist but they did not agree on
individual testing competency and the importance of a teacaing
background. The national group did not feel teaching back-
ground and individual testing competency were important.

Nitzschke (1964) conducted a national study of graduate
programs in elementary school guidance and collected data from
counselor educators and counselors in-training. The results
showed that although prepa.ation programs were relatively
new and little differentiated from secondary preparation pro-
grams, they did stress the developmental aspects of guidance
in the elementary school.

Glofka (1966) and Lundgren (1966) in separate dissertation
studies investigated perception of role and function of ele-
mentary counselors in Illinois. Glofka compared the perception
of counselors, teachers and administrators in 18 demonstration
centers. He compared the Illinois groups’ perception to coun-
selors certified in other states as well as a University of Illinois
criterion group. They sorted items as to relevance to a consulta-
tive role or school psychologist role. The school groups differed
from the University group; role perception varied from center
to center and great teacher variance suggested a lack of knowl-
edge about guidance. The overall perception of first and second
year centers was remedial and diagnostic.

Another state study of elementary counselor role was con-
ducted in Idaho by Archer (1967). He compared perception of
role by teachers, counselors and administrators with counselor
educators in the nation. Staff in three pilot projects and twenty-
five counselor rducators were used as subjects. All groups agreed
that the counselor should spend his time counseling, coordinat-
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ing and consulting. Counselor educators tended to place less
emphasis upon working with the individual than Idaho personnel.
Counselor educators tended to focus on consultation, coordina-
tion, counseling and help to the adults in the child’s life. De-
veloping a clear statement of purpose, better communication
with staff and community, and more help to teachers to facilitate
work with the child in the classroom were suggestions made by
the subjects for improvement of present programs. Early plan-
ning and orientation were also recommended.

Foster (1967) asked five groups (teachers, principals, ele-
mentary counselors, counselor educators and secondary coun-
selors) to react to 143 paired statements in seven categories
(counseling, consulting, guidance, social work, psychologist,
psychometrist and administration). He found all groups agreed
that counseling should be first. Teachers and counselor educators
placed consulting with parents second. All except teacl. s placed
guidance as third in importance. Diagnostic activities were
placed fourth.

Another Georgia study was conducted by Muro (1967) in
which 151 principals and 414 elementary teachers were asked to
respond to the author’s questionnaire based on funetions de-
scribed in the literature (going back as far as 1950). There were
75 per cent who answered and the writer concluded from their
statements that between 70-98 per cent felt the services should be
valuable. The responses focused on four areas of service: guid-
ance, remedial activity, general education and research.

Prospective elementary counselors (EC) and counselor edu-
cators (CE) from 36 institutions in 18 states responded to a
95 item questionnaire sent by Nitzsehke and Soroban (1967).
Eleven categories were used to classify the items. There were
items (18) on which the prospective counselors differed from
the counselor educators. For example, CE said test scoring was
not counselor responsibility, EC said teacher first and counselor
second. Interpreting achievement and aptitude scores to parents
is a job for the counselor according to CE, however, EC said it
belongs to teacher and principal. Counseling teachers was no iob
for counselor according to CE but EC said yes with some
designating the principal. Curriculum change is for the prin-
cipal said EC but CE disagreed, it is the counselors’ job, too.
Screening for special classes was a task recommended by CE
for counselors or psychologists but EC said it was job for them.

Boney and Glofka (1967) in a similar study compared
counselor educators’ (14) perception of counselor role to a
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sample of teachers’ perceptions (44) on a 60 item questionnaire.
Half of the items dealt wtih counseling and consulting role and
the other half were concerned with clinical and diagnostic role.
Counselor educators were from University of 1llinois, and
teachers were in two centers demonstrating elementary guid-
ance. Five of the top eight functions for counselors, according
to teachers, concerned testing but none of these appeared in
the top five functions of the counselor educator list. Conferences
with teachers on problems of motivation was fifth in the list of
CE and sixth on teachers’ list. Typically teachers favored the
clinical and diagnostic role while CE favored the counseling and
consulting role for elementary counselors.

Twenty-one elementary counselors’ time was sampled over
twenty days and logged on a standard form in a study by Wood,
Akridge and Findley (1968) in Georgia. All but two counselors
were female with twelve serving one school situation. The
smallest time log permitted was fifteen minutes. Twenty-two
per cent of time was spent in direct contact with pupils, 19
per cent in consultation, 15 per cent in coordination, 16 per cent
program management, 7 per cent professional growth, 7 per
cent Lesting, non-guidance 14 per cent znd 8 per cent reporting
and clerical tasks. The non-guidance time of 14 per cent appears
to be a substantial amount of total counselor time.

Farrell (1968) in a study of 33 NDEA demonstration pro-
Jects in New York investigated the role expectation of counselors
by teachers, principals and elementary counselors. There were
63 items classed into five categories and used in a standard inter-
view technique. There was high agreement on 15 items, the
counselors agreed on 29 items, the principals on 28 and teachers
on 15. Counselors and principals were more in agreement than
the teachers. It was agreed that counseling is the main counselor
role. Personality and effectiveness in interpersonal relations
were cited by all three groups. Major reasons of role disparity
among the groups cited were lack of role precedent and large
gaps in understanding of the role of elementary school counselor.

Muro and Merritt (1968) conducted a study to verify the
findings of McDougal and Reitan. They added a teacher guidance
opinion section. They were interested in seeing how close teach-
ers agreed with principals about guidance. Both teachers and
principals indicated 19 services that would be extremely help-
ful (work with exceptional children, counseling, organize test-
ing program and developing, implementing and coordinating
program) ; 28 services designated as helpful by both groups
(consulting and coordinating) ; on 17 services the two groups
differed (providing educational and vocational information—




teachers said “little value” and principals said “helpful”; school
orientation, student evaluation, research, child, study-principals,
“extremely helpful” teachers, “helpful” ; work with handicapped,
referral consultant on discipline problems—teachers, “extremely
helpful,” principals, “helpful.”) In general, results supported
the previous study; however, remedial work, student activities
and research were considered less important by administration
in the McDougal and Reitan (1963} study. The authors ques-
tioned that one person could fulfill all expectations, and they
suggested a team approach.

A descriptive study of counselor professional background,
work experience and personal qualifications was conducted by
Mendelson (1967). Principals and elementary counselors re-
acted to the Standards for Secondary Counselors and found them
applicable for elementary school counselor preparation. He
found counselors spending most of their time counseling children,
consulting with parents and teachers and being involved with
individual testing. Job satisfaction and dissatisfaction revolved
around the issue of whether or not counselors were accepted
as skilled professionals and were praised for their work.

Brown (1968) investigated the factors perceived by ele-
mentary counselors as facilitating or deterring them in perform-
ance of their perceived professional functions. Using Whyte’s
theoretical model she conducted open-ended, semi-structured in-
terviews with 34 elementary counselors from a large metropoli-
tan school. It was found that principals may not have integrated
guidance within the school organizations. In the absence of
administration planning certain guidance activities were not
performed. There was a question whether or not inadequaie
facilities were inhibiting full performance of role. A question
was raised that the absence of a mandated policy concerning
activities to be performed may have delayed counselors from
acquiring additional training. Counselors reported need for
knowledge and skill in organization and administration of
guidance, group work, family dynamics, disadvantaged children
and human relations including community relations. Sugges-
tions from outside sources for elementary guidance had little
impact on functions.

Smith and Eckerson (1966) of the U. S. Office of Education
conducted a national study of elementary principals (5%
sample) and their pupil personnel services. Unfortunately all
pupil workers were treated the same and the data did not
differentiate counselors from psychologists and social workers.
Therefore most of the child development consultants’ time was
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spent with children with problems instead of a program to help
all children.

A study of teacher evaluations of counselor consultation
was conducted by Splete (1968) in 17 Michigan NDEA pilot
projects. Teachers reported counselors as more effective in
helping them understand their pupils than in the area of helping
them understand themselves. Another significant finding was
that counselors viewed this facet of their function in the same
way as teachers.

Bender (1970) in an effort to resolve the issue over teacher
attitude toward the amount of counselor effort which should be
devoted to counseling, consulting or developmental guidance
had counselors demonstrate the developmental aspects of their
role to teachers. Orientation meetings were also held. Bender
expressed concern that teachers were not sufficiently aware of
the developmental function to make an honest evaluation of the
various counselor functions. A counselor intern over a ten
week period consulted with teachers concerning classroom prob-
lems and learning climates in the classroom and conducted de-
ve