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CHAPTER I

INTRODUCTION

The increased demand for more school counselors since World War
II raised many questions concerning their preparation and training.
One of the most controversial topics has been that of requiring
teaching experience as a prerequisite for counselor certification.

We find ocurselves in a milieu of controversy in which some advocates
are proposing that teaching experience can handicap the counselor in
his effectiveness while others are saying that teaﬁhing experience
is a wvital prerecquisite for counselor effectiveness.

This contrcversy has reached such proporiions that some states
formerly holding teaching experience as a prerequisite for coumselor
certification have changed this requirement in the last year. Utah,

a leader in this respect, changed its counselor certification require-
ments in 1968. Two certificates are now recognized. The basic pro-
fessional certificate requires 24 hours oxr more of graduate course
work, a valid Utah teaching certificate and two yeavrs of approved
educational experience, which has generally been interpreted to mean
teaching experience. The professiocnal certificate vrequires a Masters
Degree or 35 graduate quarter hours in an approved counselor education
program, a valid Utah teaching certificate or am approved imternship
under the supervision of a professional counselor with three years of

successful schocl counseling experience. Thus, this new certification



requirement allows a counselor to become a Professional Certificated

Counselor without holding a teaching certificate or having teaching
experience,

Other states have worked around thése requirements by accepting
practice teaching, intern teaching, or substitute teaching as evi-
dence that this requirement has been satisfied.

It has now become important to understand what effect public
school teaching experience has on the school coumselor's effectiveness.
Arbuckle (1963, p. 165), who questions the value of teaching experience,
makes the following observations:

The most difficult problem for the student coun-
selor is to unlearn much of what he has learned.
.This is particularly so with the teacher since
much of what one has learned as a teacher will
render him ineffective as a counselor. It may
even be that the longer ome has taught, the

lese likely it is that he will be effective as
a counselor.

Arbuckle (1961, p. 57) alsoc has the following to say concerning
the deleterious effect teaching experience has upon counselor effect~-
iveness:

There are slso a number of required functions from
which the teacher can never completely divorce him-
self, and this more than any other reason, is why
teacher~counselors are, at least im the cobservation
of the author, primarily and overwhelmingly teach-
ers, not counselors. As teachers they manipulate
and direct and control, and as "counselors” they

do the same thing. As teachers they think in
téerms of the welfare of a group of children as
taking precedence over the welfare of the indivi-
dual. And as "counselors" they feel the same way.
As teachers they measure, evaluate, grade and sep-
arate the "bad's” from the "good's" and as "coun-
selors” they do the same thing. As teachers they




know and they feel that they are the authority
figure in control and they are thus the onse

who determine the curricular expericoce awd. prac-
tically everything else that happens to the child.
There is little or no self-determination, aud this
person as a "ecunaelor” shows the sawe level of ac~
ceptance of any concept of self~deterainatieca ox
freedom of choice.

Finally, Arbuckle (1963) feels the teachﬁr«caﬁnaglar critically
retaing the teacﬁer "mind-set" and, therefore, eugages more in the
process of teacﬁing than of counseling. He auggeaté ﬁh@ﬁ (1) teachers
ace somewhat domineering people who feel éomfaggabia ia manlpulating,
ﬁirectingAand controlling, and (2) that soms aﬁathﬁzwuaﬁnselors are
'&dacipliuafian-type people who ave somewhat overt, gzegaxioui, and
aiightly noisy and are not the type of people with‘wham-a‘chiiﬂ would
feel at ease. | w |

Huéson (1961, p. 26}, speaking from the &gyasiieipaint of vieQ;
sees tgaching experience as helpfﬁl_to the cnuaaelaf. He presents the
following viewpodnt:

The counsclor who has been a teacher kuows what it
is to be responsible for a homercom aud to keep a
reglater, to write lesson plans and grade papexrs by
the hundreds, to serve as 2 club sponsor; te handle
a crowded study hall, to keep an eye on "traffic"
in the halls between clagsesg--and ulsc to teach one
or more subjects for five, six or seven periods a:
day. Such a counselor will know the practical =
difficulety of applying in a large classvoom a prinr.
ciple everyome avcepts In theory. The principle
of imstruction bazsed upon the needs of each indi~

. vidusl class member, He will sppreciaste the diff-
erence between dealing, let us say, with a behavior
problem im the privacy of the counselor's office
as oppeosed to dealing with it in the clasaroom in
the presence of thirty or more fascinated student



spectators. He knows how fruetrating it can be as
a teacher to have a student called out of class un~
expectedly on the day of an especially important
lesson (and he can resolve to avoid making that
mistake when he becomes a teacher). He will learn
te deal with parents who demand too much of their
children or who do not dewand anything.

Wrenn (1962, p. 169, 172), who was commissioned by the American
Personnel and Guidance Association to report on the future of society,
of education, and the role and preparation of professional counselors,
wrote the following in his most significagt ré?brt:

The counselor needs to gain as much knowledge as
possible of the world of man through his under-
graduate program if he is to build wrll his grad-
uate program. He also needs certais kinds of per-
tinent experience to work effectively as a coun-
selor in the school setting. It has! buen taken

for granted that the counselor camn acaure this
experience only as a paid teacher. .;. - 9aperience
which contributes to a desirable maturity of out-
look and skill in interpersonal relations is ex-
sent:ial. What is questioned here is ﬁhether a

paid teaching job is the only way to zalin such ex-
perience. Knowledge of the school 4u3 the classroon
is equally essential but thils report proposes that
there may be other ways of gaining it than by serv-
ing as a falltime classroom teacher. :

Laughary (1964, p. 51), who was editor of the joint A.S.C.E.~-

A.8.C.A. publication, Counseling: A Crowing Profession, is in faver

of the counselor having an understanding of the teaching relationship
but has the following to say about teaching experience:

We are suggesting that innovations in imstruction
and school organization will result im changes in
teaching behavior significant enough to make this
part of our professional position relatively mean~
ingless. It will then become increasingly impor-
tant that counselors understand the process of
instruction and the various teaching modees avail-
able. Instead of understanding the teaching




relationship as defined above, we will need to
understand the ways in which instructional re~
sources, both man and machine, and the available
teaching prodedures can be organized for the par-
ticular requiremente of individual pupils.

Perhaps what is meant when stating that counselors should under—
stand the teaching velationship is that the counselor should have some
feeling for the teacher as they meet the challenges in solving the pro-
blems of classroom imstruction, and that their work with pupils should
reflect a sympathetic concern for the problems of the teacher.

The literature indicates that counselors have a professional obli-~
gation to be emphathetilec, understanding, friemdly, toleramt, accepting,
respectful and opemminded (Tyler; 1961; Brammer & Sholstrom, 1960;
Truax, 1964; Arbuckle, 1966; and Combs, 1963)..

Tyler (19€1, p. 247) in pointing out counselor traits which seem
to interfere with effective counseling indicates that the rigid, con-
trolling type of persom will also be ineffective. She states,

. o . one particular personality trait is general-
1y considered to be more of 2 handicap than any
other in counseling. It is the one we character—-
ize &s rigidity. . . . A person who has strong
convictions about many things and feels compelled
to win others over to his point of view often has
difficulty in comprehending what clients are try-
ing to express. . . . Another thing ridigity some~
times means to those who diecugs it in relation to
counceling is the inability to tolerate ambiguity
and uncertainty.

The American Persomnel & Guidance Association has imdicated that
open-mindedness 1s one of the five particularly important counselor

qualities. Open-nindedness referred to:



The flexibility of outlook toward others that

makes it possible to appreciate individuality, to

be receptive to new research findings, new ideas

and achievements, and to have respect for a wide

range of attitudes and bellefs. He nust have the

curiosity to investigate the unusual. (1961, p. 403)

Russo, Kelz and Hudson (1964, p. 77) conducted a study of coun~

selors who were rated by six independent, knowledgeable and trained

gudges. It included a follow-up of these counselors 18 months later
with Rokeach's Dogmatism Scale. They found tha]"opemmindedness is an
important counseloxr quality.”

The foregoing views are typical and representative of many counselor
educators who have discussed the problem of couunselor effectiveness in
relation to teaching experience. It should be mnoted, however, that the
views mentioned here and in the literature are only supported by obser-
vations and assumptions and not by reseaxch or éxperimentation, In fact,
the literature fails to show very little research to validate either
point of view.

The question in this writer's mind is, "To what extent do public
school counselors who have had teaching experience differ in counseling
effectiveness from those who have not had prior teaching experience?"
From the gbove question the present study developed. A statement of the

specific problem for this study follows.

Statement of the Problem

Many writers have expressed opposing views concerning the value
of teaching experience as a prerequisite for effective school counsel-

ing. Arbuckle (1961) indicates that teacher-counselors retain the



teaching "mind-set"; Wrenn (1962) and Laughary (1964) both feel that
an nnderstanding of the school’including teaching/is essential but
quention that teaching experience is the only way to get this under-
stzading; Hudson (1961), Holt (1961), Mathewson (1952) and others feel
t'at prior teaching experience is essential for school counselora in
(rder to understend the schools. This research will be discussed and
expanded in ChapterJp.

From the issues indicated above a number of significant and im-
portant questicns have been hypothesized concerning the influence of
pre-counseling axperience and especially the importance of pricr teach-
Ing experience. If the suggested differences between "teaching” and
"counseling" attitudes are valid, then one wonders to what extent this
difference exists. Therefore, the need to assess the effects of teach-
ing experience upon counselor "mind-sets" or attitudes is apparent and
it 18 with this in mind that the presemt study was undertakem. The
purpose of this study is to determime if couﬁselors with prior teach-
ing experience are more dogmatic, authoritariasn, and "school oriented"
than "client oriented" tham counselors without prior teaching expezi-
ence. Also, it will attempt to determine if principals and super-
visors prefer teacher-turned-counselors to non-teaching-counselors in

hendling various counseling avd guidance fumnctions.

Definition of Terms

Counselor: A person hired in a public school to perform guidance and

coungeling tasks as a school counselor.




Teacher-Counselor: A counselor who has taught one or more years as a

fulltime teacher.

Dogmiitism: An open-closed belief system which describes the perme-
ability or impermeability of an individual's belief system
to new information (Rokeach, 1960).

Authoritarianism: Refers to Adormo's "F" scale or the authoritarian

personality which describes the adherence to convention-
alism, and rigidity in thinking as opposed to the subjec-~
tive, imaginative or tender-minded (Adormo, et al., 1950).

Matcled pair of counselors: Two counselors working in the same school;

one counselor has had prior teaching experience and the
other counselor has not.

Trics: Refers to a "matched pair" of counselors and their school

principal.

Delimitaticns

Chis study will not attempt to determine counselor effectiveness
Ja tho public schools; nor will it attempt to determine if school
counsalors with prior teaching experience are more effective than
school. counselors without prior teaching experience. However, it is
intended to determine, more specifically, 4if counselors with and with-
out prior teaching experience differ in the following: their evalu-
ation of a taped counseling interview; teacher, client or counselor
identification; dogmatism; authoritarianiem; and preference in gui-

dance and counseling functions as determined by their school princi-

pal.



Hypotheses

In order to accomplish the purpose of this study, the following

hypotheses were tested:

1.

2.

Counselors with teaching experience will have significantly lower
scores then counselors without teaching experience in total-tape-
scores.

There will be a2 significant difference between counselors with
and without teaching experience in their perception of the teach-
er, client or counselor in the taped counseling interview.

There will be a significant differemce between counselors with
and without teaching experdience In dogmatism.

There will be a significant difference between counselors with
and without teaching experience im authoritarianism.

There will be a significant difference between counselors with
teaching experience as opposed to counselors without teaching ex~-

perience wvhen subjectively evaluated by their school principsl.
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CHAPTER II

REVIEW OF RELATED LITERAUTRE

Three major areas of research are related to this study. The
first deale with the requirement for counselor certificstion in the
United States; the second is concerned with the question of teacher
training and/or teaching experience as a prerequisit: for coumselcer
certification, and the third focuses on various theories of belilef
structure, specifically "authoritarianism" and "dognatism," and the

relationship of these attitudes or bellefs to counsclor effectiveness.

Requirements for Certification of School Couiselors

The increasing awareness of and demand for prof :ssionally com-
petent school counselors, particularly since World War II, has led
to widespread recruitment, selection and training of counselovs and
to the eventual establishment of state standards for certification.
Traditionally, the requirements for state certificaticn as a counnel-
or have been tisd quite closely to teacher certificatiom and teaching
experience,

Kremen (1951) reported in 1951 that only 23 state? had plans or
requirements f£or counselor certification. His survey indicated that
most counselors were from the ranks of teachers, with at least two
years of prior teaching experience. He also found that planmerc of

certification requirements considered a background in teaching as
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essential to effective counseling but that no experience in guidance
aﬁd counseling was considered essential.

Weitz (1958, p. 276) found in a 1958 suxvey of the 48 states
that only 12 percent of the state directors of guidance would hire
counselors who did not have previous teaching experience. He sum-

marized his findings with the following:

Although there may be some,shortage of trained per-
sonnel in about half of the states, this shortage
is not viewed in the same way by all persons ; . . .
Even where shortages were reported to exist there
would be comsiderable reluctance to employ persons
trained as guidance workers but not trained as
teachers. Fimally, it showed that relatively few
states were ready to undertake amn evaluation of
their counselor certification requirements by means
of experimentation.

By 1953 only 29 states, three teritories and the Disérict of Col~
unbia had instigated any standards for counselor certificatiom. At
this time all of these states required teacher certification, and
most of the states required teaching experience in their requirements
for counselor certification. The fact that some states did not require
teaching experience led to some of the first questions regardiang the
presumned essentilality of the teaching experience requirement, which
until this time had hardly been questioned (Olsen, 1961).

From 1957 to 1960 significant changes evolved in the counseling
profession, and Beck (1964, p. 36) indicated that:

| The period from 1958 to 1960 saw great commitments

being made, and a rapid expansion of the counselor
training programs. The National Defense Education
Act of 1958, and subsequent legislation provided

funds for the up~grading and expanding of counsel-
ing staffs in secondary and elementary schools.
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The chief goals of these movements were the con-
sexvation of taleat and the early idemtification
of interests and abilities as a means to strength-
ening our national defense.

Stoughton (1965, p. 1) suggested that the real "shot-in-the-arm"
for the counseling profession came about because of interqational
crisis, the sputnik era, and resulting ecomomic and sociological changes.

The National Defense Education Act of 1958 came about because of
the recognition that guidance and counseling were indeed essential
services in our educational system. Prior to this time people who
were engaged in guidance work had little or absolutely no profession-
al training. Generally, they were teachers who related well to stu-
dents or who were assigned the position on & part-time basis. Formal
preparation for counseling was méager and largely ineffectual. To
partially correct this situiation and provide counselors with special-
ized knowledge and skiils, in~service instruction in counseling, as
well as specizl N.D.E.A. training institutes were initiated. One
result of the Impetus glven to counseling and guidance by the N.DQE,Q.
legislation was an increased awareness of the need for, and the sub-
sequent upgrading of counselor education and certification standards.
Also, states not already armed with distinct certification requirements
for counselors began to develop and implement such requirements;

During the échool year 1968-69 this author comnducted a survey of
the 50 states to determine their present requirements for counselor
cextification. A letter was sent to the Director of Guidance in each
state requesting information regarding the following items: (1) a copy

of their state certification requirements, (2) whether or not their
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state hires public school counselors who have not had teacher training
and/or teaching experience, and (3) the names of any counselors who
may have been hired in their state without prior teaching experience.
0f the 50 states contacted, 47 states or 94 percent responded with the
information requested. For the three states which did not reply.

this author obtained the state certification requirements from Hough-
ton (1967).

Following is a summary of counselor certification requirements
for the 50 states, the Canal Zone, District of Columbia, Guam, Puerto
Rico, and Virgin Islands. For ease of interpreting the results, the
term “state" will be used alone, but it is interpreted to mean "states

and five outlying areas.”
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Table 1. Summaryzdf certification requirements for school counselors
in 55 "states'"-~1967%

Number of states having ccunselor 53
certification requirements

Number of states requiring teacher certification 51
for counselor certification eligibility

Number of states requiring teaching experience _ 45
{1-5 years) for counselor certification

Number of states awarding a lower or 32
provisional counselor certificate

Number of states requiring experience other

than teaching experience for permanent 15
counselors’ certificate '

Number of states which allows other experience : 9

as an alterpate to the teaching requirement

Number of states which have a time limit on the
validity of the provisional counselors certifi~ 20
cate (1-10 vyears)

Number of states which have time limit on the

validity of the permanent certificate (2-15 years) 14

Number of states awarding life time counseling 10
certificates '

Number of states requiring a definite number of -

graduate semester or quarter hours for permanent 3 quarter
counselor certification (quarter 15-30 hours) 28 semester

(semester 6-60 hours)

% For a more complete summary of coumselor certificate requirements note
Appendix .

In summary, we can see from the above table that nearly all states
now have standards for counselor certification. Alsoc, most states
still tequi;e teacher certification as a prereqﬁisite for counselor
certification. However, while this requirement is held by nearly all
the states for the permapent counseling certificate, only abou: half
of the states require the teaching background for the provisional
counseling certificate. A few states will accept other work experi-

ence in lieu of the teaching requirement for counselor certificationm.




Teaching Experience vs. No Teaching Experience
As a Prevequisite for Counseling

The second area of research related to the present study focuses
on the question of teacher training and/or teaching experience as a
prerequisite for counselor certification. This section of the re-
search review is divided into two parts: (a) Rationale for teaching
experience as a prevequisite for counseling amd (b) Rationmale for not
having teaching experience es a prerequisite for counseling.

Rationale for teaching experience
as a prerequisite for counseling

With the great and incruasing demands for qualified school coun-
selors over the past decade, rany educators in the field of counselor
training have found themselvel divided on the question of teaching
experience as a prerequisite ‘or effective schocl counseling.

Holt (1§61) indicated th:t schools have a right to expect evi-
dence from its counselors shoving a career commitment to education by
acquiring a valid teaching certificate and demonstrating successful
teaching. He basically sees c:gnselo:s”asﬂeducato;g gnd_feele thgy,
like teachers, should ghow éviuencé of their interest in edu;ation.

Mathewson (1952), who stiongly favors teaching experience, feels
that no trainee should be acrepted into counselor training who does
not already have te;ching egperience. He, like Holt, feels that
counselors are basically edicators and the services of counseling and

teaching should not be separated.,

15
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From 1950-1960 many writers have expressed their views concerning
counselor preparation. Dugan (1961) suggested that school experience
may be of significant value to the public school counselor. Other
writers, Arbuckle (1950), Johmston (1959), Lloyd (1954), Stromg (1935),
Bartstein (1952), Pierson (1954), and Tooker (1957), seem to agree
with Dugan, but at the same time express the feeling that greater
understanding of children in groups and individually will assist the
guidance worker.

The impact of the 1958 National Defense Education Act upon gui-
dance and counseling caused ﬁany persons to look at the requirements
for school counselors. Tyler (1960) indicated that prior te the
N.D.E.A. Institutes, "a large proportion of the persons mow engaged
in guidance work in high schools have little or no special training
for their counceling duties. They are simply teachers who have been
assigned to guidance work on a part~time basis.”

Because guidance and counseling were "thrust” upon many states
and school diztricts which had had very little experience in this
field, it apparently seemed only xight and logical to them to require
teacher certification and experlemnce. Therefore, many states in
their struggle to have control of certification requiiements have held
teaching experience as a necessary jprerequisite for counselor certi-~
ficaticn. This position was also ‘nfluenced by many of the early
writers in the guidance movement vho presumed that the school guidance
and couselor workers would come (rom the teaching area. Therefore,
thie position reflected the staniard of requiring the teaching certi-
ficate and teaching experience z¢ a prerequisite for counselor certi-

£ication.
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Tyler (1961) in her book, which has been.a "staandard"” for many
public school counselors, feels like most of these writers that the
teaching certificate would be a good intermediate goal for a persom
interested in public school coumseling and alsoc a realistic one since
nearly all states require it for counselor certification.

In an attewpt to answer some of the questions which have been
asked about the value of the teaching requirement for public school
counselors, many studies have been conducted employing institute per—
sonnel. Fredrickson & Pippert (1964) surveyed superintendemnts, prin-
cipals, and guidance directors In the State of Massachussets concern~
ing their preference in hiring counselorse with or without teaching ex-
perience., The returns showed that primcipals and superintendents re-
quired at least ome year of teaching experience. Of ths guidance
directors, 89.5 percent preferred at least one year or more of teach-
ing emperience.

Hutson (1961), in a similar vein of research, found that among
"superior” counselors, as nominated by city directors, supervisors
of guidance and professors in leading universities, 97 percent of
those contacted fell teaching experience had a positive effect upon
their counseling.

In his survey of counselor certification requivements, Lloyd
(1954) found that only 34 states and three territories had counselor
certification requirementg at that time, only three states felt their
counselors need not héve prior teaching experience: The results of the

very detalled 1958 study done by Weitz (1958) revealed results very




similar to those of Lloyd, Fredrickson and Pippert. He found that

only 12 percent of the state directors of guidance would hire coun-~
selors without prior teaching experience, and these with some reser-
vations. However, not one cf the 48 state directors Qould hire
counselors with no prior teaching experience, without}reservation.

Following is a summary of points given by respective authors
for hiring counselors with teaching experience.

1. Even those who advocate abolishing the teaching apprentice-
ship admit qgit since the counselor functions in a school setting he
should have knowledge of the school and classroom (Hutsom, 1961).

2. It is felt that the knowledge of psychology and sociology
alone does not give ccunselors a base for effective understanding of
-éé§ple; Thié_knowledge must ﬁé accoﬁpanied by training and the coun-
seling model (Weary, 1965).

3. We may have, im our rush to have counselors without teaching
experience, over-looked the fact that teachers may still be the most
effective agent for change (Weary, 1965).

4. Regardless of the skills and competence a counselor may pos-
sess he will be largely ineffective unless he is able to establish
good relationships with professional colleagues in the school. Ac—
ceptance by the teaching staff i1s one of the major reasons for ve-
quiring teaching experience. If he has not taught, 1t is argued,
how can the counselor suggest certain classroom methods for the teach-

er in meeting problems of a student? (Biggerstaff, 1965)




19

5. It is argued that the counselor is part of an educational
team and not just an outside speclalist. Since guidance im the
echools is justified on the basis that it contributes to the learning
procesé, counselors must share the goals of the educators (Biggerstaff,
1965) .

6. Since the counselor works most directly with students and
teachers, the counselor who has beem a successful teacher will have
greater understanding of the students and a greater appreciation of
the classroom teacher's point-of-view than the counselor who has not
taught (Hudson, 1961).

7. Teaching ewperience will help me decide whether or not to
become a counselor and will serve as the foundation upon which formal
counselor preparation is based (Hudson, 1961).

8. A counselo: without teaching experience is likely to be looked
upén with suspicion a8 a persom who doeg not know what teaching en-
zails. and who thus camnot appreciate the complexities of a teacher's
job (Hudson, 1961).

9. School admiiistrators and teachers prefer counmselors with
teaching experienca because common preparation and experience are felt
to greatly facilitate dialogue (Poulson, 1966).

10. Surveys show that over half of the school counselors were in
favor of teaching axperieﬁce for onme reason or another (Fitzgerald,
1965).

11. Bricyson (1962) found that superintendents tend to want the
coungelor why is mature, who has had experience in and understands the

school sitvation.
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Rationale for wuot having teaching experience
as a prerequinite for counseling

Counseling in the schools is a relatively new and inexperienced
profession when compared to the areas of teaching which have existed
since the early day of Plato and Aristotle. However, since counseling
came info the school via Pargong in the early part of the twentieth
centur/, it has carried with it the idea that "counselors come from
the reachers.” The prerequisite of the teaching certificate and
ex:rience was unquestioned prior to 1955 when Lifton (1955) ques-
t/oned whether teachers could make the kind of changes in style and
ipproach to students which he felt make good counselors. He suggested
that teachers would: (a) have to change roles in thinking and be-
havior to be a successful counselor, (b) change their evaluative
function associated with teaching (c) and drop their advice-giving
function. He questioned if anyone could adequately make these changes
as demanded in switching from the teaching role to a counseling role.

The American Personnel and Guidance Asscciation committee on
professional training, licensing, and certification published = state-
ment”early in 1958, which carried with it the following statement re-
garding the hiring of teachers as counselors: '(me suspects that
some te¢achers wish to enter counseling because they have not been suc-
cessful as teachers. Some workers have floated around from job to job
and wish to help others avoid the mistakes they made. It is question-
able whether such work experience is helpful to coumselors or to coun~

sele2s.”" (APGA, 1958, p. 163)
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Stewart (1957, p. 567), also raised some questions about teachers
becoming counselors. He found, after surveying 94 counselors and 167
teachers in the San Francisco area, that they made similar recommen-
dations for treatmen’: of various cases. He attributed this to the
fact of the limited concept of both teachers and counselors concerning
the role thaot the counselor should assume. He copncluded that "if they
[teachers who have become counselors/ bring to counseling positions
the cowv.eptions :hey obtained as teachers rather than those based on
curresrt thinking in the guidance field, how can progress grow?"

In the same vein as Stewart, Tooker (1957, p. 264) generally fa-
vored teachers becoming counselors, but did express concern over the
teacher with poor interpersonal skills becoming a counselor. ''The
individual who is a failure in the teaching role will be at a serious
disadvantage in school counseling, because he is likely to bring a
biased, distorted image of education to the assumption of a new role,
which must, by its very nature, be deeply embedded in the educetional
framework."

Erickson (1962, p. 46) of the Minnesota State Department of
Education indicated:

In our experience, for imstance, we have found
that superintendents tend to want the counselor
who is mature, who has experiemce in and under-
stands the school situation. Also, important is
the attitude of the students toward the counselor.
We need more evidence on students' perceptions of
counselors as affected by their pre-service prep-
“aration. Does he tend to see a former teacher as

an authority f£igure? Might he see a person without
school experience as a clinician?
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Arbuckle (1950, p. 9) in an apparent reevaluation of his earlier
feelings later appeared to strongly.question the value of teaching

experience as & prerequisite for counseling, Earlier he stated:

If counseling is to be carried om extensively
enough s0 that all school children who need
counseling may experience it, then it is futile
to talk about specialists in every school. When
school committees have difficulty in finding
enocugh money to hire teachers, they are obviocusly
going to have greater difficulty in attempting

to firance a group of professionally trainmed
counselors.

Hie newer wurk gave a different view of teachers and counselors,
stating:
« o o the most difficult problem for the student
counselor is to unlearn much of what he has
learned. This is particularly so with the teach~
er, since much of what one has learmed as a
teacher will render him ineffective as a counsel- -
or. It may evem be that the longer ome has taught,
the legs likely it is that he will be effective as
a counselor (1963, p. 165).

In presenting a position paper on the "teacher-counselor dichotomy,”
Johnson (1962) viewed teaching and counseling as separate functiouns im
the school. While he recognized that counselors generally come from
the teaching ranks, he questioned this as the only wbrk eiperience
which adequately prepares a person for counseling.

In 1961 McCully (1961) surveyed 35 states which had specified
standards for certification, and he concluded that many persons are
still preserving the belief that school counselors are basically teach-
ers and that the biggest difference between them is the way they spend
their time rather than the services they provide students. Speaking

of the inherent problems of teaching and counseling he said:



Most of the states make counselor certificatiom
contingent upon prior teacher certification. This
institutional folkway pyromids on counselor certi-
fication all the vagaries and problems of teach-
ers certification which currently is, and since
1906 has been, described by Parsons as chaotic,
Furthermore, it impinges on the amount of formal
professional counselor preparation which realis-
tically can be required of the school counselor
(1961, p. 8).

23

As the question concerning the value of teaching experience appears

to "ever-be-with-us," many writers including Arbuckle (1961) and Dugan
{1961) feel the duplicity of preparations are too mich to require of
school qbunselopb. Miller (1954) feels coumselorgs should spend more
time in the field of psychology. Wrenn (1962) sees the background of
the sciences, humanities or soclal seciences as adequate preparation

to build a graduate program in counseling. Hobbs (1958) sees the
counselor as part of the total school program ami suggests that coun-
selors be bright young people from a variety of backgrounds, and not
Jjust from the teaching raﬁks.

Farwell (1961, p. 41) not only questions the value of teaching
experience fét cqunselbts, but also feels the vantage point of the
counselor supplies a valuable and different view of the school which
is most important, He feels that:

They should not select chemistry teachers for coun-
selors, but chemistry teachers to imstruct in chenm-
istry. It has always been a wonderment why coun-
selors aren't hived in temms of their knowledge
about counseling and their commitment to counsel-
ing rather than those reasons which have persisted
during the last decade. . . . I will contimually

support the desirability of a minimal amount of
teaching experience as associated experience to




familiarize the school counselor with classroom
realities, problems and setting. . . . The persen
intensely committed to school counseling will
learn more about the total curriculum, the total
school situation, and a broader segment of the
pupil enrollment from his vantage point of coun-
selor than in the restricted enviromuent of ome
subject matter area, in one clagsroom for years
ad infipitum. . . . He ig a counsleor because of
his preparations for the role and selects this role
rather than being promoted to it as a reward for
good imstruction.

After reviewing the literature in this area Kloph (1963) felt the

counselor needs to be familiar with the echool setting but more from

a well supervised internship of ome oi two years.. The advantage for

this experience would be the counselor’s associations and imvolvement
in the on-going processes of guidance and counseling.

One of the most significant studies attempting to‘évaluate the
influence of teaching experience upon counselor effectiveness was
reported by Peterson & Brown (1968). Their findings of 49 matched
pairs of counselors with and without teaching experience were that: (1)
counselors without teaching experience are not looked upon with the
suspicion that has been suggested by Hudson (1961), (2) that adminis~
trators do in reality prefer counselors with teaching experiemce even
though this seems to lessen with time, (3) counselors with teaching
experlence felt more confident than von-teaching counselors im per-
forming routine school tasks and in providing vocaticnal infofmation,
and (4) counselors with teaching experience did not perceive thelr
ability to perform guidance tasks at any higher level tham do coun-

selors who have not taught.
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As one reviews the literature‘coﬁcerniﬁé'Eha queation of teaching
experience as a prerequisite for school counselors, the most signi-
ficant finding is the lack of méhﬁingfﬁlﬂreagatc&; However, "two pro-...
feasional assnciations, The Assoeiation for.Counselor?EdﬁEatlbn-énd
Supervision and The American School and CGuidance Associatiom, have i
been very active and interested in finding information related to this
question.

Ercly in 1962 Clavert W. Bowman, President of the American School
Counzelors Association, appointed a National Planning Committee to
strdy the counseloddrole and function. One of the major issues of the
study was concerned with counselor educatién and teaching expetienee.

Item four of the professional competencies section of the A.S.C.A.
Statement of Policy (1965, p. 51) reads: "The School Counselor needs
to understand the teaching relatiomship as experienced by teachers.”
The following statements in reaction to this item t&pify the emotional
tone prevelant at the time of the A.S.C.A. Policy Statement:

Teaching experience is more valuable in working
effectively with teachers than in counseling ef-
fectively with counselees.

It is my understanding that counselor educators
are trying to get away from actual teaching experi-
ence as a step toward certification. Although I
personally come from the ranks, of course, I'm not
sure such experience 1s so helpful per se. It
does theoretically align the counselor with the
classroom teacher ("I was ome too"), but is the
classroom tescher's view of the school situation
a particularly worthy and valid one? I think

not; teachers in general view the school from

THEIR classroom. I, therefore, would be in favor
or not requirinmg any actual teaching experience.
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I would enjoy teaching a class, but having domne it,
I have found that gomathing suffers--in my case it
was my class.

Too many people in our area of work are telling
teachers how to teach and handle young people in
teaching-learning situations when they had no such
experience.

There is nothing that replaces the actual triale ,
and tribulations of teaching. 3

\" y
In some cases the length of time imvoived for teach-
ing requirements may vary. Some people have had
other experiences which would make them sympathetic
to the role of teachers.

I can't believe that s counselor can put himself in
the teacher's shoes without having had teaching
experience himself.

I believe that research data being compiled sup~
ports the fact that a competent and successful
counselor need not necessarily be a classvoom teach-
er. As more advanced study becomes pnecessary iIn
order to be qualifled as a counselor, and more em-
phasis is placed on the psychologia«i aspects of
counseling, we must receognize twe @h»a@a. First,

a person professionally prepared but.: ila¢king "teach-
ing experience can serve as a counselor. Second,

if we are to obtailm a sufficient nugber of quali-
fied counselors, we camnot do this sulely through
teacher ranks as there is an acute teacher shortage
in this nation today. . :

I feel that a period of teaching time (twe year
ninimum) should be required for amy person to
 become fully certified as a public school coun-
selor. Ome does not gaim a full understanding of
the problems and situations that face a teacher
by mere observation. It has also been found that
teachers have = tendemcy to be more coocperative
and receptive to counselors who they feel have
gained an understanding of their situation through
actual teaching experience (Laughary, 1965 p. 50).

As can be seen from the above statements, there existed a lot more

"smoke" than "fire" in relaﬁidn to this question. However, the policy
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statement published in 1964 by A.S.C.A. and A.C.E.S. regarding the
counselor's training, role, and fumection did not attempt to answer,
definitely, the questioc of teaching background for counselors. The
statement did set forth the following recommendations: (1) it felt
that a master's degree was reasonable as a minimum program; (2) it
recognized that there was no single, best program for developing
competencies as a gchool counselor; and (3) it recommended training
in three broad areas, as follows:

1. A core of professional studies consisting of:

A. developmental and educational psychology,

B. counseling theory and procedure,

C. educational and psychological appraisal,

D. group theory and procedures, |

E. the psychology and sociology of wﬁrk and vocational
development,

F. the function and methodology of research, and

G. the legal and professional ethies of counseling and
education.

2. A gemeral background from course a:eaé such as humanities,
social, behavioral, natural, and biological.sciences according to the
particular needs and deVvelopmental status of each candidate in coun-
selor training.

3. Supervised laboratory experlence and a supervised practicum
or internship which provides for a working understanding and appre-
ciation of the school's cnrriculum.as well as its peychological and

sociological learning situations (A.P.G.A., 1966).
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.The above report also recommended that the copnselor preparafion
program be well plamned for each candidate; that it be individualized
as much as possible, yet cover the competencies counselors will need;
that the counselors' preparation be recognized as an on—-going process;
and that counselors be made aware that professional growth must con-
tinue beyond the completionm of formal traiﬁing.

In comparing A.S.C.A.'s statement with the earlier published
statement of the Natiomal Vocational Guidance Association and related
organizations interested in counseling, ome can see that the latter has
considerably more to say about the training and preparation of counse-
lors, whereas the former dealt mostly with the-iole and function of
the school counselor. In summarizing the N.V.G.A.'s statement in 1949,

Froehlich (1949) felt that the NVGA manual Counselor Preparation was

at best subjective and not based on good statistical research, but
that it did represent one of the great efforts to state what should
constitute the core of training for the school counselor.

In summary, the following statements seem to represent those
arguments against prior teaching experience for school counselors.

1. Teaching experience per se provides little certainty that
there will be effective counseling (Johneon, 1962)g

2. The key concept 1s not whether the peyson has taught childven
but whether hé'can relate well to students an& adoits and is competent
to deal with things in an educationsl setting (Johmson, 1962).

3. There is no imperical evidemce to imdicate that being 2 teach-

er makes one a more effective counselor (Arbuckle, 1967).
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4, It has been observed by this writer in working with counselor
tr@ineen, that those who come from the teaching profession find it
particularly difficult to overcome their authoritarian approach to stu-
dents (Olsen, 1963).

5., Some educators believe that previous experience as 2 school
paychologist is ‘equivalent if not superior to teaching. Their feeling
ie that the psychologist may be free to some of the biases often char-
acteristic of a teacher and that his training gives him sufficient un-
derstanding of classroom situations through obervation of teachers at

work (Crow, 1965).

6. The time has come to recognize that a maaeef teacher is cne
type of specialist on the educational team, and a master counselor is
anothex., Each has his own particular profésaional, technical and per=-
sonal requirements, and experiences as one is not absolutely necessary
in order to become the other (Johnson, 1967).

7. The coumselor needs to gain as much kﬁo#ladge as possible of

. the world of man -and nature thfough his undergiraduate program if he
is to build well his graduate program. He alas neads certain kinds of
pertinent experience ;o work effectively as a counselor im the school
setting. IWhat is questioned here is whether a paid teaching job is
the only‘way to géin such experience. Knowledge of the school and the
classroom is equally essential but this report propﬁsea that there may
be other ﬁays of gaining it than by serving as a fulltime clasazroom
teacher (Wremn, 1962). |



8. The most difficult problem for the student counselor is to

unlearn much of what he has learned. This is particularly so with the
teacher since much of what one has learned as a teacher will render

him ineffective ag a counmselor. It may be that the longer one has
taught, the less likely it is that he will be effect;ive as a counselor -
(Arbuckle, 1963). '

9. There is enocugh evidence te suggest that schools and instruc-
tion as we have known them will change to such an extent that the
teaching relationship will become a meaningless and thus useless con-
cept. . . . We are suggesting that innovations in instruction and
school organizatiom will result in changes in teaching behavior sig-
nificantly enmough to ma%e this part of our professional position rela-
tively meaningless. Iustead of understanding the teaching relation- |
ship, we will need to understand the many ways in which imstructional
resources, both man aand machine, and the aveilable teaching procedurés
can be organized for the particular requirements of individual studeunts
{Loughery, 1965). _

One £inal cbs:rvation which séems to be most evident through all
that has been safd about this very import:aht issue 1s the need for
real meaningfﬁi research. As Brown & Peterson (1968, p. 20) have
pointed out:

The school counseling profession finds itself in
the awkward position of having a requivement which
it campot defend or attack on any but emotional

grounds., The resolutions of the dilemma should be
a major goal of the profession.
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The thivd area of research xelated to the present studylis;con-
cerned witl: the relationship of'"jhthoritarianism" and "dogmatiem" to

counselirg. The remainder of the present literature review pertains

to this topic.

The Authoritarian Personality

“Dogmatism" as presently defined by Rokesch (1960) had ite early'
teglonings in the studies and writings related to belief systems, with
Fromm (1§41) and Maslow (1943) being among the eariiest contributors.
However, the concept of dogmatism.ebolved mainiy from early theory and
reseaxch on the authoritarian personality ms presented by Adormo, Fren-
kel-Brunswik, Levison, and Sanford (1950).

Because of World War II and anti-Semitic feecliugs, the American
Jewich committee in 1944 invited a group of Amevican scholare with
varying backgrounds and disciplines to a coofexence on soclal and re-
ligious prejudice. The outcome of this conference led to a five-year
period of exploration between persomality, political ideology and secial
discrimination (Adorno, et al., 1950).

In studying persomnality, Adormo, et al? {1950) developed the Au-
thoritarian Personality Scale, sometimes called the F Scale, in ovder
to provide an index of receptiveness to antidemocratic propaganda.
These researchers identified a mumber of personslity variables, which,
when viewed together formed whét they called the "Authoriteriar Per-
sonality.” The personality varisbles whick they used to develop the

authoritarian scale aré defined below:
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Conventionalism, Rigid adherence to conventional, middie-~
class values.

Authoritarisp submission. Submissive, unciitical sttitude
toward idealized moral authorities of the ingroup.

Authoritarian agpression. Tendency to be on the lookout for,
and to condemn, reject and punish people who violate conven-
tional values.

Anti-introception. Oppoelition to the subjective, the imag-
inative, the tender-minded.

Superstition and stereotype. The belief in wystical deter-
minants of the individuals fate; the disposition to think in
rigid categories,

Power and "toughmess."” Preoccupation with the dominance «
submissive, strong-weak, leader-follower dimension; identifi-
cation with powexr figures; overemphasis upon the couvention-
alized attributes of the ego; exaggerated assertion of strength
and toughness,

Destructiveness and cynicism. Generalized hostility, vilifi-
cation of the human.

Projectivity. The disposition to believe that wild and deng-
erous things go on in the world; the projection outwards of
unconscious emotional impulses.

i. Sex. Exaggerated contern with sexual "gbings-on." (Adorno,
1950, p. 228)

Chtistie-and Cook (1958) reported & comprehensive summary of re-
search on the F Scale. They divided their summavization into the fol-
lowihg categories: social sophistication, political attitudes, author-
itarian ideology and child rearing, interpersonal behavior, prejudice
and psychopathology. The main points of the Christie and Cook summary
(1958, p. 176-185) are as follows:

1. There is a high positive relationship between scores on the

F Scale and social sophistication, with social sophistication being
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variously defined as liberality of social outlock, cccupation, level
of education and socioeconomic level (Christie and Cook, 1958, p. 176~
7). '

2. The F Scale 1s a measure of politically-right authoritarian-
ism, e.g., adherents of the Communist Party make low scores, while
Fascists make high scores (Christie and Cook, 1958, p. 177-179).

3. There is general support for the hypothesized relatiomship be-
tween strict practices in child rearing and subsequent authoritarian
and intolerant beliefs {Christie and Cook, 1958, ». 179-180).

4. People with low scores on the F Scale have greater percep~
tiveness of others tham do people who have high scores. Also, high
scorers are, intevestingly, unfitted for the exevcise of authority
and are ineffective in solving conflict sicuqtiOns {Christie and Cook,
1958, p. 180-183). VA

5. It may be posqible to have any degree of mental 11lness with-
out showing authoriterian attitudes, but it may wot be possible to man-
ifest an extreme degree of suthoriterianism without Béing psychologl~
cally maladjusted (Christie and Cook, 1958, p. 183-185).

In summary, the research on the authoritarilan personality appears
to describe an individual who in many respects is sccially inadequate,
yet ambitious for appioval from those persons he sees as above him in
the authorité:ian hierarchy. In his relationships with different
people in his authoritarian hierarchy, he is critical of thoaé persons
he perceives as being below himself, while submissive to those above.

He appears to strongly admire and approve qualities of leadership im
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others, yet apparently possesses few leadership qualities himseif. He
strongly verbalizes a comsistent and certainly unique set of values,
yvet does ﬁot have these deeply internalized as he can give these
values up if authority figgtes so dictate. Finally, he is fairly in-
sensitive and lacks preceptiveness of others, vhich results in his
being highly unfitted for the exercise of authority and relatively in-

effective in solving cqnflict situations.

Dogmatism: The Open and Closed Mind

In his formulation of the "open and closed belief system," Rokeach

(1960) was greatly influenced by such writings as The Authoritarian Per-

sonality by Adormo, et al. (1950), Orwell's 1984 (1951), Crossman's

The Cod That Failed (1949), Blasshard's Communism, Democracy and Cath~

olic Power (1951) and Eric Hoffer's The True Believer (1951).

From the above points of departure, and in view of the validated
shortcomings of the F Scale (Barker, 1958 and Christie & Cook 1958),
Rokeach began formulating his theory on “dogmatism," which later led
to his studies and eventual publication of hisviésearch outcomes reé-
garding open}and closed belief systeums.

Rokeach (1960) assessed the basic assumption that, despite diff-
erences in ideological content, certain uniformities aould'exist in
dogmatiéally‘structured minds. He suggested that "dogmatism™ 1s rvecog-
nized as a bipolar construct whetein individuals could be dogmatically
fight or left, Catholic or non-Catholic, congervative of liberal.

"Dogmatism,” according to Rokeach, is not necessarily restricted to
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religious or political spheres, but can also be observed in the human-
ities and social sciences as well as in philoscphy and psychology.
For example in the field of counseling psychology it should be possible
to observe dogmatic counselors among those who arve Rogerian in phil-
osophy as well as among non-Rogerians. Rckeach therefore comsidered
"dogmatisn™ as not being restricted to any particular point of view
or belief (1960). He differentiated between “formal" and "substantive"
content of their beliefs, yet be quite similar in formal content. In
other words, two persoms might both believe in absolute authority such
as a true Bible or true cause, while differing. in specific substan~
tive content, such as a belief in Buddha versus Christ, or the Bible
versus the Reran. |
According to Rokeach (1960), three sets of varisbles are subsumed
under the construct of "dogmatism." These are: openness-closedness
of cognitive systems, gemeral authoritarianism, and general imtolexr-
ance. In addition, he comsidered the following three dimensions to
best deseribe the structural properties of a belief-disbelief system:
(1) orgenization along a belief-disbelief continuum, (2) organization
along a cent:al-peripheral dimension, and (3) organization along a
time-perspective dimension.
With regard to the first of the above dimensions, i.e., belief-
disbelief, Rokeach assumes a system to be closed to the extenmt that:
' there 1s a high magnitude of rejection of all dis-

belief subsystems, a relation of bellefs, a2 high

discrepancy in degree of differentiation between

belief and disbelief systems and better differ-

entiation within the disbelief system. (Rokeach,
1960, p. 61)




On the other hand,

the more open the system, the more should the per-
son address himself to objective structural require-
ments~~that 18, logical relationships~—and the more
should he resist irrelevént motivational and rein-
forcement pressures (Rokeach, 1960, p. 61).

The second dimension of the belief~disbelief contimuum, i.e. central-
peripheral, assumes,

that the more closed the system, the more will the
world be geen as threatening, the greater will be
the belief in absolute authority, the more will
other persons be evaluated according to the author-
ities they line up with, and the more will peri-
pheral beliefe be related to each other by virtue
of their common origin in authority, rather than

by virtue of intrinsic comnections. {(Rokeach, 1960,
p. 62)

Conversely,

the more open the belief system, the less should
beliefs held in commom be a critexrion for evalu-
ating others, and the more should others be posi~
tively valued, regardless of their beliefe. 1In
other words, the alternative to accepting and re-
jecting others on grounds of belief congruence is
to accept others without evaluating them at all.
Some extreme examples that come to mind are a
mother ‘s love of her ¢hild, a man's love of a woman,
etc, This is also the ideal inherent in religions
that preach the brotherhood of manm (Judge mnot, lest
ye be judged), and in psychotherapy.  (Rokeach,
1960, p. 63)

Rokeach's third dimension of belief-disbelief syatems, 1.e. time-
perspective assumes that relevant informations must be evaluated on
itg "here and now" orientation. "Thus, in closed systems, the main
cogﬁitive basis is missing from the distinction between the immediate
and remote future."” (Rokeach, 1960, p. 64) For this reason, & narrow,
future-oriented time perspective, rather than a more balanced concep-

tion of the past, present and immediate future is characteristic of
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the closed system. On the other hand, in open systems the immediate
future should be geen in confirming predictions about the present,
rather than having things of the present "confirm" the remote future
in closed systems.

In line with the above dimensions, Rokeach, (1960, p. 64~67) pre~
sents three models of man from three different schools of psychology
and compares them on the distinction between aopen and closed belief
systems. First, the Gestalt theory sees man as a rational being with .
meaningful, structural, configurational elements in the here and now
situations. Action on the basis of irrational motives or arbitrary ex-
ternal reinforcement is de-emphasized. Thus, the Gestalt theory would
be most appropriste if man were combletely open.in his belief gystem.
On the other hand, Behaviorism and Psychoanalysiz are theoretical posi-
tions that have ag their model a men closed in his belief system, eval-
vating and acting only rarely in accord with pressures irrelevant to
the requirements of the situation. Behaviorism emphasizes external
reinforcement, or rewards amd puniébment, as determinents of behavior;

.and from this point of view, man is seen as being completely closed in
his belief system. As one becomes more and movre open in his be}ief
system the classical primciples of learning will apply less and less.
Psycﬁoanalysis algo has as its model of man a person with a closed sys—
tem, but this approach hag greater emphasis on irrelevant internsl
motivation rather than on exteraai reinforcements, or from his pri-
mary rather than secondary processes.

Rokeach used the above three dimensions to serve as a guilde and

basis for the development of the statements used in the Dogmatinm
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Scale, ' Comstruction of the scale will be discussed in détail in Chap-
ter III. |

Because of the theoretical dimensions covered by the Dogmatism
Scale, .and also because of scoring, the aCQle.has been used to investi-
gate its velationship with many other behavioral 1ﬁdices. The investi-
gation of "dogmatisn" in the present study is concerned with counseling
and counselor effectiveness. The following review of the literature
deals primarily with the relatiomship of "dogmatism"” to counselor ef-
fectiveness.

There appears to be almost unanimous agreement on the part of
" most counseling theorists that the personality of the counselor is ome
of the most érucial variables in determining the effectiveness of his
counseling behavior.

The perscnality traite of counselors which are felt to be impor-
tant tovtheir effectiveness are emotional stability, good judgement,
common sense, sensitivity to others, quiet, independent thinking, con-
ventional adjustment, flexibility, tolerance, congruency, empathy, and
friendliness (Rogers, 1965; Weitz, 1957; Tyler, 1961; Hill, 1961;
Cottle, 1953; and Luborsky, 1952).

Weitz supports the view that the way a counselor communicates his
personality traits to his clients determines his effectiveness. He
suggests the following as the most important persgonality traits: (a)
security, or a semse of self acceptance; (b) sensitivity, or acceptance
of others on their own terms; and (c) objectivity, or the ability to
distinguish between objective and symbolic behavior (Weitz, 1957, p.
277).
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According to the Association for Counselor Educatiom and Super-
vision, "open-mindedness” 1s one of the five most important qualities
of effective counselors. The Association defines thie quality as "the
flexibility of outlook toward others that mskes it possible to appre-
ciate individuality, to be receptive to new research findings, new
ideag, and achievements, and to have respect for a wide range of at-
titudes and beliefs. /[ %he counselor/ must have the curiosity to in-
vest::!.ga.t:cj the unusual. He will offer understanding psychological sup-
port to students who are not conforming or who are striving in direc~-
tions that are not likely to be understood by conforming persons.”
(A.P.G.A., 1961, p. 403)

Rokeach (1960) uses "openness" as a term to refer to the exten—
siveness of communication between various parts of a system. He
suggests that openness is a significant dimensicn of human persomality.
To extend Rokeach's terminology, the "open person” is one in whom
there is a relatively high degree of self-communication. The "eclosed-
| person” is one in whom there is a greater amount of isolation among
the various levels and varieties of experience. Thus, to place z per-
son on a continWum of psychological openneaé or closedness is to de-
termine, by the degree of self awareness he has, the awaremess of his
own feelings, yearnings, impulses, and imaginings.

There appear to be two prerequisites for "'openness" or "low dog~
metiem" that are important for counselor effectiveness. FPFirst, it
appears that opemness is essential as a precond:l.tioner, in order for

one person to understand the thoughts and feelings of ’gther persong.



» ' 40

Also, 1n§1uded in the same vein, is the suggestion that the trait of
"openness,” or “low dogmatism” contributes positively 8o the counselor's
understanding of the client by emabling him to better understand his
own feelings, the latter being an important socurce of inter-personal
information. The second comsideration is that openness, or low dog-
matism on the part of the coﬁ@selor is an eaaeﬁtial factor in'gstab-'
ilishing an interpersonal atmo;phere conducive to client explor#tion.

Rogers (1957, p. 96) asserts that opemmness of the counmselor to
his own feelings (congruence) is one of the "necessary and sufficient
conditions for therapeutic personality change." Jourard (1964), in a
similar view posits a "dyadic effect" in counscling which indicates
that counselors are also able to take the same_risk.

Sprenthall, Whitley and‘Hdsber‘(1966), concerned with the rapid .
increase of guidance services, suggest that the counseling profession
should take a more theoretical research approﬁch'in investigating coun~
selor behaviors. While they view the counselor és an obviocusly impor-
tant dimension of the counseéling process, they feel that the study of
counselor traits is problematic an& that the evidence is equivocal.
ﬁore important to these particular authors are counselor behavioré such
as "cognitive flexibility,” or the ability to remain cognitiQely'flex*
ible and to follow the dictates of the client, rather than the precon—
ceived conceptions of the coumselor. By remaining flexible, the coun~
selor allows the client to develop and achleve more 1ndépehdent, res=
ponsible action, and in so doing to more adequately atta8in the gdals

of counseling.
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Cottle (1953) in his review of lieterature found that the study
of persomal characteristics of counselors is rather meaningless and
often leads to long lists of words. Cox (1945) in a similar attempt
came up with a list of 24 traits ranging from fairness and sincerity
to health and & sense of mission. Rogers (1965), in a shift from coun~
selor characteristics to relevant counselor behaviors which he regards
as critical criteria in evaluating counselor effectiveness, came up
with: (a) comgruemce, (b) empathy and (¢} unconditional positive re-
gard. This emphasis allows the investigator to evaluate counselor be-
havior in thé actual counselor interaction rather than referring to the
counselor's perscnal characteristics which are sporadic and unrelated.

Counselors have a professional obligation to be empathetic, under—-
standing, friendly, tolerant, accepting, and respectful toward their
counselees.

In his‘étudy of the relationship of "dogmatisn™ and prejudice to
counselor effectiveness, Milliken (1965) divided‘a group of NDEA |
trainees by their scores on the Bogardus Ethic Distance Scale and the
Rokeach Dogmatism Scale. With the use of a cosched Hegro client and
- a pupervigor rating he found no statistical support for the notiom
that “good" counselors were more prejudice or dogmatic ﬁhan “pubx"
counselors.

Stefflexr, King, and Lééfgram (1962) found that peer counselors
were quite consistent in selecting "effective” counselors in terms of

criteria such as academic performance, interest and values, persomality,
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and self concept. Counselors chosen most "effecti;e" by their peers
were also higher in academic performanqe, had more appropriate strong
scoreg (higher in group V) and were less dogmatic as determined by
Rokeach's dogmatism scale.

In a significant study of the influence of "dogmatism™ on the
training of counselors, Kemp (1962) divided 50 graduate students into
two groups with each group recedving a pre- and post~testing of the
Rokeach Dogmatism Scale and the Parten's Test of Counselor Attitudes.
The experimental group received counseling whila the control group
did not. The results indicated that: (1) without specific training
neither those with open or closed belief systews changed 5ignificantly,
(2) the more "closed-minded" a counmselor traimee is, the greater is
the possiblity that he will stimulate change in accordance with the
expectancies of the situation--this change beiég a phenotypical or
“party line" change, and (3) the more "opem-minded” a counseior trainee
is, the more permissive he is. Keup alsc found that counselor changg
was of a lesser degree in permissive félatioﬁships, tﬁis changé being
genotypical, i.e., resulting in integration of new coucepts. This
suggests that ewphasis should be placed on assisting the counselor-
in-training to understand his own personality dymnamics simce his coun=-
seling, if genuine, wili be in agtéement with his inner attitudes.
Apparently, counselors who are low in "dogmatism" have sufficient
access to their own ideas and feelings so that they are able to devef-

iop a personally-meaningful counseling style, while those high in
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"dogmatism" can only assume a protective evaluation of what s pex-
ceived to be the "right" approach.

Kelz published his Counselor Performance Rating Scale after he
found a significant correlationm of .50 between this scale and the |
ratings by experienced judges of 30 N.D.E.,A. counselor trainees.
Eighteen months following Kelz's publication these 30 counselor train-
ees were sent Rokeach's Dogmatism Scale Form E. Twenty-nine of the 30
returned the scale. The results indicated a high poesitive correlation
between 20 items on the dogmatism secale and thg ratinge of independent
judges in evaluating counselor effectivenecas.  These findings support
the author's hypothesis that openrmindedneasiﬁé;&n important couuselor
quality (Russo, Kelz, and Hudsom, 1964).

In a furtheﬁ attempt to understand the ré&atioﬁship between the
effectiveness of couselor trainees and their gsyghological openness,
T, W. Allen (1967) compared trainees' scores 5& the Roischach Index of
Regressive Style, and the Group Supervision Répbrt Scale with their
respective grade point average and their scorég on the Graduate Record
Examination and the Miller's Analogles Test. He found that effective-
‘ness in counseling is related to the couanselor’s opeuness to his own
feelings concerning the counseling process. Also, he suggested that
gince counselor effectiveness 1s not directly relaéed to academic a-
bility, coumnselor education programs might well admit students who
might otherwise be rejected Because of academic records, but whose
measure of psychological opemness is in the direction of effective

counselors.
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In summary, Rokeach (1960) suggests that persons low in "dogma-
tism" are more open to receive stimulus information without distortion
and that they evaluate and act on this information in terms of its own
intrinsic merits, unencumbered by irrelevant factors. Conversely,
Rokeach says that the closed-minded, or highly-dogmatic individual re-
ceiving stimulus information will be exposed to rewards and punish-
ments meted out by authority figures and reference groups and that he
will, therefore, distort his perceptions and adversely influence his
evaluations and actions in response to the informetion.

In conclusion, opemness, congruence, self-understanding and uncon-
ditional positive regard appear to be important counselor qualities;
and many studies report a significant relationship between the coun-
selor's opemness and his effectiveness in counseling relationships.

This study wae undertaken to find out if teaching experience has
any significant influence upon school couvuselor effectiveness. There-
fore, Chapter III will outline the procedures used in this study;
Chapter IV will present the results; and Chapter V will summarize the

findings #nd present the conclusions of this study.
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CHAPTER IIX

PROCEDURES

As discussed in-@reﬁious chapters, the purpose of this study was
to compare counselore with teaching experience to counselors without
teaching experiemce on the following scales: (a) a paper and pencil
measure of a taped counseling interview in a high school aetfing, (L)
an adjective checklist in which the counselor's perception was indi-
cated by checking positive and negative adjectives which he felt dess

geribed the teacher, the client and the counselor in the taped counsel-
ing interview, (c) "dogmatism" as defined and measured by Rokeach
(1960), (d) "authoritarianism” as defined and measured by Adormo, et
al., (1950) and (e) each matched pair of counselors was subjectively

evaluated by their school principal.

Subjects

As has been stated, this study was undertaken to compare counselots
with and without teaching experience. Because there are go few coun~
selors without pricr teaching experience in the public schools, & very
thorough search was undertaken to locate as many as possible. A1l
state directors of pupll persomnel services, m#ny directors of coun-
eelof education in various universities, and many directors of large
school districte were contacted and requested to give the names of all

counselors without teaching experience kmown to them.
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Once counselors without prior teaching experience were located,
it became necessaxy to include im this study only those counselors who
could be "matched" with & counselor from the same faculty with prior
teaching experience. This was done by obtaining the names of coun-
selors with teaching experiemnce and randomly selecting ome to be
matched with the non-teaching counselor. If there was only one coun-
selor, this person was ugsed.

The basic data unit for this study consisted of a pair of "paired"
counselors and their school principal, formulating & unit of three.
These units of three are referred to as trios in the remainder of this
study. A total of 36 txios were located and contacted to participate
in this study; of the 36 trios contacted, 26 returned their forme.
After close evaluation of the returned forms, 12 trics had to be elim-
inated because they did not fit the criteria originally established
for this study. A total of 14 trios were used in this study repre~
senting 58 percent of the usable trios comtacted. Of the original 72
counselors contacted, 60 returned the forms. This represents a return
of 83 percent. Thirty~two of the 36 principals, representing 89 percent,
returned their forms.

The data was evaluated by using the 14 complete trios and by com-
paring counselors with and without teaching experience on the criteria

mentioned previously.



Assessment Instruments

Tape
The tape used in this study was a 17 minute actual counseling in-

terview of a high school counselor and a client im a school setting.
‘The author's committee chairman furnished the tape and gave permission
to use it in this study. A tape analysis form was created from this

tape.

Tepe analysis form

The tape analysis form, known as the "TAF," was comstructed in
four stages. Stage 1 was a review of the literature in search of sub-
ject matter which could serve as & population of material from which
selection of the items could be drawn. The main ideas for the items
constructed came from Combs and Soper (1963), Fielder (1950) and
Rogers (1965). Stage 2 was a construction of the items to be used in
the expevimental TAF taken from the broad subject matter. A total of
28 items was comnstructed, with each item to be rated on a scale from
1 to 12. A low score represented agreement that the counselor was
doing a good job. A high score represented the converse--that the
counselor was not doing a good job.

Stage 3 was the administration of the tape-—along with a typed
protocol of the tape--to a population of professional teachers at Logan

Junior High School in Logan, Utah, Skyview High School in Smithfield,

Utah, and to a group of professicnal coumselors at Utah State University.
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The items selected for the final instrument were those which discrim-
inated between professional counselors and professional teachers by at
least le5 vean point difference for each item on their TAF score. The
1.5 mean point represents an arbitrary difference between professional
teachery and professional counselors. The result was a total of 20
items vhich comprised the £inal tape analysis form.

Zach counselor comtacted to participate in this study received a
let.er requesting his participation in the study and a packet of mat-
e7ials which included the following: (a) a copy of the taped counsel-
ing interview, plus a copy of the typed protocol of the taped inter-
view, (b) an adjective checklist, (c) a biographical data sheet, (d)
Rokeach's (1960) "dogmatism" scale, form E, (e) Adorno'’s et al. (1950)
"F" or "authoritarianism” scale, (f£f) an honorarium sheet and (g) a
return addressed, stamped, envelope. A copy of these materials can be
found in Appendix Q.

Listed below is a more detailed description of the above ltcms.
A description of the subjective rating form sent to each principal is

also ocutlined below.

Adiective checkllist

After listening to the taped interview, each counselor was asked
to check those adjectives which he felt had positive and negétivm va~-
lences. This list of thirty words was. given to a group of doctoral
candidates at Utah State University, Logan, Utah. They selected twen-~

ty adjectives, the ten most positive and the ten most negative in
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connotation. The resultant twenty adjegiives congtituted the check-
1ist., They were randouly arranged and listed under the teacher, the
climmt, and the counselor. After listening to the tape, the partici-
pacing counselors in the study were asked to check adjectives which
ciey felt most typically described their feeliﬁgs’about the teacher,
«lient or counselor as dépicted in the tape.

The adjective checklist was scored by giving 10 points to each
perenn being evaluated on the tape, i.e., the teacher, the client and
the counselor. To this score of 10 was added the number of positive
checks minus the negatives. This was done in order to arrive at a use-
iul means of comparing the perception and identification of the partigm
¢ipating counselors with the three persons imvolved in the recorded

taped interview.

Biographical data

A biographical information sheet was constructed td obtain certain

biographical data on the subjects. (See Appendix P.)

Dogmatism Scale, Foim E. i

Rokeach developed the Dogmatism Scale to measure individual dif-
ferences relating to "openness” or "closedness” of belief systems.
Rokeach was greatly influenced by Adormo, et al., (1950) who developed
the F Scale, but feit they had oanly tapped one side of society. Ro-
keach idemtified chavacteristics of open and closed belief systems and
constructed items to tap these characteristics. Listed below arc the

characteristics which he felt indicated a closed belief system.




.1. The coexistence of contradiction within the belief systen.

2. Little differentiation between the subsystems of belief and
disbelief.
3. Beliefs that:
A. The world is a hostile place.
B. The future is uncertain anl threatening. "
C. The feelinéﬂ%ge self is fundamentally 1ﬁadequate and to
ovarcome these feelings ¢ne must become identified with
a self-righteous cause.
4, Concern with power awl statvs.
5. Compulsive self-proselylization about the justnees of caus;s,
6.‘ Seeing authoritx 33 absolute and rejehting thoée who disagree
| with one's belic;.s° ' "
7. Expression of a time persjective where the present is dmpor-
tant and the past or future ig fejecteﬂ for it. (Rokeach,
1960, pp. 73-80). |
Items comstructid for Rokeach's Dogmatisn $ca1@,-Form E, were
mogtly designed by Iokeach eicept for those which he used from the
MMPY, Hathaway and IcKinley <(1943), from Hoffer (1951), and from
Berger (1932).
The Dogmatism scale i3 scored the same as the F Scale. Strong
agreement with esch stateient is taken as an iIndicator of a closed
. belief system, vhile struag disagreement indicates openness in the be~

ligf system. Thus a high score represents a closed belief system.
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The reliability of the Dogmatism Scale was substantially supported
by Rokeach (1960) who found reliabilities from .70 to .90 with a pop-
ulation of young adulte. Lhupe and Wolfer (1966) reported reliabilities
from .69 to .86. These findings indicate that subjects do respond quite
consistently to the Dogmatism Scale.

Studies with Dogmatism have falled to firmly establish its com—
plete validity. Rokeach and Fruchner (1965) in a factorial study of
20i{college students found the Dogmatism Scale was heavily loaded with
the authorifarian factor, but was independent of the right-left dimen-
sion. Also, Rokeach, McGovney and Denny (1955} found thrnnghv£5ctor
analysis that dogmatism was not the same as rigidity as measured by
the CGough-Sanford Rigildity Scale. Barker (1961) who studied a left-
wing political group and a right-wing pqlitical group found gemeral
authoritarianism independent of the right or left position.

Other studies lending support te the‘validity of dogmatiem as an
instrument to measure onme's openness'to new information were comnducted
in the early 1960's. Remp (1960-1963) found students with high dogma-
tism scores less successful in eritical thinking than studente with
low scores. Fedelman (1962) and Rickard (1962}, likewise, found high

dogmatics low dn accuracy of percelving and understanding others.

Authoritarisnism Scale

This scale was developed to measure the “authoritarian personal-
ity" as described by Adormo, et al., {1950). It was constructed inA
strictly emperical fashion, but theoretical material was drawn from the

earlier research on the Anti-Semitic Scale, (A-8); Ethnocentrism Scale
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(B); the Political-economic Conservatism Scale, (PEC), iInterviews,
short essay questions on veliglon, war, and ideal soclety; and Muvr-
ray's Thematic Apperception Test.

Therauthors wished to develop a scale that measured prejudice
without being c»rvious as to what it was doing. This was accomplished
by constructing a hypothesis concerning the way in which some deep-—
lying trend in :he personality might express itself in some opinion
or attitude that was dynamically, though not logically, related to
prejudice against outgroups. Omnce this trait was identified, a pre-
liminary item was comstructed.

The design of the ¥ Scale items for the final form had to meet
several criteria. First, each item should have a2 maximumm of indirect-
ness so that it would not come close to the surface of over prejmdicée
Second, the item needed to achieve a proper balance between lrraetiom~
ality and objective truth. It could not be =0 "wild" that no one would
agree with it nor so "true" that everyone would agree with it. Third,
each item had to contribute to the structural unity of the wholé scale,
In their constructién of the I Scale, the authors felt they had:davelu
oped an instrumeat which measured the potentially anti-democratic per-
sonality. Listed below are the central trends or varlables with a

brief definition repfeseatacive of a persom high in authoritarianism.

a. Conventionalism. Rigid adheremce to comventional, middie~
clags values. : '

b. Authoritarian submission. Submlssive, uncritical attitudé
toward idealized moral authoxrities of the ingroup.




c¢. Authoritarian aggression. Tendency to be on the lookout
for, and to condemn, reject, and punish people who violate
conventional values.

d. Anti-intraception. Opposition to the subiective, the
imaginative, the tender-minded.

e. Superastition and stereotype. The belief in mystical deter-
minants of the Individuals fate; the disposition to think in
rigid categories.

f. Power and "toughmess." Preoccupation with the dominance-

submissive, strong-weak, leader-~follower dimension; ddentifi-
cation with power figures; overemphasis upon the comventisn-—
alized attributes of the ego; exaggerated assertion of stremgth
and toughness.

g. Degtructiveness and cynicism. Genersliized hbstility, vilifi-
cation of the human. '

h. Projectivity. The disposition to believe that wild and dang=
erous things go on in the world; the projection outwards of
unconscious emotiomal impulses. :

i. Sex. Exaggerated concern with sexuval “goings-on." (Adoruo,
1950, p. 228)

The reliability coefficient of the third and final forme of the
~ F Scale, Forms 40 and 45, is .90 with a ranmge from .81 to,97. This
chows marked improvement over the earlier forms of the F Scsle with
increased reliability for each revision. |

The validity of the F Scale as an instrument which would yield an
estimate of fascist reéepttvity at the personality level has still o
be demonstrated. However, a2 correlation of .75 between the £ and F
Scales indicates that scores on the former may be predicted with faix
accuracy from the latter.

The authors’ original purpose of comstruecting the F Scale was
two-fold: (a) to seek a wide area for diverse responces thst belopged

to a single syndrome; and (b} to comstruct an imstrument which would
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yield a reliable prediction of scores on the'Ethnocentrism Scale.
Both purposes appear to have been fairlj well met.

Christie and Cork in summarizing the research on the F Scale,
demonstrated that high scores on the ¥ Scale are associated with racial
and ethnic prejudice and with other forms of hostile social comduct.
The F Scale has been widely used and found to correlate with xenophobias,
intelligence, family ideology, anxiety, prejudice, rxigidity and adjust-
ment (Christie & Johoda, 1954; Titus & Hollander, 1957).

Voluminous experiments utilizing the F Scale have resulted in its
use as an indirect measure of prejudice and underlying persomality

predisposition toward & fascist outlook on life.

Statistics used

The data in this study was analyzed by the use of three statistical
measures. The first, Sandler's A (Runyon and Harber, 1967, p. 172)
was used to compare counselors whenever a Student © vatio was appro-
priate. When correlated samples are used, Sandler‘s A has the identi-
cal probability values as the student's P Values. It also reguires
far less time and labor to compute. The statistic, A, ie defined as
follows:

the sum of the squares of the differsnce ED?
A = the square of the sums of the differences (ED) 2

The second statistic used is the Sign Test (Rumyon and Harber,
1967, p. 218). This nomparometric test has the same advantage as

Sandler's A when using correlated samples. The justification for its
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use is that the difference between two paired scores is the indicated
direction and not the magnitude of the difference.

The third test is the Student t ratio, (Runyon and HArher, 1967,
p. 149). This statistic expressed the deviation of a sample wnean from
a population in terms of the standard exror of the mean. The {tudent

t is defined as follows:

mp ..M
. 5. .
2 w2 tE

All statistics were computed by the author with the use of the

Monroe computer.

Principals' evaluation form

This form was constructed by the author. Ten questions were con-
structed relating to the general counseling and guidance functions.
The principals in the study were asked by a forced-choice technique to
gelect which counsclor was best suited to perform esch of the 10 parti-

cular guidance functions indicated in the items.

Honorarium

Contained in each package of materials being sent to the coun=-
selors was & form Indicating that they would be paild a small honor-
arium upon completion of their participation in the study. Once their
materials were recelved, a check of $2.50 and a note thanking them for

their participation were sent to them. (See Appendix §.)
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CHAPTER IV

RESULTS

Chapter 1V includes a description of the sample and a presentation
of the data. The dataﬂ&g presented via four categories. A discussion
of the data follows each category presentation, and the chapter con~
cludes with a summary an7 an evaluation of the proposed hypotheses

stated in Chapter I.

tample Return

b o e
The results of this study were compiled from 60 returned gquestion- =
@of the origical 72 counsciors contacted to participate in the ﬁm o 7han
gtudy. Also, ircluded are the pilneipals' wvaluvations of the paired T o
g o du 7

counselors ip their schools. ZMAWM
Ae originally designed, this s.udy set 1-:;%.‘:: to compare counselors

who had and who had not had prior te:ching ez;:j%az;:i_mce«;a Thus, 1t was

planvad to use a counselor without te:ching mimrieme and pair him

with a counselor on the same faculty wio had E.f‘,.:','ﬁ.ﬂif' teaching experi-

ence. If there was only one other counsilor hasiidea the non-teaching

counselor, this counselor was used if he Wad prior tesching experience.

if, however, there was more than one othe: countelor on the same |

faculty, the paired counselor was randomly gelec:ed by the use of a

table of random umbers. Once a pair of congélmxre was located, their



57

school principal was asked to participate, forming a trio or basic unit
in the study.

When the data was collected and 25 of the 36 trios were complete,
a closer examination revealed that only 14 triocs could be used. The
reason for eliminating 11 trios was: (a) it was discovered that one
of the counselors had prior teaching experience or (b) neither coun-
selor had prior teaching experience. This represents a 56 percent
return of trios. Once it was recognized that part of the data col-
lected for the study was not being used, a speclal category was cre-
ated to include the data from counselérs who did not fit into the
fourteen basic units or trios, hereafter referred to as the main
sample.

The results of this study will be presented in four basic cate~
gories. Cateéory one will compare those counselore who fit imto the
14 trios om biographical data. Category two will compare these same
coungelors on total tape scores, adjective checklist scores, dogma-
tism and suthoritarianism scores. Category three will compare these
counselors inp relation to the subjective evaluation by their school
principals and category four will compare all counselors who parti-
cipated in the study on total tape scores, dogmatism and authoritar-—
ianism scores. This last category will Include the fourteen pairs
of counselors spoken of in category one, two and three, plus those

counselors who were not able to £it into a complete usable trio.
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Category Cne

Biographical data

Category one compares paired counselors according to biographical

data.

Table 2. Summary of biographical data for main sample

Counselors Counselors

without with
teaching teaching
experience experience
Male 7 8
Femsle 7 6
Mean age 33 43
Mean number of years in counseling 6 7.5
Mean number of years of teaching () 2.9
Mean number of years since counselor
last taught school 0 6.4
Number of fulltime couvselors 11 12
" Number of parttime counselors
()3 or more) 2 1
Nunber of counselors having a valid
teaching certificate 8 13
Number of counselors having a valid
coungseling certificate 10 13
Mean number of graduate semester hours
in guidance and counseling ' 34.6 34
Nuwber of counselors having masters
degrees in guidance and counseling 9 &
Number of counselors having masters 1 edue. 3 educ.
degrees in other areas 1 chen, 1 sociology

1 nusic
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It can be seen from Table 2 that the two groups of coumselors are
rather homongenous. However, one of the more obvious differences be-
tween the two groups is that the counselors with teaching experience
are ten years older than those without. This can be counted as nearly
ten years of teaching experience plus nearly two more years of coun—
seling experience. Counselors with teaching experience also have more
valid teaching and coumseling cerxtificates than their counterparts.
This may be due to the fact that counselors with prior teaching experi-
ence are older and have been in the school system twice as long plus
the faet that they Qay have acquired the counseling certificate in
renewing thelr teaching certificate. Also, wmost states award counsel-
ing certificates only to those persoms holdimg & valid teaching certi-
ficate plus so many hours of graduate credit in counseling and gui-
dance courses. Although both groups are ldemtical 15 mumber of grad-
uate hours in counseling and guidance, those counselors without teach-
ing experience hold more masters degrees in counseling and guidance,

yet both groups have the same number of master degrees.

Category Two

Total tape scores for 14 paired counselors

Table 3 presents the data om total tape scores for the main

sample.
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Table 3. Comparison of 14 paired counselors inm terms of total tape
scores in response to a recorded counmseling interviewl

N. of pairs X S.D. A

Counselors
without 14 154.571 39.100
teaching
not significant
Counselors ,
with 14 146.214 47.781
teaching

ithe comparisons in Tsble 3-8 utilizes Sandler's "A" statistic for compax-

ing means between correlated samples. (See page 5& for explanation).
Table 3 shows that counselors without pricr teaching experience per-

ceived the counselor in the taped interview as doing a better job of coun-

seling than did the teaching counseloxs. However, the difference was not

significant.

Teacher's adjective checklist scores

Table 4 presents the 14 paired counselors perceptions of the teacher
in the taped counseling interview. This was acquired by having the coun-
selors check positive or negative adjectives concerning their perception of

the teacher's rocle in the taped interview.

Table 4. Compariscn of paired counselors' perceptions of the teacher's
role in the taped counseling interview

N. of pairs X S.D. A
Counselors
without 14 8.571 2.700
teaching
not significant
Counselors
with 14 7.571 1.980

teaching




Counselors with prior teaching experience did not perceive the

teacher’s role from the tapesd counseling interview as positively as

did counselors without prior teaching experience.

Client's adjective checklist scores

Table 5 presents the perceptions of the client as viewed by the
counselors after listeming to the taped counseling interview. Their
perceptions were scored by checking positive or megative adjectives

concerning the client,

Table 5. Comparison of 14 paired counselors’ perceptions of the client
from the taped counseling interview.

BT

N. of pairs X 8.D. A

Counselors
without 14 9.785 1.528
teaching
not significant
Counselors ;
with 14 9.000 © 1,708
teaching ‘

As seen in Table 3 there is no significant difference betwgen the
14 paired counselors perception of the client im the taped interview.
However, comparing the results in Tables 4, 5, snd 6, reveals that both
counselors with and without teaching experienéeadid see the client more

positively than the teacher or coungelor.

Counselor ‘s adjective checklist scores

Presented in Table 6 are the perceptions of the counselor as viewed

by the counselors after listening to the taped counseling interview.
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Their perceptions were scored by checking positive or negative adjec-

tives concerning the counselor.

Pable 6. Comparison of 14 paired counselors' perceptionfof the coun—
selor from the taped counseling interview.

et seh s sean st

N. of pairs X S.D. A
Counselors ;
without 14 8.000 4,350
teaching

not significant

Counselors
with 14 ' 9.071 3.852
teaching

As seen in Table 6, counselors with teaching experience identify
with the counselor imn the taped interview more positively tham do coun-
selors without prior teaching experiemce. Although this is pot signifi-
cant, it is interesting to note that this is fha-only person from the
tape that counselors with teaching experience perceive more positively

than do their counterparts.

Dogmatism scores of the 14 paived counselors 5

Continuing under'category two, Table 7 presents relevant data of

the main sample by comparing them on Rokeach'’s dogmatism scale.

Table 7. Comparison of the 14 paired counselors in terms of responses
to Rokeach'’s Dogmatism Scale

N. of paive X S.D. A

Counselors
without 14 200.00 42,950
teaching
not significant
© Counselors
~ with 14 189.071 47.230

teaching




Although not significantly, Table 7 shows counselors without
prior teaching experience appear to be a little more closed in their

belief system than counseleors with prior teaching experience.

Authoritarianism scores of the 14 paired counselors

In Tzble 8, paired counselors with and withoui prior teaching
experience are compared on the authoritarianism or "F" scale.

.

Table 8. Comparisom of 14 paired Seunselors in terms of responses to
authoritarianism scores

N. of pairs E S.D. A

Counselors
without 14 71.642 16.689
teaching
not significant
Counselors
with 14 80.285 22.580
teaching

Table 8 presents a comperison of the 14 paired counselors in au-
thoritarizanism, or one'n adherence to comventional ways of behaving
and rigidity of thinkiny. It i3 interesting to note that counselors
with and without teaching experience reversed-@oaiﬁions when compared
sn dogmatism and author:.tarianism. The difference iz not significant,
but it does show counselors with prior teachiﬁg'expefience to be less

dogmatic but more suthoritarian as measured in this study.

Categoxy Three

Principal's evaluation of the 14 paired counselors

Table 9 is used to ¢ompare the main semple according to the evalu-

ation ecriteria submitted by thelr principal.




Table 9. Comparison of 14 paired coumselors im relation to their
scheol principal’s subjective evaluation®

Preferred Preferred

N. of pairs counselore counselors Ties P
without with
teaching teaching
Counselors
with 14 3 9 2 not signlficant -
foacuing B U S

27able 9 utilizes the sign test which is a statistic to compare correlated
samples of nomparvometric data. (See p. ¥ for explanationm).

In Table © we can see that school principals did prefer counselors
with prior teaching experiemce. The difference is not statistically
significant, yet the number of preferepces is three times greater for
counselors with prior teaching experience. If';his trend were to con-
tinue at the same rate with a larger sample, the difference would goon
become significant between the paired comnéaloré. But, due to the size

of the sample, it is not significant in this acﬁﬁya

Category Four

As mentioned earlier im this chapter, categbry four was crested
in order to compare all counselors who had returned thelr packets.
Tables 10-12 will present the relevant data of all counselors who par-

ticipated in this study.

Total tape scores of all counseloxs

Table 10 presents the results of the tape anslysis form of all

counselors who had had and whe had not had prior teaching experience.



Table 10, Comparison of all counselors on total tape scorves in response
to a recorded counseling intervies

N X §8.D. &

Counselors
without 21 157.809 56.730
teaching
not: significant -
Counselors
with 39 157.384 44,792

tesching

3rables 10-12 will utilize the Student t. (See p. 5§ for explenaticn of
this statistic).

When all-counselors, with and without prior teachimg experience
were corpared, no significant difference and actually no mean differ-

ence of total tape score occurred.

Dogmatism scores of all counselors

In Table 1L, all counmselors with and without prior teaching exper-

ience are being compared om their responses ¢ Rokeach's Dognatisa Seale.

Table 11. Comparison of all counselors on dogmatism scores

) X S.D. €

Coungelors

without 21 1%8.761 42.950

teaching

not significant

Counselors

with 39 197.076 47 .230

teaching

As can be secen from Table 11, theve 15 no significant difference

between all counselors with and without priow tesching ezperience ia
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response to Rokeach's Dogmatism Scale. This is teo say, that in open~
ness to one's own belief system the experience of prior teaching ap-

pears to make no difference with the sample tested.

Authoritarianism scores for all counselors

Table 12 presents the relevant data related to all counselors
with and without prior teaching experience and their scores on author—
itarianism.

Table 12. Comparison of all cocunselors on authoritarianism scores

o s

N X S.D. £
Counss.lors
withrat 21 72.000 17.944
tenching FINE

not eignificant

{‘ounselors
@ith 39 80.00 20.983
teaching

In Table 12, in which all counselore with and without prior teach-
ing experience are being compared on authoritarianism, ome can sce that
teachers with prior teaching éxperience are moré inclined to be rigid
in their thinking and more conventional in their behavior. Even though
this is not a significant difference, the difference here concurred
with the results of the 14 sets of paired counszelors spoken of im cat-
egory two, Table 8. The same cannot be said for total tape scores
(Table 10) and dogmatism scores (Table 11). The mean difference col-

lapsed when data was compared for the total groups.
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Discussion

From the data presented in this chapter, it can be seen that om
all criteria applied to counselors who had and had not had prior teach-
ing experience, there was no significant difference.

Possibly two genmeral explanations can be given for the lack of
difference between the two groupe of counselors. Omne explamation is
the lack of a larger and more adequate sample. Even though every poss-
ible means was utllized tc locate counselors in the public schools who
had not had prior teaching experience, very few were located. This
resulted in only 36 identified counselors who could be used. The
second possible explanation is that if there does exist a difference
between counselors who have and who have not had prior teaching exper-
ience, then diffarent imstruments muet be developed to measure this

difference.

Results of tested hypothesis

In order to better explain the results of this study, the pro-

posed hypothesis will be presented with an explanation of the results.

Hypothesis 1. Stated in hypothesis 1 was a proposal that there
would be a significant difference between counselors with and without
prior teaching experience as measured by the Tape Analysis Form. As
seen in Table 3, counselors without teaching experience scored higher
than those with experience by 8 mean points. When all counselors were
compared on the TAF, Table 11, the mean difference dropped to less
than one mean point, indicating no difference between these two groups

of counselors. Thexefore, hypothesis 1 must be rejected.




Hypothesis 2. It was hypothesized that after listening to the

taped counseling interview there would be a sighificant difference
between counselors with and without prior teaching experience with
regard to their perception of the teacher, client and counselor from
the taped interview.

An ipstrunent was created to measure this difference in percep-
tion by having the counselors ;heck positive or negative adjectives
about each person involved in the tape. The results of this study
indicate no sig:iificant difference in how the counselors, with and
without prior teaching experiemce, perceived or identified with the
teacher, client or counselor in the taped interview. Hypothesis 2

must be rejectel.

Hypothesis 3. "Dogmatism” which is a measure of one's openness

70 his own bellef system (Rokeach, 1960) failed to discriminate be-
tween counselors who had had and who had not had prior teaching ex-
perience. In Teble 7 where counselors from the same faculty were
paired according to whether they had had or had not had prior teaching
experience, counselors without prior teaching experience scored higher
in dogmatism than did their counterparts. This difference, which was
not significant, became even less significant when all counselors
were compared on this scale. Thus hypothesis 3 i rejected because

of dits imability to discriminate between the two groups of counselors.

Hypothesis 4. Authoritarisnism, a measure of rigidity im think-

ing and close adherence to accepted conventional ideas and behavior
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(Adorno, et al., p. 50), also failed to significantly discriminate
between counselors with and without prior teaching experience. How-
ever, a noticeable trend appeared im that this scale did discriminate
between the two groups of counselors when the 14 paired counselors were
considered and again when 21l participating counselors were used. In
comparigon to dogmatism which appeared to loge its discriminatory

power when the sample N was increased, authoritarianism did not.

Even so, Hypothesis 4 must be rejected. !

Hypothesis 5. Hypothesis five proposed that offthe two groups

of counselors being studied, schocl primcipals would;ptifer one group
to the other. The principals’ preference scalelwhicﬁ wags used in this
study asked each principal to subjectively evaluate éhe two paired
counsgelors im hie echool and indicate which ome he pr;ferred to per-
form ten guidance and counseling functions. Of the féurteen princi~
pals used in the completed trios, there was no significant difference
in their evaluation forms and theilr preference of counselors with or
without prior teaching experience. However, as can be seen in Table
9, three times as many counselors with teaching experience were pre-
ferred over counselors without teaching experience, indicating a

~ stromg trend for principals to prefer experienced school persommnel.,

| The gmallness of the sample appearn to account for the lack of signi{—

iﬁicant difference. If the sample nize of the two counselor groups

Zwere to be increased with the prefirence ratio remeining the same, the

|
‘difference would soon become significant. From the results of this

.study, hypothesis 5 must be reje:ted.



CHAPTER V

SUMMARY -~ CONCLUSICNS - IMPLICATIONS

Suzmmary

The purpose of this study was to compare counselors with teaching
experience to counselors without teaching experience om the following
scales: (a) a paper and pencil measure of & taped counseling inter-
view in a high school setting, (b) an adjective checklist in which the
counselor‘s perception was indicated by checking positiva and negative
adjecttves which he felt best described the teachet, the client and the
counselor in the taped counseling interview, fc) "dogmatism" as defined
‘and measured by Rokeach (1960), (d) "authoritarianism" as defined and
measured by Adorno, et al.'(1950). In addition, each pair of coun-
selors was subjectively evaluated by their school prineipal.

Soon sfter World War II a greater denand was felt throughout the
Dpited States for more and batter qualified counselors. This greater
demand for coumselors broughﬁ many questions to the surface comcerning
the counselor's role, trainiﬁg and certification. One of the most
controversial gquesticns concerning coumselor education has beemn the
prerequisite of teaching experience. Many educators have proposed that
prior teaching experience is detrimental and often hinders functioning
as an effective counselor, (Arbuckle, 1961; Lifton, 1955; Stewart,

1957; Tooker, 1957; Wrenn, 1962).
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Contrary to the sbove, Holt (1961), Mathewson (1952), Hutson
(1961), and Weary (1965), feel that counsalors‘; ju’eatt school experience
in order to understand the needs of the teachers, administrators and
students from the vi,wpoint of a teacher and not just as someone who
bhas studied psychology and socioclogy. Also, they feel acceptance by
the faculty will cccur much quicker and be more effective if the coun-
selor has a backsround and understanding of the teacher's problems.

It is from the sbove questions that this study developed with the
foliowing hypotieses being tested:

Hypotheg s i. Counselors with teaching experience will have

significantl” lower scores than coumselors without teaching experience
in total-tipe—-scores.
Hypochesis 2. There will be a significant diffevence between
counselcrs with and without teeching experience im their perception
of the :eacher, client end coumselor in the taped counseling interview.
H/pothesis 3. There will be a significant difference between
counsalors with and without teaching experiemce in dogmatism.

Eypothesis 4. There will be a significant difference between

counielors with and without teaching experience in authoritarianism.

Hypotheeis 5. There will be 2 significant difference between

cou/selors with teaching experieuce as opposed to counselors without
tesching experience when subjectively evaluated by their school prin-
cilpal. v

In order to research the abeove hypothesea—, the following research

design was developed. ¥ivst, subjects had to be located. This required
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an extensive search throughout the United States for school counselors
without prior teachipng experience. Once these counselors were located
they were paired with a counselor of the same faculty who had previous
teaching experience. A total of 36 pairs were located and contacted
to participate in the study. Second, the following instruments were
used to measure significant difference existing betweem counselors
who had had and who had not had prior teaching experience. -

Tape. The tape was an actual recorded interview of a high school
counselor and a client in a high school setting. A tape analysis form
wag created to measure to what extent the counselor in the tape was
doing a "good" counseling job as perceived by other school counselors.

Adjective checklist. This checklist was designed to mea#ure the

0

extent%which counselors with and without teaching experienée identified
with the teachex, client and counselor in the recorded, taped interview.

Dogmatism. This instrument was developed by Rokeach (1960) to
measure the opemness or closedness of one's belief system.

Authoritarianism. This instrument was developed by Adormo, et al.,

(1950) to measure rigidity of thinking and conventionality of ome’s be-
havior.

Principal's evaluation foxm. This instrument was given to the .

principal of each pair of counselors, asking forvhia subjective evalu-
tion and preference for ome of the paired counselors as indicated om
ten counseling and guidance functions.

Sandler's A, the Sign Test, and the Student t ratio were used to

analyze the data.
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Limitation of the sample

Generalization beyond the rejection of the five hypotheses is
speculative. The sample of counsclors used in this study represents
the best effort of the author to pair counselors who had had and had
not had prior teaching experiemc:. However, it camnot be gemeralized
to represen: all sciwol. counselixs. The sample of coumselors identi-
fied is not :ypical of counselirs in gemeral. They are persons com-
mitted to a2 >rofesslion but revresent a group within that profession
who are allored to do ounseling without going through the xegular
channels of sertificrsiion. While these differences do exist. the
statistical roalyeil; does not take these factors inmto account and,

therfore, 40e8 not permit generalization beyond the scope of tais study.

Lin’-8tion of the instruments

The instruments created for use in this study, namely the tipe
analysis form, adjective checklist, and principal's subjective ev: u-
ation form, were not proposed as instruments for evaluation but railer
as amethod which may be further validated. The dogmatism and autlov-
itarianism scales have been proven to be reliable instruments amd were
used in this study to find if there was any significant difference be-
tween the two groups of counselors.

All instruments used in this study failed to discrimipate hetween
the two groups of counselors. If a difference exists between school
counselors on the basis of teaching experience, then instruments other

than these must be developed to detect this difference.
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Conclusions

In view of the above limitations, it eeems safe tb conclude from
the population semple studied that there is no significant difference
between school counselors who heve had end who have not had priorx
teaching experience.

To be more specific, the conclusions of this investigation are as
follows: (a) neither counselors with nor without prior teaching ex-
perience perceived any difference in the quality of counseling in the
taped interview; (b) counselors with teaching experience did not see
" the tehcher. client or counselor in the taped interview more positively
or negatively than did those without this prior experience; (e) in
openness to one's own belief system, i.e., dogmatism, there is no sig-
nificant difference between counselors who have taught school and those
who have noe;’(d) even though there is no significant difference be-
tween these two groups of counselors, counselors with prior teaching
cxperiénce did score higher in authoritarianism; and {(e) this study
found no significant difference between school primecipals’® evaluation
and preference for counselors who had and who had not had prior teach-
ing experience. However, the small sample gize may have contributed
to the lack of significant differemce between the two groups of coun-
selors on the criterion of authoritarianism. |

In conclusion, it may be said that the findings of this study
failed to coﬁfirm the fact that differences between school counselors
can be attributed to teaching experience or the lack of ie. It ap~-

pears that this difference must then be csused by other variables.
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Implications

The present study represents a research model in studying school
counselors and could facilitate & promising line of future resesvch.

This study attempted to measure the differences between school
counselors with and without prior teaching experience. The results
of this study, which compared these two groups of school counselors,
failed to £ind any significant difference in five areas of treatment.

As pointed out in Chapter II, almost all states im the union re-
quire that counsclors first have 2 teaching certificate and two or
more years of teaching experience as & prerequisite for counselor certi-
fication. Because of this requirement, very few school counselors
without teaching eu:perience were available to participate in this study;
a total of 36 were located.

The f£indings of this study show no significant difference dbetween
counselors who have and whe have not had prior teaching experience.
Therefore, :lt. appears that the prerequisite of requiring teaching ex-
perience for counselor certification is questionable.

Hamh, 911 19681,7\*1:,30% }:ol/]l.# 1:‘tep in changing its requirements for
a professional counmseling certificate. Utah now allows three years of
successful school experience and a supervised internship to replace

the previcusly held requirement of teaching experience and a teaching

%L o G T gy stody s T Gppotmbe ki el
certificate. In view of &hi%e—ﬁn&iqn: thts—a;pma-eo%e-a-

b & step in the right divection.
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Recoumendations
‘p&w\"(

After completing this study there appear to be thwee recommenda~-

"tions that couid be made. First, that this study be repeated in the

near future wihen more school counselors can be located who have not
had teaching experiemce. Second, that a study be conducted to better
evaluate the influence of authoritarianism upon counselor effective-
ness. Third, that a study be conducted to find out why and to what

extent school principals prefer counselors with prior teaching exper-
{ence T—wlaJJLLI et MBI WTA | SO 1(,\‘. fo  Avolueds

famnaelon  effeclicens UV\TC\\M/M—J(C\(» mg%

prumaclew I nacks M/m -‘rw el Amorcone et

oy T kool sifretranes, bov ORoe &5 w5 (.,

feraewel e lioinsas {Tww (L, Ao 0\&% foachee, ans

a&/rwmim%’&%?ﬂ:
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Dear Mr. s

Dr. Reese Anderson, who is Director of the Pupil Persommnel Service
4n Utah, suggested that I write you concerning a research problem that
I am having. The problem is that I need to locate counselors who: (1)
are counseling in elementary or secondary schools but do not hold, nor
have ever held, a2 teaching cerxtificate, (2) counselors who have been
trained as a teacher but have never taught and, (3) counselors who hold
a teaching certificate who have tsught but are presently counseling.

The real difficulty which I'm faced with is to find a persom who
fits categories (1) and (2). Therefore, my purpose in writing you is
to ask 1if you would send me a list of the counselors im your state and
indicate those whom you think would £it into categories (1) and, or (2).

I realize that my request is asking quite a lot of you. However,
may I assure you that anything that you might do to assist me in this
project would be most appreciated.

Thank you for your considerationm.

Sincerely yours,

J. Whorton Allen, Counselor
Counseling and Testing Services

Uy
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Dear Mr. H

Several days ago I sent to you a package of materials and a
request to participate in a national study of school counselors.
Because we were only able to use 72 counselors from the hundreds
we reviewed, it is especially importamt for your participation in
order for the study to be a success and hopefully a significant
contribution to our cocunseling profession.

At the present time we have a 402 completed return. I do hope
that you can take a few minutes of your time to participate. You
are needed, and with the small population, you dc become a very
significant part of the study.

Thank you for your help.

Sincerely yours,

J. Whorton Allemn, Counselor
Counseling & Testing Services




HONORARIUM REQUEST

IN ORDER TO HAVE YOUR HONORARIUM SENT AS SOON AS POSSIBLE
PLE/SE RETURN THIS NOTE IN THE ENCLOSED BUSINESS REPLY ENVELOPE.
PLEASE INDICATE WHERE YOU WANT THE HONARARIUM SENT.

NAME

ADDRESS

/~_/ CHECK HERE IF YOU WISH TO RECEIVE THE RESULTS OF THIS STUDY.




GENERAL INSTRUCTIONS

THE FOLLOWING INSTRUCTIONS SHOULD HELP REDUCE THE TIME AND CONFU-
SION IN FILLING OUT THE FOLLOWING FORMS.

1.

The pages are stapled together so you can go from one page to
the next.

Obtain a tape recorder. Play the enclosed tape at 3.75 speed
on 2 track.

Follow the typed script while you listen.

After completing the 17 minute tape then respond to the
questions on pages 2, 3, 4, and 5.

Complete personal data form page 6.
Respond to items on the "opinion form', pages 7, 8, 9, and 10.
Place all materials in the padded shipping bag. Place ship-

ping bag in large brown self-addressed envelope and return to
me.

“Your cooperation is apprec@te%

J. Whorton Allen, Counselor
Counseling and Testing Services
Utah State University

Logan, Utah 84321

Y24
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INSTRUCTIONS FOR LISTENING TO THE TAPE

ARRANGE TO LISTEN TO THE COMPLETE TAPE IN ONE SITTING. PLEASE FOLLOW THE
TYPED SCRIPT WHILE YOU LISTEN. IT WILL TAKE APPROXIMATELY 30 MINUTES TO EEAR
THE TAPE AND RESPOND TO THE ITEMS LISTED BELOW.

PLAY THE TAPE AT THE SPEED OF 3.75 - TRACK 2.

THE ITEMS ARE WRITTEN SO THAT THE TWO EXTREMES ARE INDICATED, YOU ARE TO RE-
SPOND BY THE WAY YOU FEEL AT THE PRESENT TIME. THERE ARE NO RIGHT OR WRONG
ANSWERS EXCEPT IN RELATION TO YOUR OWN THINKING.

INDICATE YOUR RESPONSE BY CHECKING /7 THAT SQUARE WHICH BEST REPRESENTS YOUR
FEELINGS.

To what extent did the counselor "stick to the client's" problem?
2 7 8 9 10 11 12

To what extent have the counselor and the client established an understanding
relationship?

well 1 4 5 6 _7 9 10 11 12 poorly
established [/ / /7] / 1_/ 707070717 / L7 7 [7 [T established

To what extent does the following statement by the counselor help the client
face her behavior in the counseling session? '"I wonder if Mr. (teacher)
would tell me the same story you have told me?"

2 3 4 5 6 7 8 9 10 11 12

helpful

To what extent did the following statement by the counselor help clarify the
student's problem? '"But, in other words, in order--pardon me--in order to get
this test today you must get an "A" on tomorrow's test. Is that it?"

1 2 3 4 5 6 7 8§ 9 10 11 12

To what extent did the counselor use her skills and knowledge to impress the
client,

never /////////I//L_/_[_/L_/,[_///// often

To what extent was the relationship warm and understanding?
2 3 4 5 _6 _7 9 10 11 12

warm [/ _ / RN NNN 7 / L1 L1171 1] cold

To what extent did the counselor set the shole picture?
1 2 3 4 5 6 7 8 9 10 11 12

-—-—-—-—-—.—.—-—-————.—-—-

whole [/ [ [/ [/ [ L1171 0L 1L 7 17/ ] part
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8.. To what extent was the client "put into her place'"?
1l 2 3 4 5 6 1 8 9 10 11 12
never [/ [7 [ /7 /7 [T 7 [ L7 [ [ [] often

9. To what extent does the counselor accept the client's statements as normal

and understandable?
1 2 3 5 6 7 8 9 10 11 12

!0, The client's last comment "sit down' represented what she could only do in

class ur could only say in the interview.
1 2 3 4 8 9 10 11 12

—-———-—-—————_—

inclass [/ / /[ /[ /L /L1 /L11L ][] L)L/ [/ in the interview

11. To what extent do you feel the following statement was helpful to the client
in understanding her problem? 'Well, naturally--that would be true because,
after all, if you can do the theory of the problem, regardless of the problem,
you would understand any problem he would give you using that particular the-
ory, wouldn't you? The theory meaning the example that's been given in your
book. And that is what I'm saying if you'll take your book and leaf through
the pages and study the examples that are given for a quick review it will
refresh your memory. Another thing you might do is try giving yourself a
test or try writing up a little test that you might be going to five to him.
That would be a switch wouldn t it?"

3 9 10 11 12
helpful //_L_/ /L//////7//////L/ not helpful

12, To what extent did an atmosphere of tolerance exist in the counseling interview?

13. To what extent did the counselor see the problem from the client's "frame of
reference" ?

102 3 4 5 6 7 8 9 10
often [/ [/ [ L/ L/ L) L/ L1 L7 L) [/ [/ nmever

14. To what extent did the counselor see things from an internal view as compared
to an external view?

internal [/ / /[ [ (L) 1] [_/ [_/ L1 L1 LT L external

15. To what extent did the client feel supported in her attempt to tell her side
of the story?
strongly 2 3 4 5 6 9 10 11 12 very little

——————-——_-—--——-———-

supported RN support

——— " cmmmm  cevemn Cmgun e cetmm e cemmm! e’ ! Smma




11,

19,

20.

« 5w

To what extent did the counselor help the client become accepting of her own
shortcomings and feelings?
1 2 3 &4 5 6 7 8 9 10 11 12

b wmeeems  wewieh cwmmeee  wmgen Gwmes  Gmmss Gmewe csmes s csmee  sweess

accepting [ /

To what~extent did the atmosphere of mutual trust and confidence exist?
5 6 7 8 9 10 11 12

S I = R e e

1 2 3 4
very.strong [/ /] /7 /7 /717 T/ 7 71777 L7 very weak

To what-extent did you feel the teacher was justified in the action he took
with the student?
4 5 6 7 8 9 10 11 12

L2 3.4
ustified. 7/ (7 /7 [7 /7 (7 [7 7 7 7 [T L7 unjustified

To what -extent ‘do you feol the teacher understood this student?

understood. . 1 3 4 5 6 1 .8 9 10 1 12 little

2 10 1l 12
herwell . [/ [7. /7 /7 L7 L7 L7 L7717 /7 L] uvnderstanding

To what extent did the eounselor feel the student "got what she deserved"?
got what 1 2 3 4 6 7 8 9 10 11 12 was

———— cedemme (e G Gt  Gummis ammes  smeay Gussen  Geeeiw  Swapes s

5
shedesexved S/ /7 /] [T /111111717 /[]/1/ [/ mistreated

e’ s’ cmman e e e—— —




CHECK /o7

FROM THE FOLLOWING LISTS OF ADJECTIVES ALL OF THOSE WHICH YOU THINK

MIGHT BEST DESCRIBE THE COUNSELOR, THE STUDENT, AND THE TEACHER AS YOU PERCEIVED
THEM WHILE LISTENING TO THE TAPED COUNSELING INTERVIEW.

8.

9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.

20.

Teacher

indifferent
helpful
spontaneous
strict
detached

cold
cooperative
dependent
dogmatic
bighearted
independent
tolerant

self confident
attention seeker
defensive
warm
dependent
hard boiled
permissive

gives of self

1.

2,

10.
11.
12.
13.
14.
15.
16.
17.
18.
19,

20.

Client

dependent
detached
independent
gives of self
attention seeker
warm
indifferent
beghearted
cold

strict
helpful
permissive
self confident
tolerant
cautious
spontaneous
hard boiled
dogmatic
cooperative

defensive

11.
12.
13.
14.
15.
16.
17.
18.
19.

200

Counselor

permissive
self confident
warm

detached
tolerant
cooperative
cold

helpful
cautious
defensive
hard boiled
strict
dogmatic

gives of self
dependent
independent
attention seeker
bighearted
spontaneous

indifferent

TR




PERSONAL DATA SHEET

Sex / /| Male / | Female
Your present age .
How many years have you been a counselor (count this year as one).

If you taught school before becoming a counselor, how many years
has it been since your last year of teaching?

How many years did you teach school before becoming a counselor?
Since becoming a counselor has your assignment been full or part-

time? / / full-time / | part-time. If part-time, what do
you do the other part of your day? .

Do you presently hold a valid teaching certificate? / / yes / / no

Do you presently hold a valid counseling certificate? / / yes no

N

Approximately how many hours of counseling and guidance courses have you
had? quarter semester

Do you hold a master degree, if so, in what area? .
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The following is a study of how one thinks and feels about a number of im-
portant social and personal questions. The best answer to each statement below
is your personal opinion. We have tried to cover many different and opposing
points of view; you may find yourself agreeing strongly with some of the state-
ments, disagreeing just as strongly with others, and perhaps uncertain about
others, Whether you agree or disagree with any statement, you can be sure that
many people feel the same as you do.

Fill in the space provided for each answer according to how much you agree
or disagree with it. Please fill in the space for each question. Write +1, +2,
+3, or -1, -2, -3, depending upon how you feel.

+1 I AGREE A LITTLE -1 I DISAGREE A LITTLE
+2 I AGREE ON THE WHOLE -2 1 DISAGREE ON THE WHOLE
+3 I AGREE VERY MUCH -3 1 DISAGREE VERY MUCH

k k h ke k h ok k%

1. The United States and Russia have just about nothing in common.

2. The highest form of government is a democracy and the highest form
of democracy is a government run by those who are most intelligent.

3. Even though freedom of speech for all groups is a worthwhile goal,
it is unfortunately necessary to restrict the freedom of certain
political groups.

4. Obedience and respect for authority are the most important virtues
children should learn.

5. A person who has bad manners, habits, and breeding can hardly expect
to get along with decent people.

6. It is only natural that a person would have a much better acquain-
tance with ideas he believes in than with ideas he opposes.

7. Man on his own is a helpless and miserable creature.
8. Fundamentally, the world we live in is a pretty lonesome place.

9. 1If people would talk less and work more, everybody would be better
off.

10. The businessman and the manufacturer are much more important to so-
ciety than the artist and the professor.

11. Most people just don't give a "damn" for others.

12, 1'd like it if I could find someone who would tell me how to solve
my personal problems.

13. It is only natural for a person to be rather fearful of the future.

14. Science has its place, but there are many important things that can
never possibly be understood by the human mind.

9%




15.

16.
17.

18.

19'

20.

21.

22,

23.

24,

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.
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Young people sometimes get rebellious ideas, but as they grow up they
ought to get over them and settle down.

There is so much to be done and so little time to do it in.
Once I get wound up in a heated discussion I just can't stop.

In a discussion I often find it necessary to repeat myself several
times to make sure I am being understood.

What this country needs most, more than laws and political programs,
is a few courageous, tireless, devoted leaders in whom the people
can put their faith.

No sane, normal, decent person could ever think of hurting a close
friend or relative.

In a heated discussion I generally become so absorbed in what I am
going to say that I forget to listen to what the others are saying.

It is better to be a dead hero than a live coward.

While I don't like to admit this even to myself, my secret ambition
is to become a great man, like Einstein, or Beethoven, or Shakespeare.

Nobody ever learned anything really important except through suffering.

What the youth needs is strict discipline, rugged determination, and
the will to work and fight for family and country.

The main thing in life is for a person to want to do something im-
portant.

If given the chance I would do something of great benefit to the
world.,

In the history of mankind there have probably been just a handful of
really great thinkers.

An insult to our honor should always be punished.
Sex crimes, such as rape and attacks on children, deserve more than
mere imprisonment; such criminals ought to be publicly whipped, or

worse.

There are a number of people I have come to hate because of the
things they stand for.

A man who does not believe in some great cause has not really lived.

It is only when a person devotes himself to an ideal or cause that
life becomes meaningful.

There is hardly anything lower than a person who does not feel a
great love, gratitude, and respect for his parents,
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45.

46.
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47.

48,

49.

50.

51.

52.
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Most of our social problems would be solved if we could somehow get
rid of the immoral, crooked, and feebleminded people.

Of all the different philosophies which exist in this world there is
probably only one which is correct.

A person who gets enthusiastic about too many causes is likely to be
a pretty "wishy-washy'" sort of person.

To compromise with our political opponents is dangerous because it
usually leads to the betrayal of our own side.

Homosexuals are hardly better than criminals and ought to be severely
punished.

When a person has a problem or worry, it is best for him not to think
about it, but keep busy with more cheerful things.

When it comes to differences of opinion in religion we must be care-
ful not to compromise with those who believe differently from the
way we do.

People can be divided into two distinct classes: The weak and the

strong.

The worst crime a person could commit is to attack publicly the
people who believe in the same thing he does.

Every person should have complete faith in some supernatural power
whose decisions he obeys without question.

Some people are born with an urge to jump from high places.

In times like these it is often necessary to be more on guard
against ideas put out by people or groups in one's own camp than by
those in the opposing camp.

A group which tolerates too much difference of opinion among its
own members cannot exist for long.

There are two kinds of people in this world: those who are for the

truth and those who are against the truth.

In times like these, a person must be pretty selfish if he considers
primarily his own happiness.

Some day it will probably be shown that astrology can explain a lot
of things.

My blood boils whenever a person stubbornly refuses to admit he's
wrong.

A person who thinks primarily of his own happiness is beneath con-
tempt,
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Most of the ideas which get printed nowadays aren't worth the paper
they are printed on.

Wars and social troubles may someday be ended by an earthquake or
flood that will destroy the whole world.

No weakness or difficulty can hold us back if we have enough will
power.

In this complicated world of ours the only way we can know what's
going on is to rely on leaders or experts who can be trusted.

It is often desirable to reserve judgement about what's going on un-

.til one has had a chance to hear the opinions of those one respects.

In the long run the best way to live is to pick friends and asso-
ciates whose tastes and beliefs are the same as one's own.

Most people don't realize how much our lives are controlled by plots
hatched in secret places.

Human nature being what it is, there will always be war and conflict.

Nowadays more and more people are prying into matters that should
remain personal and private.

If a man is to accomplish his mission in life it is sometimes nec-
essary to gamble "all or nothing at all."

Unfortunately, a good many people with whom I have discussed impor-
tant social and moral problems don't really understand what's going
on.

Familiarity breeds contempt.

Nowadays when so many different kinds of people move around and mix
together so much, a person has to protect himself especially care-
fully against catching an infection or disease from them.

Most people just don't know what's good for them.

The present is all too often full of unhappiness. It is only the

future that counts.

"'The wild sex life of the old Greeks and Romans was tame compared to

some of the goings-on in this country, even in places where people
might least expect it.
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Dear Mr. :

For the past nine months we have been conducting a national study of
school counselors. After surveying the background and training of hundreds
of counselors, we find that only about 100 fit the criteria we established
as a screening device. Of this group the following two counselors in your
school are being used.

A: B:

In order to complete this study, your cooperation is needed in filling
out the enclosed questionnaire concerning the two counselors named above.

We have placed each counselor into group A or B. The reason for this
placement is that we are interested in group rather than individual compari-
sons. Even though their names are listed above and on the enclosed question-
naire, they become meaningless except to be used in data processing after
which all materials will be destroyed.

Thank you for your help. A few moments of your immediate time is .
greatly needed and will be sincerely appreciated. We hope the results of
this study will be a significant contribution to the counseling profession.

Sincerely yours,

J. Whorton Allen, Counselox
Copneeling and Testing Services




Counselor A Counselor B

PLEASE CHECK ONE FOR EACH ITEM. IF COUNSELORS APPEAR EQUAL, PLEASE MAKE A CHOICE.

10.

Which counselor is most effective in working with students?

Which counselor is most effective in working with fellow
faculty members?

Which counselor is most effective im his counseling?
Which counselor is most effective in the testing services?
Which counselor i3 most effective in orientation services?

Which counselor appears to have the best knowledge of the
total school program?

Which counselor is most effective in the use of community
resources?

Which counselor would you refer a "problem” child to?

Which counselor would you have see & parent in relation to
the child's performance in school?

Which counselor is most effective in research services?
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