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~ ABSTRACT

The prir’nary.aim- of the study was to ihvéstigate the effect upon growth toward self-actualization, |
'and to explbre ch’anges'in crosscultytal attitudes for Guidance préservicé teachers who Were
participants m a Youth Counsellmg program. It was hypothesised that partlcipants would grow
significantly toward self-actualization. The data were collccted through pre- and posttest

.ad_mmistrauon of Shostrom’s Persanal Orientation: Inventory (POI) and through a m‘.earqher-_

“designed questiotinaire, the Attitude Inventory.  The control group consisted of English

Methodology students. The fesults_indicated that participation in the Youth Counselling program

was not effective in increasing 'selfvacsualizihg' attitudes.  Significant change in the Youth
: _Counsellor 8 perceptlons of her/his ability to form mtcrpersanal rclatxonsh:ps with indivrduals
from racial groups dszcrcm Trom herlhxs own was also not conlirmed. Neverlheless, as a |

byproduct of the study, certain mterestu indings were noted, namely South African preservice
teachers (of Gundancc and Enghsh Methodology) centre excessively on the p,ast or the fuure

' relativa to the present and tend to mlsuse tlme. Further, they are bound by socaa! pressures and
- social expectatlons, and are unclear as to whether tu conform or to act autonomously Empmcal )
observation demonstrated tha: the Youth Counselling program was the (irst time that many ol.‘

the Youth Counsellots had entespd into a relationship with an 1nc_1__1v1dua1 of anc.athel race,

Recommendations for further research i'nclu_'de a Yduth Counscllihg p'rngram which is vol_ulitary .

and not mandatory, of a greater {ength than five months, more closely monitored _ahd less

ambiguous. Tt was suggesied that a more refiable method of measuring seif-actualisation, which

is more approprlate to South Afrtcan conditions should be developed. It was also suggested that
further use of the Attitude Inventory is postponed until validity and control studies have occurred
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: CLARI[‘iCATION OF TERMS
"Biy Buddy®
' Students who performed the function of Youth Counselling, that is establishment of a
personal relationship with a younger student. The "big buddies" were students in the -
Guidance class, currently either obtaining thzir Higher Diploma in Education, run by the
Division of Specialised Education in the Education Faculty of the University of the
'Wltwatersrand or completmg their fourth year of a Bachelor of Educanon degreen

Congmence
Regarded as the most basw of attnudes that foster growth. Congruence means the mdw:dual-
is aware of whatever feelmg sfhe is expenencmg. the opposite of presenting a facade (Rogers,
1989a; 1989¢c). S/he is an inlegrated person in harmony with her/himself and thus more able
¥ to go much more deeply in understanding and accepting the client. In conjunctlon with
- facilitating a person’s growth, the counsellor her/himsell” must grow. ‘While this is often
~ painful, it is also enriching (Rogers, 1989a; 1989b; 1989(:, 1989(:1).

Empathy ' '
Empathy is the sk.l] which activates these processes betwcen people and allows people to
. "tune into" and respond to the feclings of others, through her/his frame of reference and
communicating this understanding to her/him. A total cffort is made to get under the skin
of the client, and catch every hint of the changmg naturc of attitudes (Rogers, ‘1961 1969;
198%). |

£a

“Litde Buddy"
Puplls. pnmarlly from dxsadvantaged communitics, with learning difficulties and who are -
participating in remedial therapy run by the Division of Specialised Education at the




u niversity of -Witwatémra_ud.

" Peer Counsal!mg _ o ' o
Refess to those individuals. who take on a hclpmg tole as a facilitator in relauoushnp with

other individuals of simjlar age or interest, with a view m helpmg them thmk and talk about
themselves : o :

Peer Tu:armg

The system of instruction in which learners help each other, and learn by teachmg At its

most basic level, peer tutoring is chlldre.n teachmg other chtldren, usually on a one-to-one
* basis (Ehly & Larsen, 1980) L

P.wchnecﬁwatiaml

Pswhoedueanonal is a concept which mtegrates the techmques and goals of psychology with -

thoss of '.":dt]catl(}l'l

Selt‘ acmakzaaon (Maslow. 1962)

The process by which an individual sequentially transcends physmlogxcal safety, Iove and

esteem needs and realises her/his highest personal potentlal

Unmnd:tmrm! I’a.ntwe Regmf

Unconditional positive regard is a pomuve nonjudgmental atulude which oceurs when the
~therapist accepts each aspecy of the client’s experience. It means a "prizing' of the person
. where there are no conditions of acceptance, no feeling of "I like you only if you are thus and .

80" It involves as much a feeling of acceptance of the client’s expression of "bad", negative

defensive, abnormal feclings as well as "good", mature confident feelings (Rogers, 1977; .

© 1989c). - Unconditional acceptance refers to the ability to reje.ct a partxcular act of an
_ mdmdual w:thout rejec,hng the individual her/himself. _

Yourh Counseiiktg

Counselling work outside formal educatlon It denotes the actwltles attitudes and personal
relationships which characterise the dealings of yonth workers in response to young pupils

who are assisted with currently expe.rlenced CONCELNS, d;fficulms diletmas or problems




"Educauon must he{v eve:y pupd to recognise rhat every socaety is a joint Lmdeﬂakzng of
 individuals that our seciety is a community of free men, and that only as long as the members

of that society share understanding of and respect for democratic ;dea!s will America pmsper and
. progress (Board of Educatton. 1975 Pl _ _ .

"The aﬁly man who is educated is the mbn who has learnied how to learn, the man who has

learned how to adapt and change, the mar. who has realised that no knowledge is secun, *hat
only the process of seeking !mawledge gives a basis for security. Changingness, a reliance on
process rather *han upon static knowledge is the only thmg that makes any sense as a goa!
for educatwn in the modern world (Rogers, 1969, pI 04) ".
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1. INTRODUCTION

The goal ot‘ educatmn is the facilitation. of change and lea'mmg, where significant leammg is

facilitated through ce.rtam attitudinal qualmes present in the personal relationship between the

faclhtator and the 1earner (Rogers, 1969). A high priority in e.ducatlon is to help individvals to

| acquire the learning, the mformatlon and the personal growth that will enable them to dozd more
-~ gonstructively with the "reat world”. It has been documented that paraprofessionals, individuals

~ with less fonnal_qualiﬁoati_ons;are frequently effcctive'{n prov_id_ing & nurturing atmosphere for

rec{pieots to flourish (Perkins & chnmerliog, 1983). Further; i & psraprofessional her/himseif

 miay benefit from the experience of providing an atmospbere of total acceptance in which heg/his

client oan_. grow. FHer/his attiludes, habits and know, - _n'iay grow and determine her/his

-behov.iour such that s/ho ETOWS 'ps'.ychologcally, omotiOnally and spiritoally, in shot* such that s/he-

self-actuallzes (Frankenberg. 1972). Artualizmg lmplles persnnal growth personal autonomy

_ (Bordagcs, 1989) and cmouonal maturat.\on, all aspects of the lcammg process. Accordmg to

Maslow (1962) the sclt actuahzmg person is one who is fully funcnonmg, who dcvclops to the

] [ull stature of which s/he is ca.pahle Self-actualized persons have superior perception of rcallty,'

mcreased acceptance of self, and increases in spontanclty, detachment, autonomy and creativity.

~ S/he is more autonomous and self-Jirected, depending less on others and less ambivalent about

them (Maslow, 1970). The significance of a stif-actualized teacher cannot be underestimated

when one coosiders that children tend to imitate the attitudes of teachers (Maslow, 1970),

Tt is 2 contention that preservice teacher training should devole more time to a consideration of

the affective (feelings domain) and its interrelationship with coguitive aspects of the individuals

behavioral funstioning (James, Chariion, Leo & indoe, 1991a). Over the past few decades, there

has been a growing trend to provide for affective growth experiences as a means for improving

 teacher effectiveness (Cosford, 1990: Purkey, 1984; Rogers, 1983). Certainiy, within the oniversif.y

setting, the opportunity should okist for the consistent slimulation of affective growth since it is -




 within this seiting that stﬁdents develop, prof%sidnaily ant’ pe'rsonhlly, and 'affect those with

whom they come into contact. 'I'hrough preservice tsachers, educat:on cxtcnds to boih chxldren

" and adolescents Thus, a use.ful vehlcle for teachmg out to other students is via Youth

| Counsell_mg, thus providing the faclhty to address thtf-._ chﬂd/adolcscent subculture.

A Youth Counselling prograin as deseribed by Skuy & Marcus (1982) is a hdlistic, innovative,
paychocducatlonal intervention in whu:h Youth Counsellors with no formal quahﬁcatlons in

psychologrcal mtewentlons, are utzhse.d to address the emotaonal needs of pupils whose academic

functlomng is inadequate. Since Guldance is @ su_bject in __wjnch person_ai values, respect and

personal _charactm_-iétics are imparted, it seems likely that student/teachers of Guidance are

sensitive ar‘id responsive and it is thus particularly appropriate that a group of university students

. training to be Guidance teachers, are participants in a Youth Counsellmg program whercby their-

own personal growth and 'ielf-actuahzatlon may be emhanced In turn, thls may result in then- '

| unpr()ved general as well as profcssnonal ei'fet:tweness Once the needs of belongingness, love

and esteem are satisfied, the individuals are released for Further perso‘nal development and self-

actualization (Kelley, 19’?5) In fact, (.hange isa contmuai pracess which is enhanced through the

| ‘helping of others As stated by Karen Horne.y (1950 p 156),

' “My ownt behef is that man has the capacity as well as the desu'e to develop his potentialities
and become a decent human being, and that these deteriorate if %iis relationship fo others
and hence 10 himself is, and continues 1o be, dzsu:rbed. H belm'e that man can change and
keep on changing as long as he lives".

Since _there isa sxgmi‘icant relatlonshlp between the pupil’s affective functioning and academic

achievement (Ja'me,s et al,, 1991a; Lawrence, 1_985: Murfitt & Thomas, 1983; Sto_tt, 1981), a

negative perceptibn.'df self frequently results in low school performance (Purkey, 1970; 1984;

“Rogers, '1961}.. On the other hand, repeated iii'ilure experiences may frequently d_epfess tﬁe-

pupils affective functioning, for example self-esteem (Charlfon & Terrell, 1987 Craske, 1988),

The self plays a dynamic part in the maintenance and enhancement of motivation, which itself




plays an important role in learning (Adelman & Taylor, 1983; Gr'olnick, Ryan & Deci, 1991;

Marsh, Byme & ShaveIson, 1988) and feelings of incompetence may be increased by not being

ahle to manage at school (Skuy et al 198”)

Thus, attempts to meet successfully the educational needs of pupils will necessitate attention

being paid to pupils’ affective as well as cognitive noeds.  Whilst the latter needs are often

recognised, the attention given to the former is often scant and inadequate (James, Charlton, Leo

& Indoe, 1991b). The _}ircsent study addresses itself to just such a need - the emoti_oriai hspect

- of the child, rather than her/his scholastic/cognitive aspects. The Youth Counselling program is
a muﬁti-pronged mu]ti-_faceted approach which is ultimately directed towards children whose
leﬁrning poses a problem, and whose self-concept is Jacking. At the same time, the intervention

proposes to exert beneficial effects on those individuals who petform the role of Youth

'Coun_sellor. _
2 . REVIEW OF THE LITERATURE
21 Ilieffeetiveness of unidimensional appmachés

In attempts to improve their poor academic performance in schools, some pupils have

encountered so mary failure experiences that they no longer hold beliefs that they can succeed.

Bereft of these convictions about personal efficacy (locus of control) and .acadcmic_ ability.
(academiﬁ self-esteem}.. it is likcly. and understandable Lhat pupils become uninlerested in and

uncommitted to their academic tasks, Their Failure 'expericﬁces are likely to have inculcated
unhelpful beliefs in their minds about theﬁ- *sclty’ (James et al., 19912 1991b). Howevér, the.

effect of [ailure on the pupil’s scl't’-concept is a function of the interaction of her/his temperament

with failure. thus, the effects of failure on an mdw:dual’s self-concept dlffcr because of the
madequacy of considering personallty characteristics in 1solamm (Skuy, 1992). Affective

malfunctionings often suggest to pupils that further efforts on th'cir part, to improve academic

3
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_performance, are fut_ilé and pointless ('why try, if you are convinced that failure outcomies are

inevitable?). On oecasions where this ‘suggestion’ becomes translated into-a type of learned

helplessness, it is likely to eventuaie as an’ "affective’ bamer to learning which inhibits meamngt‘ul

' academm ach:evement striving, Consequently a polential ‘cycle of fa:lure is created which

reduces self-esteem and inhibits cxpendlture of effort and perststence (Lerner. 1981).

Techniques which are unidimensional and fail to regard the chi‘_ld_ in a holistic way tend to be
ineffective in improving scholastic ability, since the various aspects - learning, emotionat and
educational - of the child’s functioning are ignored (Skuy, 1975). Failure to consider both the

home and the school, and an exclusive concern withr either the e.rrioti'(_)nal or learning components.

" have been teaditionally weaknesses in educational interventions (Skuy, Shapiro, & Gamsu, 1977).

When the divergent fields are insufl‘iciently integrated, the child becomes fragmented and the _
disciplines ineffectual. Accordingly, schooi attempis to resolve the learning diffiultics of these
pupils maj often be unp!;t)ductive unless saiisfaétqu attention is directed. not .t;nly upon the
remediation of academic skills’ deficits, but also tq&ards the removal of ﬁnderlying affective
.malfunctioning (Tames et al., 1991a), Thus, the educator should be oonéerncd with the whole
child. | | |
Mt is iniquitous for us not to undertake this tasff_ As éﬁ'm.arars are we“ca!led upon to educate |

the whole child? If not, who looks after the ncg!ectea! paris? {C‘harlron, Jones & Brown,

1990, p i)". _ '
Improvements in basic attitudes to learning and sell-concept arc central to academic invdlvement
(Purkey, 1984). Sirce the relationship between intellectual and emotional development is. )
important (Molteno, Kibel & Roherts, 1936), it seems appropriate t0 address the  learning
problem chil_d from anp as.pcct other than a purely edﬁcﬂtional one, namely from the emotional
angle. A plethora of research studies have assﬁciatcd various méthodé of counselling.with

enhancement of self~1mage movement towards mlernahty in locus of control and 1mprovcd

academxc achlevement (Lawrence, 1985 Muxfitt et al, 1983; Charlton et al,, 1987) Each study
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makes a contribution to the accumulating volume of evidence showing that attention to ihe

“affective needs of p'upils can irﬁpfcwe their academic functioning_. The work of Lawrence (1971;
1985) has contributed a great deal to the increaéiug_ recoghi'tion and ﬁcceptanue of the heed to
~ focus upon the whole child when m_ak;ng arrangement_s.td hclp_' maximise ;‘mpils_’ performance in
- school. In other wbrds. the enhancement of learning skills. is obmbine‘d .with the a]le.wiation'of. .
‘emotional or motivational difficultics for the child’s fuﬁctioning to be maximised within the
| environment. .However,' for a multi'-éiséiplinary approach ta occur in which psychological and

educational skills are mtegratcd interdisciplinary oooperatlon and mtegratlon is requlred in which

the effectweness of the mterrelallonshlps with the environment is cmphas;sed

2.2 The nature of community psjrchology _

It has become increasingly more difficult to separate the individual from her/his socio-political

context and not to view the explanations of behaviour in terms of mﬁltiple settings (Dawes, _1985). o

The appropriateness cf individualised, multi-faceted intrvention programs in the social context

is becoming more and 1iore s'ignificant.._ If one sees individuals as béin'g soclalised within a society. ._
fraught with cohtradictions, intervention would concern itself with & process of resocialization |
which would -attempf to deal with these contradictinnS-. However, if an _individual is socially
coustructed mtervvent:on would necessarily involve structural change not only at the socml-.. -

_ structural level but also at the psychologmal lcvc]

"According to psyChaanab;uc theory, at rhe centre of individuality is a spkt behmd the
boundaries of that split are determining farces, axes around which our everyday actions are
organised. In general, psychoanalvtic approaches move from here to provide the basis far ]

non-essentialist theory of individuality by regarding thesc axes as internalised -early in
development and hence as social in origin (Banton, Clifford, Frosh, Lousada & Rosenthal,

1985, ps4)".

Whilst social structures might change and in the long term lead to possibilitics for an entiched

and fulfilled human experience, Banton et al., (1985) suggest that. along with the construction

of new forms of socnl relatlonshlps socialization processes must “cngaga with all levels of human _
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experience."

Complex interrelgxﬁonships need to be addressed. In the community psychology approach, the |

primary area of focus has moved beyond the individﬁal to the broader coﬁamunity, téking

- gognisance of the socio-political-economic stresses created by their contexts, The emphasis is on .

improving community life where the client is viewed within a specific system. Behaviourial

change is explained as having taken nlace iﬁ'multiple__settings. rather thap as being restricted to -

the interaction between expert and client. ' No longer is the chent viewed as an “isolated"

- individual, but as iis her/his "totality - in r_el.ation 'tq her/himself and to het/his environment, The

| change agent is regarded as any person who, within the context of a relationship, can facilitate

the transformation of behaviour. In the community psychology approach, infcryej:tioh isprovided

to children withiri their communities and families, that is, in their natural envirohment.

Individualised methods and goals, which result in the maximisation of human effectiveness are

stressed since learning difficulties and problems with scholastic performance often arise from the

failure of educational approaches to take bognisancé of relevant individval differences (Skuy,

- 1992). New and more effective ways are used to foster the child’s development and assist.

“her/him in her/his environment, whether in families or school. However, to accomplish this, an

interdisciplinary co-operation and integration is regarded as essential (Skuy; 1975).

23 Nonprofessional manpower as therapeutic agents
Over the past two decades, there has been an intensified awareness that the mental health

profess; =als tend to Iail to meet the needs of ll_argér numbers of target groups (Albee, 1985;

Gruver, 1971; Hahn & LeCapitaine, 1990; Reguir, Goldberg & Taube, 1978). Accor_clfngly the. |

number of peoplé secking help feaches far beyond the number of existing helping services and
mental health personncl who can provide assistance. The increased need for utilisation of non-

traditional manpower is especially prevalent in South Alrica where the suiaplyndémand erisis is
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" overwhelming (Allwood, 1986; Dawes, 1986; Freefnan, 1989; Lazarus, 1986; Seedat, Clocte &

Shochet, 1988; Solomon, 1978). The consequences of this dilemma has extended to education -

where a growing number of educators and counseflors huve recognised an ever-increasing

| denﬁand for counselling services within the school setting, and the prevalent incapacity of school

professionals to meet -thosé needs (Downe, Alimann & Nysetvold (1'986)'. Guttma.ﬁ, 1985). Thus

i philosophy has einergcd whiéh. embodies Miller’s (196%) belief in "giving psychdlogy'away“ and

- focuses upon teaching counseiting skills to nonpmfessionals' who in turn, help others (Gerber & _

Kauffman, 1981; Hahn ct al,, 1990). The application of the concept of giving psychology away

through teaching counselling skills to nonprofessionals seems to be a relevant means for

*contending with the tising demand for counseiling services within the scheol setting (Hahn et al.,

'1990)._ An important proponent of the use of lay pEOf)le in helping roles is Carkbulf (1969), who

states _tha:

"lay people can leam to help as effectively as professionals (p168)".

The use of nonprofessionals is justified with the parailel realization that there are many rﬁore_ '

- suth people potentially availabie than there are professionals, Fon'n.aily. the nonprofessional may

lack skills. However, through life-experience, lifestyle skills may have been acquired. For

example, the community worker indigenous to a poor community has been said to have o Special :

understanding of the viewpoints lifestyle, language and problems of her/his own community

(Hendcrsoh & Thomas, 1990), Th.e nonprofessional is likely to gain access more readilytoa
~ client and may be more .wilh'ng to eﬁtgr hér)his milieu. Frequently, the. p'a.rapmfessioﬁal méy
sﬁrpass the professional iﬁ her/his capacity to motivate and fnvolve peoplc. because of the trust
- which sthe already enjoys and the commu_ﬁity_ knowledge with which s/he is élrcady equipped.
- S/he forms one half of & hrief therapeutic relatibnship within which s/he invests her/his emotional

and practical résources in'an_ a_ttcmbt to assist the client in the rgl.ationship {(P-. *ke, 1990). One

~ of the most important functions of nonprofessional personnel is a "bridging” function, that is a

link between professionals and their target po’pulaiion (Reissmar, 1966). S/he may act zis.”a link
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 between the different aspects of the individual's functioning (Skuy, 1975;" Srinivisan, 1978), for

example, beiween school and home, education and recteation. .

231 Advantages and disadvantages of utilising nonprofessional helpers

‘Depending on who they are and with whom they are working, nonprofessionals have been
- suggested to have certain advantages over professionals. Provacative evidence exists that s_mhe’ '

‘nonprofessionals are more effective than their professional counterparts in working with some

clients. It has been suggested that there are times when counselling by peers may be as effective
ot even more effective than counselling by adults (Hah’zblin, 1974; James et al, 1991a; Rogers,
1983). For example, Zunker and Brown (1966) found that student counsellors were more

effective in counse.  -college students than were professional counsellors.

Although there are definite advantages to using nonprofessionals, potential difficulties emanate -

from using them. While their najvete has been presented as a poteniial advantage of using

. univetsity students, it is also pnssib]e' that it will be a liability. The uﬁsophisticated student could

project her/his own ditficulties onto her/his patients or burden the patient with her/his own

problems. Without intending harm, the non;irofessional' may be tempted to play *therapists” and

- might exploit the relationship to-satisl‘jr her/his own needs. Further s/he might transfer her/his

own life difficulties on to the rclationship with the target -pc.np'ulation. Thus the nonprofessional
needs to be closely monitored and supcrvise'd (Rappoport, 19‘?'?). The training of the

nonprofessional, however, varics depending on what s/e is supposed to do and serve,

2.3.2 University stodents as nonprofesis'i'onal‘ manpower

- Students provide educators with a "natural resource” population of nonprofessionals- and

educational tools with great potential as instructional agents (Ehly et al,, 1980). More and more,

a greater divemitj} of settings are using student paraprofessionals a5 psychoeducational trainers,

8




namely {inancial a;d centres, crisis. lmes, academic advlsmg, *ematlonal studcnt programs

' (Wmston & Ender, 1988). As posited by M;tch‘ell (1966)-, university students are particuiarly

effective with children, Smce thejy can aci in a relaxcd and normal manner ;

N "college students seem to have a pamcular taIent for finding xhe chdd in ius own world
@3'11 )“

Ianversxty students are at a dcvempmental stage during which establ:shmg interpersonal

relatlonships is partlcularly crmcal (Waldo, 1939}, It is suggested that becanse their goals and
interests have not yet cqrstalilsed, students may be m_ore open to change. Personahty theorists

s_ug@t that university students have a signiﬁcént poté'ntial for change and i‘.h'ere isa cdn-tinuing .
search for wayé in which p_cmohality devé[bpment can be faciiilated' {Gruver, 1971}, The stgdeht
volunteers ap.pea:r to have a sense of personal conviction to their work th#t staff or other
Srolunteer workers cannot du.pl'i.cate.. "I‘héy have -q.ua.lities and characteristics-which seem to suit
them to work Wit']i'tmublcdéihdiv.idualés and they Iénd_to mﬁnifest less resisiaﬁcé to and more
motivation fdr. face-to-face contact with patiemts. ‘Poser (1966) found that uni‘vers'it}_ students
wéf_e extremely efféct_ive ;v_ith chronic schizophrenic patients because of the existence of a "naive
enthusiasm®. ~ Because the university studeﬁt cannot rely on prior profen_sional. training or

professional facade, s/he has to use a fresh naive, contmonsense approach which resulls in greater

| flexibility than that of a therapist (Gruve'r, 1971). Anyhow; Rogers (1989c) has postulated that

theoretical wisdom is not a necessary ingredient for a helping relationship. Adolescents in
particular, are more likely to fisten to the opinion and comments of friends (and those who are

slightly clder than themselves) than they are to adults (Good & Brophy, 1980; Hamblin, 1974). |

One aspect of universily students as paraprofessionals in the counselling process, is the use of

preservice teachers who should have the experience of opening their own perspective, making -

~ connections and reflecling upott what happens when they do this. Student teachers should be

enabled to create the kind of situation that provoke students to reach beyond themselves - and




become_. their own téachers- _(Greéne, 1982). Preservice teachers find that personal development |
 experiences are useful for fnqreasing their self-understanding and their pmfemssional:effcct'iveness
(Myrow, 1977). Student Guidance_téachers are uniquely placed to act z';s paraprofessional
c':ounsellms_. _bet:a‘usé tﬁey .présumabiy have.reaSonably clarified their vaiue_ systgms; while
| embarking on enﬁancing the pupils’ unique capabilitics such as p.érsdnal values, respect and

personal characteristics.

233 Impact of counselling attitndes in client relationships.
Facilitaf'ive attitudes are impur_tan_.t in cré_ating the nece‘s#éxy conditions of change in a client. The
- degree 'tq wh_ich a relation.ship.\vhich facilitates the growlh of the other is created, depénds. on
the g‘mwth, undéfsfanding and perspective achiévéd_ b} the helper. The op_ti_mal. helping
rciatioﬁship is the kind created by a pefson who is het/himse‘lf psychﬁlogically mature and who |
s cons.tantly stretchfng and developing her/his c")'v'vn._ fsotentia'li;iés_ in the direétion of growth
(Rogers, 1961; 1989a; 1989h; 1989c; 1989d ), |
"One. way bf assisting the individual to move towards ope:r_ne.'."s io experience is through a
relationship in which ke is prized as a separate person in which the experiencing going on
within him is empathically understood and valued, and in which he is given the freedom to
experience his own feelings and those of others without being threatened in doing so (Rogers, -
19890, p181). | - _
In short, t_hé q:uali'ty of éttentive Ifstcning -(Bﬁrns, 1982; Morey, 1991)_ to’gethef with the |
relationship - speciiically the counseilor’s congruence, unconditional posntlve regard and cmpathy _
- are crucial factors in change .and probably facilita.te.sqlf~realisation (Rogers,. 1989a; 198§d). The |
comparable _relatiqnsh'ip to the person-to-person i‘elatiqnsﬁip develdps in the classroom and the
facilitative a_ttitudes of teachers are most effective in producing significant, independent learning
'_ ﬁy the child (Kirschenbaum & Hendersoﬁ‘ 1989;. Rogers, 1969; 1983; 1989c). The teacher who
is warmly énzotionél and E}épréssivq. respectful of het/his own individuality and uniqueness and

that of the other, probably facilitates sglf-realisatidn much as does a pérent with similar attitudes.
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24 S Status of 'pafapmfesSiona'is | 1éviith respe'ci to youth and peer
| ‘counselling |
Extensive searclies (Data bases .ot‘ Eciucational Resources mfo;rﬁatioh__ Centre, Sacial Sciences
.Citatioh _Inde;x and Psychological Information of the Ame_rican Psychological Assbciatidn).
' Irevealed a dearﬂi of documeﬁted invesﬁgations oﬁ the effects of .'preservice tcachers.ih he]bing
relanonshlps. and Titile on the utlllsatlon of umversnty studenis as paraprofesszonals workmg |
particularly w:th ehlldren Further apart from the artlcles referred to, there is a scant amount
of llteratpre on the subject of Youth Couns_ellmg. _In contrast, peer eounse]l.mg (with the
. emphasis on adolescents or lini,versi:ty .s_tudente) is v'.rei.l'.-r.es.earched. A-]thqu_gh peer couﬁselling
" s a different zispeCt of paraprofessional c_ouns_clling: which is similar in hierarchical St_ruc.ture to
| Youth Counselling, it will, thus be included in thie review. '-FUrthei‘; .'stﬁd'e'nt teechers she're ceftain
| characteristics with adolescent or young aduit peer counseﬂors They are at similar stages of
mlportant Ilfe eoume developmental tasks and psychologlcal nraturity which represent mcreasmgiy _
complex erga_msatnqns of cogmtlve and at‘fcc_:twe_experxence (Silver, Coupey, Bauman & Doctors,
1992) 'Nevertheless', differcncee in their ro'ies exist. In the role ch | Youi;h CeUnseIlof, the
preservice teacheﬂe té'rg'et populatidn are children who are in a ditTeren.t dcvelopmen.tai life
. phase_ from hefminiself, whereas peer counsellors generally target individuals in the same setting

(for example at'school).

2;4.1 Youth Counselling program's -
'All youfh counselling pro‘grafnx are based on the intrinsic u'til'isatipn of natural resources of the
cemmunity, most notab]jr nonprofessional people ffom various spheres (Lawton, 1985; 'Skuy, et
al,,1977). The programs enhance the e#pression and development of the ﬁuton‘omy and personal B
resources of each.individual Thus 1mpurtance is attached to promoting se!f—understandmg,

personal responmbxhty and sclf»detenmnahon as prercqulsxtes of personal growth (Lawton, 985).

u




Youth Counselling, as employed in this study, is a term coined by Skuy (1975) to a_pply_ ta South

African conditions and refers to a program adapted from, yet different to the "Big Buddy’

:ptbgram originally utilised in the United States of America. The cornerstone of both progfams

is "befriending" and is characterised by activities, attitudes and personal relationships which assist

~ pupils with currently experienced concerns, difficultics, c__iilcmﬁias.’ The Youth Counselling

program is a form of the "Big Buddy” program and has characteristics similar to jit. For example, _

the hierarchical structure used to implement both programs is an_alogouéi however Youth

Counselling is different in that it is a far more formal, structured -prdgram than the unstructured

| emphasis of the "Big Buddy" program.

. Recent research on Youth Counseliing focuses on earlier documented: Youth Counselling

programs as devised by Skuy (1975). Youth Counselling was originally developed to targe_t'thc- _

| distincﬁve specific populatibn group ofa me'ntaliy relarded, Ie'aming disabled community. I this

pilot study, sacial competenoe, sell‘-concept and frustration tolerance improved sngmf’ cantly in the

subjects. The Youth Counselllng program was then expanded to mclude children of 1Q range

50 150 and Youth Counscilors from a third year Psychology Course. ‘The re: ults indicated an.

_enhanced inner-directedness in the Youth Counsellors (Skuy et al., 1977) In a study by Skuy &

Solomon (1980) in which both parents and Youth CounseIIOrs were ut;llsed 10 assist children
with learm_ng difficultics, significant changes within the chl_ldren we_re not noted. Skuy et al.,
a 982) réport on a systematic, structured task-oriented Youih Counselling program which focuséd
on and resulted in the enhancem ent of fnends hips and self—conccpt Vassos 1971) demonstrated

that the peer mﬂucnce model namely the Big Bmthcr and Bxg Slster model comparable in.

| function to Youth -Counse]lmg. held great potential for-asswtmg the development of students

more effective behaviour in the school sctting, while at the same time establishing 4 close and

cooperative relationship with older students.
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. 242 Effects of Youth Coun‘_sé]ling and pee_r con_nsé]lin'g iniérventi_on'on"the'

_tmunsellor

Eriksan (1968) identified a number of human -'dcv_e_l.t‘ip.n_l_cﬁtal stages or "life-tasks’ each one of -

 which needs to be mastered before the next is tai:kléd, which by virtue of circumstances the

. individual is fﬁr&:e_d to resolve. Erikson (1968)'su_ggested that the cfystallisation of professional

goals is a major phase of the process of fdentity f@rmation, which arises out of the prdc'ess of

indis#idilat'ion from the selective i-eﬁudiati"nnl and assimif&tién of childhood id.':etitifications._ If so,
then working in the Youth Coﬁr;selling program., can be said to facilitate identity formation,
pamely the 'developnfen;al éequénce in the tranéition'frbm late adolescence to young adulthood.
Besides aiding the -fhdi\_éiduﬁl in cbpin;g '&.las .--éffectiv'e]y as-poséible, assuming the role of Youth
.Couns.el'l.or aids in the déﬁelop_mt:*-_nt' thl:'o'ugh Jife tasks, Stﬁderit teachers fréqﬁcntly expericnce
conflicts .ctsnccrn.ilig role expectatiohs and identity formation and are exposed to new an&
' _.cl'llallenging situations _thalt invﬁlve. genuinely. responsible role taking. | Studiés- show thit a

curriculum that balances role taking experiences and reflection in a systematic way can promote

" both professional skills and psychological growth for preservice teachers (Glassberg, 1978), It

should be pointed out that there are .cont'radict_ions in the research that has been conducted, and
conclusions cannot always be drawn, Cohen, Kulik & Kulik (1982) in their meta-analysis, note
that ._aIthou_gh the literature contains anecdotal reports of dramatic changes in self-concept

brought about by peer tutoring programs, quantitative studies do not support these reports.

 Often, non-professional 'he'lpe'rs gain as much from helping oihem as those they help (Reissman, -

1965; 1966; Gatz, Hileman & Amaral, 1984; Letsebe, 1984; Priddy & Knisely, 1982; Sprinthall,

‘Hall & Gerler, 1992). Indéed,. the "helper therapy" principle states that tL.e person who helps, -

 benefits as much or more than the person who is helped. - Thus the successful counsellor/teacher

may themselves undergo a grovﬁh process. In other words, growth in the child will impact on
. growth in the counsellor (Sk'uyﬂe‘t al., 1977). Peer c'ounsélling programs have proven béneﬁcial
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Gatz et al.,, (1984) claimed that the psychological benefits to the helper are the singl.e most salient -

. enhanced identity formatmrl in college students have been noted (Gruver,1971) Van Rensburg

_interdependent than rion'_?smdent paraprofessionals (Holland & Huba, 1989).

In addition to its academic en_hancemént value, Hamblin (1974) makes important claims for peer- -

not only to the students they'_were intended to help, but to the peet counsellors themselves (de

Vries & Petty, 1992; Leibowitz & Rhoads, 1974; Robinson, Morrow, Kigan & Lindeman, 1991).

characteristic of paraprofessionals. Cotnsellors experience positive benefits in that they beobme _
more psychologically mature and they exhibit greater self-awareness and improvement in
perspective-taking capacity (Skovhoit, 1 974; Sprinthall et al., 1992). Persqnality chén‘ges such és’_

positive 'changes in self-at_:ceptance, greater scifaunderétanding, increased self-conﬁdence and

(1981) estabhshed that trainee teachers gamed lhe ability to relate hetter to their puplls Inone
of th_e few recent studies -mvest_rgatnn_g psychosocial _dcvelopment_ amongstudent _paraprofesslonals,

it was demonstrated that student paraprofessiohals are more autonomous, tolerant and

'Peer: tutdring' programs -strengthen'liﬁks.such -that thé individual’s interacﬁon is maxiniised and -
optimal ﬁﬁictiouing and self-actuélization' is faciiitatcd. _.As stated by Goodlad &'.- Hirst (1989), :
peer tutors benelit from peer tutoring by developing their sense of personal adequacj (Role
'Iheory). The tutor can experience the réspect and admiration of younger pﬁpi_l§ and can enjoy
the experience of s.uccess .in'social're]ationships. Pﬁer tutoring gives tutors a chance to make
direct u#e of kriowledge that they aiready possess and inspire them té seek more of it. This ﬁté
with Geétélt theory which indicates that a studeuts interests are assimilated when the individUa_l

is actively interested in the knowledge.

counselling pfactices; he contends that:
"It is a tool by which pupils can serve their fellows and the school, gaining a sense of worth

as they do it and accelerating their own rate of personal deve!opmem. The very fact of
helping creates a sense of autonomy and worthwhileness, which in zum is spmad amongst
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other pupils, for those who aﬂe helped.ml{y dewe!op.'_the desire to help (p324)".

According to Myrick & Erney (1978), peer facilitator programs are at the heart of a

 developmental approach ta Guidance and cor "-éeliing in which life skills are developed prior to

crisis. Even though the intention of peer counselling programs is "to provide service" to someone

" outside that program, such as younger students, the evidence continues to suggest that training

is treatment. Thus a peer facll program can be an alternative intervension in a Guidance

 and Counselling pragram. (Myrick et al., 1978). -

. On the one hand, in a'study by Willis (1977) with university freshmen/women, results

. demonstrated that personal growth as reasured by the Omnibus Personality Imr_entday; appears

to be unaffected by peer counselling. By conirast, in a peer tutoring scheine, "The ?imliﬁ:t_)

* Connection’, tun thfough Ini_-peﬁai Coliege, London, 35% of the tutors_:repbrted that it gave:

_ 'them insight into how ather people perceivé__ their subject. Some s'tﬁd_ents- reported that it .

develdbed their self-confidence and gave them a seﬁsé of being useful and helpful. Peer adviser
feadbat:k_to an engineering _peci- adviser program' indicated that
e peer advising experience was "very valun: ", They reported improved communication

skills, greater confidence in working with otners, a greater ability to handle stress through
managing a variely of activities, and greater personal insight (Fedor-Joseph, 1992, p177-178)",

 Programs that train adolescents to work in peer counselling roles have been cited as important

vehicles for prom_oting ‘psychological well-being aad énhanci‘ng pérsnnal, interpersonal and
edﬁ'cational growth in the adolescent helpers (Ca_hipbell, 1983). Peer counéélling édolesoents f:an
beneﬁi ina rahgé of ways.. including increased personal growth. greater selt‘-élcoeptanbe and
confidence, ih;prbved communication and .Iisiening skil_ls. and more émpathj (Goldin, 1978;
Henriksen, .199’_1; McManus, 1982). Byrd (1984) demonstraled a significant increase in self-
assuredness, -self-cmﬁdencé and cnthusiésm as well as elevated levels of social .interéction. Tﬁe
use of .pee.rs :in relation to problems and difficulties on the éﬁmpus of the '[:Iniversity o.f.

Witwatersrand was widely valued (Abel; 1979).
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Studies have shown that a factor of psychological readiness in adolescents (14-17 years) maj'

determine which adolescents can enhance their psychological maturity through participation in

a counsellor training intervention (Silver et al,, 1992).  Ego development is one of the ongoing

'_processes in- the notmal 'develbpmental process and refers to the progressive attainment of

_psychological maturity over a series of stages that represent increasingly complex ofganisations

- of both cognitive and affective experience (Silver et al., 1992). A high school peer counselling

- training program showed substantial impact upon the em.otional develo pmén't. ego devélopment R
and seiféconcepts of adqlcst:ent peer counsellors (Hahn et al,, 1990). Further important studics

| havé_ shown that tuloring improves self-concept (Goodlad et al., 1989, Haggarty, 1971 ).

However, in addfticmal- studies (Aﬁthony. 1975 B;cll, 1977 West, 1976), the notion that being a |
' "helpk:f" improved scl(-concept was not supported, Although Mu.llins & Perkins (1973)
demonstrated that l_zndcrgraduatcs' in an innovative program - in the _biolog_ical'sciences; had :
 increases in self-actualization, adequate controls were not utilised. In a study by Goldman &
' .Olczﬁk {1976), an intensive innovative educational .pmgfafn failed to increase the participant’s
level of seltlactualizalion.- Commenting on the apparent non-appearance of a__zj:-.-i-;-ﬁproved self-.

concept, Freyberg (1967) suggests that a non-projective measure of self-concept might be subject |

to conscious defensive control. Freybe’r_g‘s (1967) Buddy System which oceurred in an informal
trtoring scheme  demonstrated no statistical increase in positive self-concept, but an
verwhelmingly -large .propnrtion' of the clders of .the scheme felt that the experience had been
helpful to ihem and all of them substantiated their ré'plies. Some of lie replies, noted Freyberg
(1967), were most thoughtf'ui and insightful | ' |

T learned how to _he{r) and understand others’, I learned how to take care of litle children
- and help them with their problems’,

Studies by Haggarty (1971), Kim, Mcleod, Rader & Johnston (1992) and Yogev & Ronen

(1982), demonstrated the increase of self-esteem, namely the [ecling of self-conlidence, worth,
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invo}véd in trainiug. Studies have demonstrated that peer counsellors hoth enjoy and gain from

increased and their ability to form good relationships improved. Although affective gains are

participation in peer munseliing'programs (Emmert, 1978; Goodman, 1978). However,
' conflicting results were noted by Scott (1991), when he found that & peer ministry training

_ -prdgra'm d:d not 'sig'niﬁc:ant_ly impact on an adolescents ability to respond empathically,

25  Crosscultural helping relationships

The issue in South Altica of counselling in the crosécul tural context is extrcmely signif cant given

~ that those in ‘need of help are frequently from disadvantaged communities and of racial groups

strength, capability and adequacy and of being usetul and necessoTy in the world (Maslow, 1962). - :

" However, Mass {1977) demonstrated no significant changes in self-esteem on paraprofessionals
the experience (James et al., 1991a; - Murfitt et al., 1983; Rogers 1983). Self-confidence is

- difficnlt to measure systematically, studies have shown that empathy is irﬁproved throﬁgh .

different from the helper. The aspect of a paraprofcssmna! and ‘her/his client bemg from a :

different racial group needs to be considered,

According to Scott & Warner (1974 p230)

"Peer counseflors are more helpful when they are from the same erhmc and socig-economic

background as theu clients".
Working in a crosscultural milieu is exceptionally difﬁcult. Cultural factors present subtle and
pervasive confounding .variahlcs - race, sex, age, training and pcrsonality - which inﬂuenoe the
dynamlc process between client and counsellor (Vontrcss. 1981). Numemus problems exmt in
counscllmg minority group chcnts These arise pnmanly from crosscullura! barriers which cause
communication static and distortion in interactions. Differences in racial and ethnic background,

socio-economic class and language patterns all interact to create rapport problems in the
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 strength, ca;:)ahility and adequacy and of being useful and necessary in the world (Maslow, 1962). |

Hewever, Mass (1977) dem_onstfated no si'gnjﬁcant- changes in self-esteem on paraprofessionals

involved in tfaining. Studies have demonstrated that peer co'unselidrzs both enjoy and 'ga-in from

the expcrtencc (Iames et al,, 1991a, Murfitt et al., 1983; Rogers 1983) Self-confidence is
- increased and their abihty to form good relationshlps 1mproved Although affective gains are

'd]ff‘ cult to measure systematically, ‘studies have shown that empathy is improved through

participation in peér counsélling_ programs (Emmert, 1‘975; Goodman, 1978). HoWer, -
conflicting resuits were noted by Scott (1991), when he found that a peet ministry training

program did not significantly impact on an adolescents ability to respond empathically.

25 Crosscultural helping relationships

The issue in South Alfrica of counselling in the crossculural context is extremely significant given

that those ifi need of help are f_requeh_tly from 'disadv_a'ntaged cqmmum‘ties' and of racial groups

different from the hciper. The aspect of a paraprofessional and her/his client being from a

dift‘en_-ent'racial group needs 1o be considered.

According to Scott & Warner (1974, p230)

"Peer counsellors are more helpful when they are from the same ethmc and socio-economic
backgraund as ﬂzeu' clients".

Working in a crosscultural miicu is exceptionally diffi cult, Cultural factors present subtle and
pervasive confounding 'vari_ahles - race, sex, age, traitting and personality - which influence the -
dynamic process beiween 'cli_:cnt and ccjunsello_r (Vontress, 1981). Numetous problems exist in
cdun'sc]}ing minority group dién_ts. ‘These a_rise'primaril_y {from crmscﬁlfural'_ .bar.riers.whi.ch cause
communication static and distortion in interac_tibns. Differences in-racial and cthnic background,
socio-economic class and language pa'ttemé hll interact to treate rapport problems in the

relationship . (Vontress, 1981). Communication harfie_rs result when the counselior is -not
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tognizant of culturai variations in styles and patterns of verbal and nonverbal behaviour (Dillard,

' 1983). 1In fact, the ultimate success or fa" e for counselling to be viable, depends on .th_c

underlying implicit and explicit values of the counsellor (Turton, 1986). Should the coqnsallor_'
consider that all c_iients are the same, s\he runs the nsk of having difﬁcﬁlty in communication,
and thus of not pnwidiﬁg effective assistance (Pedersen, Draguns, Lonner & Trimble, 1981 )-Sue |
(1981a; 19811:‘) emphasises the need fo_r therapists wﬁo bold world views that hre t_é_l_iffefent from

those of their clients to be aware of the bases of those differences, otherwise they are most likely

to impute negative trails to their clients. - Although socio_—psy;ihological Factors will not produce

a smooth conflici-free relationship in interracial counselling, unless the therapist is willing to

examine her\his own internal reactions, for the white therapist working with black ciients, there

isa danger'of being trapped in cultural cliches (Mathabe, 1986). :

If the premise is adopted that acceptance is of vital importance in the establishment of a

-' | psychotherapeutic relatiunship, then the South African expericnce must hiave consequences for

the establishment of black-white psychotherapeutic relationships. Individual contacts between

a White therapist and a Black client contain elements of the overall relationship between Blacks

and Whites in apartheid society and these elements cannot be ighored (Swartz, 1987).

Although apartheid has affected all blacks in South Africa, it cannot be assumed to have similar

psychological effects on every individual. The impact of the sociopolitical situation i médiatéd
through the individual's unique constitutional endowment and its cffect will :vziry with cach
specific individual (Mathabe, 1986), Past experiences of discrimination are likely to affect tﬁc .
therapeutir relationship, C_ounsclldrs need to exa_min_é their own values when .Wor.kin_g'-

crossculturally, They need cultural self-awareness and sensitivity, an awareness of values, an

~ openness to and respect for differing value systems, tolerance for ambiguity, willingriess to learn

and A genuine concern for people with differing values (Fouad, 1991; Pedersen, 1991), Every
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aspect of transference, positive or negative may be difficult for the therapist to deal with because |

~ of her\his own _emotioneladcn response o the injustices of the .muﬁtzy.. For-gxamplc a white
therapist, may elicit a hpstile transference from her\his client b.ét':ause of her\his own guilt at not
| ha{fing suffered as much as the ciient (Swarti; 198.7); in fact, thé; psychology of apartheid is not
simply the psybhology of & supposedly "sick socig'ty“ but is the psychology of op_preséidh, violence,

detention without trial, forced removals, separation of families, huge disparities in income,

nutrition and hea]th care, to name but a few of prewously everyday features of South Afrlcan life.

Although lndlwdual empathy is m:portant to the counselling relationshlp, it is not suff' cient by

| _' 1tsclf. To work with minority chcnts cl‘fect.vcly. counsellors must have insight into thelr own -
attitudes reg'a’fding their clients’ racial and cultural backgrounds, as well as a knowledge of the

socio-political conditions. It is of utmost importance that the counsellor be willing to recognise

 the existence of emotionally distorted reactions in her\himself. S\he must allow her\himself to
| stu&y and bbéerve her\his own attitudes, v_a.lues and prejuﬁices and how they affect the
i)erceptidn of the client. If s\he is mindful of these feeiings, s\he can, insiead of a
coﬁntertransferencé'on a -.cllient’s negétive reaétion, work th’rough' the displaced reactions to the

advantage of the situatibn {Mathabe, 1986),

-Cou'nsello‘r . raracteristics that are vital whéri counselling across cultures, include tolerance of
anxiety in the chent. a manr{'esi ﬂexlblhty in responsc to the client, a reasonable confiderice in
one’s mformanon and bcllef system, and an interest in the chent as a persOn (Sundberg, 1981)
As stated by d’Ardenne & Mahtani (1989, p71), language

‘;oen:ades the entire caunseltmg process and will berray you if you do not genumet)» mvpect
your client's culture®.

| Acocptance of and respect for the client heeds. to be oonveyéd within her\his own cultural frame

of reference, and thus it is possible that therapeutlc ccunsellmg haw far more d:rect intervention

: than is tradltlonally c*xpccted (Draguns. 1981a 1981!))
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3 - THE STUDY

a1 " Rationale, aims and hypbthese's' .

- In light bf the findings previously cited, it would seem entirely appropriate -to utilise an

mtervcntmn mvolvmg non-professnonal Guidence students/teachcrs as change agents ina Youth

| Counsellmg program “The Guidance student is uniquely placed to implement the Youth
- Counse.llmg program, particularly if mnsuiemtlcm is glven to the fact that s/he is in the process

 of Jearning such specific: characteristics as empathy and unconditional -pos:txve regard Whl{.‘:h '

should subsequently be prevalent when practising as teachers, .

Since studies have shown the enhan_cel_ﬁent_ of personal growth and maturity as a function of
participation of Youth Counselling Programs or similar peer counselling programs, it would seem

_ appropriate to. measure the effect the Youth Counselling program will have on the Guidance -

- teacher/Youth Counsellor's personal self-actualization.

Crosscultural couniselling is such a prevalent need in.'Sduth_ Africa today, th'at the relevance of
reasuring the effects of intercultural relationships cannot be undetestimated. Accordingly, the

overall dim was to determine the effects on the Guidance student/tcachers growth to self-

actualization by participation in the Yonth Counselling pl‘ogram_; A further aim was to assess

whether patticipation in the Youth Counsellin g P_rog‘rat_ﬁ affected the Youth Counsellor’s ability

to form and maintain rc!atinnships with individuals of a racial group other than her/his own. |

Thus it is hypothesised that, following a Youth Counselling program :

Program as compared with those of student-teachers not involved;

i Thereis a significant incrcase in sell-actualizing attitudes of student-tcéchers in the

My
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i There s a significant change in the Youth Counsellor’s perceptions of her/his ability to

' form interpersonal relationships with individuals from racial groups different from her/his

32~ Method

321 Subjects

* The subjects were enrolled in the Faculty of Education, University bf Witwatersrand and were

in their fourth year of study. Some subjects had undergraduate degrees and were enrolled for

" the Higher Diploma in Education whereas others were completing their fonrth yeai‘ of study of
a Bachelor of Education dcgree. These rcprescrit alternative routes to qualifying as a teacher,

* although the Bachelor of Education may be a more integrated p_rogi.*am of teacher training.

B .-"_I‘he .expe_rime:ital g’rcﬁp_consiste'd of 35 subjects (Mean age=22.8, Standard deviation =2,3)'v.*]10 o
- were enrolled for General Vocational Guidance at the Division of Specialised Educaticn, Faculty

of Education. 12 subjécts were excluded: 3 subjects cancelled participatioﬁ. in the Guida_nce _

module, 1 participated only in the pretest and not the posttest, and 8 subjects participated in the

-posftest but not the pretest, The control group consisted of 32 subjects (Mean 'age=22,3,

Standard deviation=1,4) who were enrolled in the English Methodology module of her/his

degree/diploma. 20 subjects were excluded: ; cancelled participation in the English Methodology -

course, 11 partit;ipatcd only in the pretest and 8 subjects parlicipétcd only in the posttesﬁ
Subjects registered for both Guidance and English Methodology, and thus eligible for both
groups, were excluded from the control group, while included in the experimental group. |

Random assigniment to experimerital and control groups was not possible, since the subjects

* comprised preconceived entire populations, namely of Guidance students for the experimental

group, and English Methodology students for the control group. Complete equivalence was not

possible because of the absence of a totally matching control grohp. However, the aim was to
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~ provide a control group which was comparabie to the Guidance students and in possession of

similar characteristit:s; * In many resp‘ects; the Guidance students and the English Methodology |

students were similar. ‘Certainly in academic prowess and intellectual ability, their con_'_nﬁetenee
was Ianalogo'us.' quéver, differences occurred in that students selected their teaching subjecis
based on their academ_id :m_ajors_. Students whose undergraduate major had been English were

abcepted for fcgistfafion for English Methodology, whereas those students who had majored in

Psychology were elig'i'b'ie to re‘_g'ist'er for the Vocational Guidance course and thus, -bei:ig p_rcpared

to be Guidance teachers in High School.

: _3'.2';2 - Interveiition

. The key independent variable, intrinsic to the study, was the Youth Counselling intervention, a

compulsory credit for the Guidance module. The Guidance students acted as "big buddies” or

~ Youth Counsellors by being paired with randotnly aflocated "little buddies”, pfimarily from

disadvantaged communitics. 'The "little buddies” were recruited from a s&inplc of pupils with
learning difficulties, attending remedial tuition at the Division of Special Education, University

of Witwatersrand. -

The Youth Coumiel!ing intervention involved a one-to-one relationship based on the principles

of congruence, empaih_y and unconditional positive regard, between the Yduth Counsellor and
a child. The Youth Counsellor was expected fo "_beﬁ‘ierid" the child for at least one hour a week

during mutually convenient times ina variety of settings, over a period of five months. Althoﬁg’h

one hour a week was the minimum stipulated time to spend with the "little buddy”, the Youth -

- Counsellor was free to spend more time if s/he wanted. However, it was felt not to burden the

Guidance student by fotcing further time, the utilization of which being left up to her/him.

Through various activities, the _You'th Counselior became actively involved with and attuned to

- the child in her/his tqlalily. namely with regards to her/his school and home life, attitudes and
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'éctiv_ities,- assets and talents, 'Eﬁ%ph.asis was pl'ac'ed on spdntaneity;_ﬂéi:ibility a'n_d_ u:ii_(jugness._"mé _
Youth Coninééllérs were considered to hﬁve the ﬂi:ility to -communicate with the child in an’
'empathxc, smcere and acceptmg relatmnshsp. Inform al Iearnmg actmties and expencnces could |
be se]ecbed from & booklet entitled Gmdelmes for rhe Youth Counseﬂor (‘*‘;kuy, 1975 - see' _

"_Appencllx A) or concewed mgemously by the Youth Counsallors themselves.

The coritext was. of an-_.é_'cluca:_lionél pﬁamid paradigm in which professionals, g;adua_te students
éﬁd undergradﬁate -nonp.rofcssio'nals were used in a.coop'gr.ativé support systém (Sé_idman & -
: -R'aﬁpapc;i‘t,- 1974). meessibnai supcrvisi'oﬁ and 2 .pre_-iﬁte.rvéntio"n- dfienﬁatioﬁ program were
- provided by 8 tea'm'cbmprising"ah 'educa'ti.onal' psychologisf_, remedial educa'ti‘oﬁi&»f, and graduate
i studen_ts in these fields. Weekly méeting_’s_ Ied by these professic;rials' prb\iid_ed an ﬁppor’tu_r_i_ity for -
Ycufh '.Counsellor's to sﬁaﬁ: feelings aﬁd ideas. The grbup pro'ce'sstemplciyed tﬁe nonchal.'a'nt, ._
' mterachve bi}'!e charactcrlstlc of adelescent groups The mmal tramlng focused upon the slﬂhs |
_requlred to bgcom.e a sympathetl_c-and nonjudgemental listener, attend wntl_: interest to what |
. pupils were saying, encour'agé pupils to axpre.ss theniﬁélvés.' The techniques involved did not

require so much a tralmng as a briefing, As stated by Lawrence (1973)

"Giver a warm, intelligent, lively and .sympatkeuc persanaiw, all that is mquired isa bmef
instruction in principle which con be learned fam‘y quickly ",

Cogmsance was taken of potenua! problems such as over-identification of the Gmdance student

with her/his "little buddy', transgressing thc limitations of the Guidance students’ role as "big

buddy" and difficulties resulting out of the termination of the relationship. Through the weekly
meetings, attempts werc made o control the p_otential'_pmblems and to ensure the ease of

termination..
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323 Measurlnsg instruments

3231  Shostrom Personal Orientation Inventory (POT) (1963)

32311  Description and Application

The fucus of the POI is to measure the phenomenon of sclf~actuél'z;htion (Shostrom, 1964). The

POT consists of 150 fqrdsd—twdchoicg comparative-value judgement items. Whil’c_ the POT has

been'described as a "forced choice” ihstru‘mcnt (Raanan, 1973), such 'is not the case, since -the

-~ format meets the crztena of "paired oppus:tes namely each concept is presented in terms of a

pos1t1ve and a negatlve stabement of the contmuum. or dichotomy under conslderatlon (Knapp,

1976). In resp_ond_mg io :thc POL, the e.xam inee is asked to selcct the one statement in each pair

. that is most true of her/himself. The inventory has twelve scales and 'is scored twice, once for

- the two basuc scales. Inuer-Dlrecnon (127 items) and Time Competence (23 items), and again

for the ten Subscaies whlch measure "conceptually. 1mportant“ elements of self-actuahzat;on.

.. (Shostrom, 1974). The twelve scales are:

i Snppart Ratio - The contrasi between Il'mel"-dll‘ectlon ({I) and Other—d:recnon (0), or

depcndence on self or on others

2. . Time Ratio - The relationship between Time Incom petence (Ti)y:Time Competence (Tc),

~ the degree to which one inlegrates the present with both past and Fature.

3. Self-Actualizing Value (SAV) - Agreement with the values of self-actualizing people as

defined by Maslow (1962) (26 items).

4. | Existehtial_iq(mx) « Flexibility in the application of values or prinbip]es to one's lifc'(3'2 -
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10.

11

12,

" jtems). 'This scale measurcs the ability to situationally react without rigid adherence to

principles. It is a measure of one’s élbilfty to use gnod ]udgm_e'nf in applying these gene_rzil :

pfint_:ip_les. __ '

Feeling ieact_ivit}i-"(l?r) - Scns’itiviiy or responsiveness to one’s own needs and.  ings (23

items).

Spontaneity (8) - Freedom to express feelings behaviorally and to react spontaneously,

ot be.oneself (23 items).

Self-regard (Sr) - Affirmation of one’s self iae;:ause of worth or strength (16 items).

_Se_li'-aeceptance (8a) - A(’_:(;eptance. or affirmation of onesclf in spite of we'akhmses or

| deficiencies (26 ilems).

Nature of Man (Nc) - A constructive view of the nature of man (16 items).

Synergy (Sy) - Ability to integrate or transcend dichotomies (9 items),

Acceptance of aggression (A) - Ability to accept one’s natural aggressiver}ess. as opposed

to defensiveness, denial and rep.ession of aggression (25 items).

Capacity for Intimate Contact (C} - Capacily for warm interpersonal _relatidnships with

other human beings, unencumbered by mzpe’ctatibns and obligations '(28.iter'ns)g

25




: ,J."“;“'.'\_ .

32312  Administstion

“Th¢ PO has been designed as a sclf-administering device, with no time limit to the scale.

.Instructions for the POI are printed on the' form and are read to the subject, so that the
opportunity is pmvided for questions to be raised. Subjects r'és;m_nd_ to the questionnaire by
circling the number on the test forni of those éta_tements in each category ﬁvhich be.ﬁt describés
then_n; Tf fore ﬁm’n one statement is appropriate, then more than one statement can b.e.c.irclcd

in a particular group.

32313 Scoring

Scoﬁhg of each‘l-item re'mains.iﬁdépend_eﬁt 'a'nd_ is intended _té reflect 2 parl;it:ulﬁr facet imliortant o |
in the development of self-actualizing. Scoring oecurs in terms of the two major écalés‘ Time
Compétencé ('fd} .anc_l 'Inn_er-'Directedness (1) and the ten subsbgjes..Since tﬁc majbr sca_lés are
viewed as _b_ei‘ﬁg cIi_nicaily' interpretable in telative terms, they _'ar'e' frequently scen as rat_i_o_s' |
covering the two ‘major areas importaﬁt’ in pefsona] dcﬁgl_bfxmem and interpeféon'al intefaction,

time orientation and support orientation:

Time Ratio: The use of time in a competent way is expressed in a Time Ratio score of

approximately 1:8 as compared to the non-self-actualized Time Ratio of about 1:3,

Support Ratio : The ratio between other-directedness and iﬁner—d_irectcdness is approximately

1:3, in contrast with the non-self-actualized gfoup ratio of approximaiely 1:1.

Self-Actualizing Value (SAV) : A high score indicutes that the individual holds and lives by

values characteristic of self-actualizing people, while a low score suggests the rejection of such

values.
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_ "Exis_tentiality {Ex) : Higher scores reflect flexibility in applica-'t_ion of vatues while iow scores may m1
‘suggest a tendency to hold to values so rigidly that they become com pulsive or dogmatic. - I .
~ #eding Reactivity (Er): A high score indicates the presence of such sensitivity, while a low score o
suggests insensitivity to needs and t‘eéiing#. ' _ - | ' | ' R \.

Spontaneity (S) : A high score measures the ability to express feelings in spontaneous action.

A low score suggests that one is fearful of expressing feelings behaviorally,

 Self-Regard (Sr) : A high score measures the ability to like oneself because of one’s strength s

a person. . A low.score suggests feelings of low self-worth.

Self-Acceptance (Sa): A high score suggests acceptance of self and weaknesses, and a low score

suggests ihabiﬁty to accept one's weakness. It is more diffieult to achieve self-acceptance than

'seIf-reg'ard, but self-actoalizing requires both.

Nait:_:re of Man - Constructive (Ne) : A high score suggests that one sees man as essentiaily good

and one can resoltie the good-evil, rilasc:ul'inf:--fcmin-int.:i selfish-unselfish and spiritual-sensual
dichotomies in the nature of man.. A low score suggests that one sees man as essentially bad or

evil.

Synergy (Sy) : A high score is 2 measure of the ability to sex epposites of life as meaningfully

related for example, one sces that work and play tre not different and that lust and Iové,

selfishness and selflessness and other dichotomies are not really opposites at all. A low score _

suggests that one sees opposites of life as antagonistic.
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- Acceptance of Aggression (A): A hngh score 1rd;cates the ability to accept anger or aggressmn

within oneself as natural A iow SCOE HUELEST3 thc dcmal of such fealmgs,

Capacity for Inﬂmate Contact (C) A hlgh score indicates the abnlzty to develop meanmgful

contactful l'elatIOIlShlpS with other human beings, while a luw scare snggests that one has

- diffirulty with warm interpersonat relationships. -

3.23.14 Rellah:lity and Validity

A number of studles (Shosn‘om. 1964; Fox, Knapp & Michael, 1968; :vicClaln. 1970) based onh

diverse populations from widely dlsparate regions have demonstrated the validity of the POT as’

~ a measure of coﬁcépts considered to reflect "actualizing”. The POI retains validity in attempts

at "faking a good impression”, especially wit}i_ undergraduate studenis whose attempté to *"look

good" produced erratic profilus, Nevertheless, there appears to be some controversy with regards _'

to the valldxty of the scaie D:ft‘cultles with vahdlty were noled by Ray (1 984) disputed to some
extent by Hattie {1 986) and subseq uently realfirmed by Ray (198A). The issues in this dlalogue
concerned, amongst other things, the POFs internal consistency relmbllxtit.s which were well below

thc accepied levels for published tests. Hattie concluded that usc nf the POI for clinical

asst ysment purposes was reasonable, while Ray cautioned about its perils and thought otherwise

(Weiss, 1987). Weiss (1987) indicates that the crigfnal_ validation of the POI has been shown to

be improper since the validation was illogically based on mean values of scores of nominated

subject groups and not on their score ranges. According to Weiss (1987), the POI does not

measure self-actualization, but a weak to moderate correlate. However, Hatlie & Cooksey

(1984) demonstrate that the construct validity of the POI is convinging,

In the present study. intarne! consistency reliability estimates (Kuder-Richardson 20, (Guilford,

1954)) were found to range from high to u'naccep'tahly low. The two main subscales - Time
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" Competence (Tc) and Inner-Direction (I) - have a reliability of 0,49 and 6,80 respectively,

.Hnwev.er, in the case of the Synergy (Sy) and Acc of Aggression (A) subscalcs, some of the items . l R
had 1o variance and thus resulted in unacceptably low internal consistencies, 8
‘Table3.1  TInternal consistency reliability estimates (Kuder-Richardson 20) of the twelve .

subscales of the Shostrom Personal Orientation Laventory, | :

Time Compeienee o | 049
:lnner-.mrectédneés' 080
Seltactunlising Valoe 058
Existentiality 0,46 '
Feeling Reactivi_t_y : . 0,56
N _S_pont_angi_t_y'_ _' R | e 0.59 :
~ Self-regulation - - 0,68 -‘
Selfnﬁccéptance - _ 0.5’2
Nature of Man | 0,12
Synergy 0w ;5_ SR
Acc of Aggression ' 046 __ _ ..:1.
Capacity i‘m_* Contact 042 3 |
Silverstein and Fisher (1973) appear to be the only aul.hors who have reported internal =~ t
reliabilities for each of the POI scales., It is afgued however, that the client group (prisoners) |
used by them might tm:.d to give dgvia'nt and atypical réspdnscs (Ray, 1984). A(;cording' o
' Schwebcke, Luck & Jandrbn (1974); subscales are correlated and have fnoderate reliability,
although studies have shov\;n unsatisfak:tory criterion (item tesi) correlations, Inner-Difec_tion @ h: 3 :'
emerges in a nufnbef of studies as the scale with the highCSt degree 6f fcliahi!il;y.(Fraukehberg, | i |
29 -
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1972), thus this scalc most likely represents the best overall measure of the POL.

A drawback of the POT is that it is based on assumptions about the definition of an emotionally

healthy self-actualized person which could be culture specific and may differ considerably from -

* one subculture to another (Raanan, 1973). However Shostrom (19‘?3) indicat'es_ that high-self-

actualizing individuals are "resistant (o enculturation”. Further, the question. arises of whether

‘measured changes merely reflect a purely intellectual response namely at the't-h_inking'level

(Knapp, 1976), A 'limitation_of the POT is that its applicability depends on the co-opé¢ration of

 the subject as weil as her/his ability to comprehend the siatements. The POT is highly sensitive

" to experiences during the interval between administrations (Knapp, 1976). There is some current

- debate regarding the interpretation of scores, because of the breadth of some of the concepts

3.23.2

beihg tapped, and the lack of speificity of some of the scales. However, these cautionary

~ remarks will be taken into account in the interpretation of the data. Major advantages of the

POT which have contributed to its wide applicability are ils ohjcctivity of measurement, the
positive non-threatening nature of the concepts measured, its resistance to faking and the

relevant "in the now" statement of items and description of the contructs.

Attitude Inventory (AT) (1993)
32321  Description and Application
The Al was developed by the writcr [or this study, Tie AT consists of 10 items divided into 3

different categories of attitudes, each consisting of self-evaluative statements, which are ranked

to reflect the intensity of attitudes, ranging from negative attitudes to pos'itivc'ones.' The focus

~of the first scale of the Al is to measure and interpret perceptions about crosscultural

-rclationships. The additional two scales concentrate on the measurement of attitudes towards
the effectiveness of a helping relationship and towards the effectivencss of a teacher’s role in

education.
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32322  Adminisiration

The Al is self-administering with no time limit and should take about five minutes to complete.

- Tnstructions for the Al are given verbally to the?.subject, giving the subjects the opportunity to

raise any queries. In -fequnding fo the Al the examinec is asked to circle the number on the test:

~ form, the res ponsé being the best description of het/him to the question. If further explanation

Cods needed, thz subject is encouraged to express her/himself.

3.23.23  Scoring

Scoring occurs by rating the statements checked on the 4-point scale, where nugative attitudes

score 0 and positive ones score 3. For example, item 1 which is corcemied w1 having any

| pi'evidus form of friendship with & person of a ditferent race subsumes four ratings ranging from
"Never' (Absenoe' of behaviour, scoring 0) to *Very often’ (most positive level, scosing 3). A low

_score suggests the difficultics peréeivcd by the subjects of establishing a significant helping

rclati_bliship. A high score indicates the subject’s positive perception of her/his ability to establish

relationships of a helping nature, particulatly in a crosscultural context.

3.23.24  Reliability and Validity

~ This instrument was designed on the basis of face validity and has not been published, Thus the
reliability and validity is not well-established, and it is not particularly beneficial to comsider "test-

retest reliability’ and thus the results are limited, As it appears that we are dealing with face

validity dnly, shortcomings exist with respect to the development of the test and the analysis of

-the results, Although information about test-retest reliability is limited, this tool is simple to

administer, can be completed in several minutes and requires little in terms of materials,

Nevertheless, the scale is not particularly amenable to sta_tisti_cal analysis beeausd of its very

nature. Faking and distortion arc distinct possibilities since the subject’s public sel'l’-cqncept 8
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_ being expressed. It is highly likely that the responses received are biased, as any response is
inherently biased to some degree (Cronbach, 1960). As the author is not aware of the availability
of other valid published inventories investigating racial or crosscultural attitudes, the AT was used _

 despite its serious limitations.

3.233 Youth Counselling Final Report :

3233.1  Description and Application

The Youth Counsellor Final Report is a summaty of the Youth Counsellor’s experience of the

3 program The Report is based on guxdelmes provlded to the Youth Counsellor (See Appendlx

B).

32332  Administration

" The Youth Counselling Final Report is self-administered and submitted at the conclusion of the

Youth Counselling program,

32333  Scoring

The Youth Counselling (inal reporis are evaluated qualitatively.

3.24 | Procedure

Conl“dentlahty was guaranteed The subjects were required to complete a Youth Counsellmg'

ﬁnal report (See Appendix B) as wcll as two quesuonnalrcs :

i Shostrom Sclf-Actualization Scale (Personal Oncntatmn Inventory (1963)

i Altxtude Inventory (See Appendix C) (1993)

The two questionaaires were administered toward the beginning of the academic year, in April

~and then again towards the end of the academic year, in October, after the experimental group
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had participated in the in_tefvantion; the Youth '_Ce.unselling prograr. The Youth Counselling -
~final report was completed at the completion of the program. Given the purpose_s_ and setting
of f_h_e project, it was ot feasible to cxe.ft contro} over demographic fa_ctors .Such as family
- background, socio-econontic b#ckgr_oﬁnd, attitudes .towards contemporary social phenomena.,
"_'I'hus:‘ no such control EXIStEd However, since ﬁll the subjects were in 't.h.eir fo.urth. year of
_ univer#ity .étudy, in the process of obtaining teacher status, no difference was expected in the =

.~ results on the two inventories,

3.2.5 Research desi gn and sta.tistics!nl analysls

 The research design is classificd as a quantitative, descriptive design of the hypothesis testing sub-
type (Tripbdy, Fellin & Meyer, 1979), where attefnpis are n'i_a_dc to Iestéblish the relationship
between participation it a Youth Cnunsélling program and the acquisiiion of self~aivaferzess and

' seif-development. Tt is a Pretest-Postiest Control Groub Dcsig_ﬁ_(Camphéll_ & Stanley, 1966),. .

~ where the expérimental .and control groups are compared before and after the expcfienoe of the _
independ.cnt .varia.hlc. narri'ely participation in the Youth Cnunselling program, _ |
The instruments used to compare mean gains are the POI 'and the Al which were administered
to the expeiimental and control grbu-ps 'twiqc_a, before and after the intervention; | that.is towards
the beginning and the end of the 1992 academic year. Extrancous va;'i.ables such as history and

maturation were controlled by the fact that they were [ikely to be operating to the same extent

YA in both the experimental and control groups. The POT and AT were scored as required.

1o .

1 Cronbach’s alpha cocfficient of internal consistency and reliability (Guilford, 1954) was calculated

| for each subscale. A repeated measures analysis of variance was ﬁsed to compare the changes "
o from the pre-. and posttests (o examine whether the pre- and posttests diffcfed from grou]n. to
Lo _ .

group and furthermare to test the pre- and posttest differences. However, difference scares are

~ usually less refiable than the scores from which they are calenlated, and thus real differences may
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.be 'undet_egtable.'"' To ovei'c(_)me this difficulty, the residualized or regressed gain scores were used.
- These scores aré calﬁu’lﬂied by pfﬂdicting the pos_ttést scores from thé 'prefe_st scores on the basis
- of the correlation Betwecﬁ pre- and pmt_test, and then subtracﬁing these. Ppredicted scores from |
| the posttest scores to obtain _:lhe residual gain Scbrés'; Tﬁc efféct of the pretest scores is t'hus
removed from the pdsttest scores, that is thé residual scores are ﬁoé.tteét scores purg_gd' of the
pretest inﬂuence (Kerlinger, 1986), Finally, the Pcafson's_Pm.duct Moment Correla'tidr;x_sf'\'were'. :
~ computed for th_e?OI'ant_l the AI to detém_m_ine' the basis of any relationship -bé'twéén:-..the.

subscales of the Al, as well as any félationship' between the Al and POL

4  RESULTS

41 Introduction

The results .are.p're.sented in three sections. The first section, (4.2), presents the results of the '
'.Sho.strom Personal Oricntation Tnventory in four subsections namely: ~ -

i. The pretest scores on the 12 subscales ;cbmp_aré:{ for the experimental (E) and Control

'(C)..gro.l..lps 4.2.1) o .. ..
it. The posttest scores on the 12 subscales compared [or tﬁ.e exﬁeriment_al and conirol |
groups (422 | | o

i The pre- posttest c_hanges compared between groups (4.2.3);

iv.  The pre- and postlest scores examined within cach group (4.2.4).

Ao The same structure is then adopted for the analysis of the Attitude Inventory (Sections 43.1 -
" 4.3.4). In addition, these subscales are then intercorrelated (4.3.5). In the third section (4.4), -

correlations between the  POI and the AT are analyzed.
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A

421 'Intérgi‘o'upi cbnipﬁriédﬂ-nf pre'téfst" scores on the 12 subscales of ﬁihg

Persona] Oruentatiml Inventory

The TAW SCOTE means and standm'd deviations for the subscales of POI1 aﬂmmlstered oh the two

.testmg occasions, the pretes_t and the _posttest, [or the experimental and control grqup_ are

presented in Table 41 Although results of Analyses of Variance (ANGVA) showed the

d.ifferen'écs were not significant for any of the twelve scales (see'Appehdix D), the difference in

'means for the Self-actualizing scale (SAV) approaches significance (p<0.06) in favour of the

- experimental group. Furthermore, the experimental group -tei;ded to score above the control

group dn six of the twelve POI scalés (see. Table 41, Figure 4.1 & Appendix D) n.amél'y Toner-

Dxrectedness (I) Self«actualxzmg Value (SAV), Exustentlalxty (Ex), Self—regulatlon (Sr), Nature'

_ _of Man (N) and Synergy (S), and vice versa; the control group scormg hlghﬂr than the -

expenmental group on the sther six scales Thete is no concluswe or consistent trend in favour _

of elther of the gmups

It cannot be assumed that the scale of the ratio of Time Cdmpetéﬁce (Tc)and the rat'io"af Inner-

: Di'nectedne.ss (I_’j appmﬁmate .équél' in'terva]s 'I‘hus although an ana]ys:s of variance was

calculated the resuits Vo rat:o scales should be wewed with caut:on As stated by Shostmm _

| (19'}'4) in the POI Manual, the complexmes of caiculatmg the measures of ratjos of two scales

cantiot be forgotten.
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Table 41

Time Competence

Time Competerice
Ratio

Inner Dimtedmss

“-"“PPOI_'t.Rauo

Self-actualising Valoe

Existentiality

Feeling Reactivity

. Sponﬁamjty

Self-regulation
Self.acceptance '
Natuve of Man

Synergy

Acc of Aggression

Cupacity for Contact

Sample Siize

- MEAN

Cc

15,64

050
80,44

081

19,56
20,33

1545
11,82
136
1464
1144

711

16,82

19,55

1

14,74

063
‘84,16
05

21,43

21,05

15,13

11,74
11,67

14,32
12,19

7,91
1591

18,55

22

PRETEST
- C

242

023

81

0,19

2,46

308

2
1,83
356
250
101

1,27 .

343
2,91

11

SD
E

2,96
12,09

024

349"

3,17

2,47

38
1,60
0,9
2,69

am

229

270

Pomsr

MEAN

c

14,18 14,48

o

83,89

| 053

19,22

20,78

1573
1218
12,55
1491

13,33

767

17,36

19,64

131

E

0,69
84,63

0,53
2129

20,70

16,35

11,83

165 °

14,41

11,86

743
16,36
18,32

2

8D

o

349

0,50 .
8,78
‘0,18

222

4,09

2,24

192

2,51
4,40

3,48

12,81
0,26

2,59

397
1,46
1,12
2,54
341

23

046

- 4,39
311

'2,'69.

Means and standard deviations on the Shostrom Personal Orientiuﬁon
~ Inventory subscales for the control (r=12). and expernmental groups
(n= 23) on the pre- and posttest.
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4.2. 2 Intergroup companson 31’ posttest scores on the 12 subsca]es of the

Personal Orientation Inventory
- To avo_id the objections to difference scores in the pre- and posttests, the posttest scores used
for this analysis have been "'purged of the pretest influence” (Kerlinger, 1986, p311) to remaove

pretest effects approaching signiﬁcance * This effect was achievéd via univariate regression

: analyses of posttesl seores on prctest scores and thereafter the subtraction of prctest effect from'
the posttest on each subscale. The assumption of the homogeneity of the variances of thc two
groups on each of the POI subsczles was checked. O four of the subscales, the variances were '

'fcund to be unequal. On these subscales, tests for intergroup comparisons with heterogenous -

vatiances were computed (S_ee Appendix E). Results of ANO_VA showed that the posttest scores
are not significantly different on any of the PO posttest subsbalgs (see Table 4.1 & Appendix
F) bét\'v_een the two groups. The only two scales to approach a difference at even the 20% level

are Self—actua]izing Vallie (SAVY and Seif-regﬁlation (Sr). Howeve.r, this level is tﬁo- high for &

oons;deratlon of real differences. As expected the Self-actuallzmg Value (SAV) mean is mgher _

- for the experimental than the control group, but the Selfwregulanon (Sr) scale had means wlnch

were not in the expected d:rcctmn (See Table 4.1, Figure 4.1 & Appendix G)._ The posttest

differences on the other POT gcales of the two gro_r;xps are 50 close that it is not possible even {Q

speculate on the implication of the direction of the difference between the means. -
There is thus no support for hypothesis 1, namely that a significant increase occurs in the self-
actuahzmg attitudes of student-teachers involved in the You th Counselling program as comparcd

with Enghsh Methodology studcnt teachers.

4.2.3 Tnvestigation of interaction effects on the 12 subscales of the Personal N

“Orientation Inventory

For the sake of completeness, any changes between ihe pre- and posttests wete analyzed to
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s gnificantly dxfterent from. group 10 group. ona multwanate +alysis of Vanance (MAN O‘ ‘A).

investigate whether there is a trend for changes to be different for the two different groups, in

other wvords, to investigate the presence of a pre- and posttest*group intBracti‘on (see Appendix

: H) Oncf* again, the pre- and post test dlfferences on the POI subscales were not found to be

4.2.4 Within experimental group changes on the 1_2 swbscales of the Personal

Orientation Inv'el_itm-y

Although the researcher subscquent!y tested to mvvestl gate the pre- to posttest changes wnthm the .

' e.xpenmental group, any significant change found cannot be said to be due to the Youth

| Counscllmg.program_ per g2, and thus the results should be rcl.egated to a subsidiary level of

importance, Finally within the expérimental group pre and posttest changes were analyrd viz |

related groups t tests (see Appendix I). Significance al the 5% level was o_bta'ined. on only cne

- subscale, Feeling Reacivity (Fr) for the experimental group. This significant change was not

due to regress:on of thr.. mean because mmally, the scores. whlch caused si gnlt“cance were ot at

the extreme: (Kerlmger 1986). (See Appendlx )

4.3.1 Intergroup comparisen of | pretest scores on the Attitude ‘Inventory

: "subscaiés

The raw scate, means and standard deviations of the thiee Al subscales, namely Crosscultural,

‘Helping Relationships and Teacher Role subscales, on the protest and the postiest, for the

experimental and control group are presented in Table 4.2. Results of ANOVA comparisons
show the dilference in means on the _p're.tcst scores of the Al are negligible (sce Appendix K).
Although not significant, the scores for the control grdﬁi: are slightly higher than those on the

experimental group for two of the three scales, namely Crosscultural Relationship and Teacher

Role. -
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Table 42  Means and standard . Qeviations on the Attiinde Inventbl-} subscales for the
o control (n=12) and e wimental gmups (n=23) on the pre~ and posttests.

I POSTTEST

"MEAN = SD ©  MEAN s

c E C E . € E € E
Crosscultoral - o o - -
Relationship 1791 1771 207 233 1809 1814 221 256
Helping Cross S N
cultweslly 573 576 135 1,00 545 600 113 1,05
- Teacher Role 745 714 069 079 7155 719 652 075
Sample Size 11 21 1n 2 o oz o121

-4.3.2 Intergmup comparison of posttest scores on ‘the Att:tude Taventory

subsca]es

Asin the case of the posttest scores on the POI the posttest scores on the Al were purged of
.the pretest mﬂuence (Kerlmger, 1986, P 311)", After computation of ANOVA tests, these

_ posttest scores were not found m ha significantly different on any af the subscales (see Table 4.2

& Appendlx L) between the two groups although the posttest mean scores mdlcate that the

' expenmmtal and control group-; slightly aItere.d their posmons relalive to each other at the end

of the expcrlmental penod “The expenmemal gmup scored slightly hlgher, although not

'31gmf' icantly so, than the comrol group on two of the three scales. namely on Crosscultural

Relationship and Helpmg Rclatronshlp.

Thus there is no support for Hypothesis 2, namely that 'thc_trc is 4 significant change in the Youth
Counsellor's pereeptions of her/his ability to form interpersonal relatibnshi'pé with individuals

from racial groups different from her/his 'o_wn.




<x

'4:3.3 Ynvestigation of interaction effects on the Attitude Inventory subscales
Once again, for the sake of cqmpleténess, any changes between the pre- and posttests were
~ analyzed via MANOVA to see whether there was a tren‘_d for changes 10 be diﬂ'e’rent for the two

- different groups, in other words, to investigﬁte the presence of a pre- and postiest*group

interaction (see Appendix M), Once again, ihc pre- and posttest differences on the subscales

were not found to-be significantly different from group to group.

' 43.4 Comparison of | intra-experiiﬁental group changes on the Attitude

| Inventory subscales

- Although the researcher sﬂbsequént!y tested to investigaie the pre- to posttest changes within the
* experimental group, any significant change found cannot be said to be due to the Youth

B Counselling program per se, and thus the results should be rclegated to a subsidiary level of

iniportance. Finally, the within group pre- and posttest changes were analyzed via telated groups
t tests (se¢ Appendix N). No significant differences were noted, although a slight trend for the

mean to improve was observed (see Table 4.2),

4.3.5 Investigation of_:effects' of same culture and different culture pairs on the
Attitude Inventory subscales

Two groups were constituted : one consisted of homogeneous racial pairs and the other of
heierogencous racial pairs, Since it was not possible to identify some Iquestionﬁaircs. information -

C -_nnlylls of the pairs was available. Changes on the three dimensions of the Al between the

pre- and posttest were investigated for significant dilferences, between the two groups. However,

no significant dit‘fe.i‘cnccs were noted (F=0,82; df=1,30: p>0.03).
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4.4.1 Correlations betwéen Al and POI

‘The Pearson’s Product Mom :nt Correlations were compnted on the pre- and posttests hgtwﬁen

the Al and POI (sec Appendix G). No significant correlations were cbiained. The Pearson’s -

Product Moment Cortelations were computed on the subscales of Al on pw and posttesting {see

Appendix P), indicating that the subscales were not significantly correlated.,

45 Qualitative results

Subjective evaluations are being -répcrted to givc a fuller perspective on the impact of the

program. Bmpirical observatior: indicated that the Youth Counsellors, like paraprofessional .

counsellors in other fcs::arch studies, both enjoyed 'md gained from the 'éxperience (James et al,,

1991 a; Murfiit et al., 1983; Rogers, 1983), Comments such as these were pvesented in the Youth

Counsellors open-ended final evaluation of the program

I hecame incréasingly patient with her and felt a huge sense of accomplishment extéﬁding myself
in this wéy“; | | N | |

" feel proud of and worthwhile for ‘owning’ 'tﬁis spcciél relationship®;

"] really enjoyed being a “big buddy", having such a super “little buddy®;

"I learned to be very patient with Steve, and to acaept him. uncbndilionally where he was at. My
ability t emtpathise improved with this realization”;

"I thoroughly enjoycd our outings logether, and most especially, the company™

"I did not have to preiend, I was myself; |

' feel very relaxed around F and this helps me enjoy our mectmgs to the fullest";

"I never thought. that T would get so involved in this relationship - it is scary";

"I appreciated and res;aeéted his silence"; "I became a betier buddy as time went on'y.

"I enjoycd being a buddy but cannat come (o terms with the harshness of befrlendmg a person

who aIready has prnblcms",
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"It was informative and therapeutic”, e .
o . : . - . ] : :.f. 3

The time spent with the children varied, some Youth Counsellors used the minimum amount of i oo

an hour a week, whereas others spent a good deal more time with their "little buddies". The i o

Youth Counsellors were extremely enterprising when devising activities with their "little buddics”. 1

The extent of activitics engaged in was vast. The activities ranged from visits to the Planetariom, (BN

200, zoo lake, muscums, Rand Show to. playing. ingeaiously devised games, video games, - ;

mastermind, scrabbie. Some Youth Counsellors enjoyed visiting the park with their “little 3

buddics" while others went to the cinema or baked. One Youth Counsellor even accompanied

her "little buddy” to the shooting range. Occasionallj, a Youth Counsellor helped her/his "little

* buddy" with homework,

LS

5  DISCUSSION

o
3

The hypotheses that participation int the Youth Counselling program will result in a significant

increase in the self-actualizing attitudes of student-tezchers was not supported. No significant -

change in the Youth Counsellor's perceptions of her/his ability to form interpersonal relationships

with individuals from racial grdups different from her/his own was confirmed. Some change | ;

occured in both gfoup_s in terms of self-actualizing attiludes, however, the changes were not in - - :

favour of the Youth Counscllor participants. Thus it appears that thé. teacher training course, _

ovérrode the differences that accurred between the Guidance and Engligh Methodology students _ E *
through natural maturation, chcrihgless, as & hyproduct of the study, certain interesting ‘
findings were fioted, | o .' | g

Before the program hegan, ncither the Guidance students nor ihe English Methodology students _ PO

presented extreme peaks or depressions in the profile; both displayed *normal profiles® at the

_ average range in relation to sclf-actualized and non-self-actualized nom groups. This is a '
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surprising result, since the expectation exists that students who chose Guidance were

psychologically mature with a clearer set of values. This was not supported. Tt is notable that

| ~ both the Guidance and English Methodology students scored well below the mean on one of the

main sca.es, Time Corapetence Scale (Tc), the primary scale correlating with Inner—Directipn @,
reflected in such items as #82 : *I do not have feelings of resentment about 't_hi'ngs that are past”.
Thus it appears thﬁt Sﬁ'uth African students.studyihg to be t'eachcrs, do not cdnde.ntrate on the
present, as does the healthy individual who as defined by the Time Coinpetcn‘cé scale, is .one who
) _ _
. dbleto tle the p&sr and the ﬁ;rure in meaningful .cantinkigi He appears 10 be less
- burdened by guilts, regrets and resentmenis from the past than is the non-self-actualized

person, and his aspitations are tied meaningfully to present working goals. He has faith in
the future without rigid or ever-idealistic goals (Shostrom, 1974, p15)'. _

"As stated in the POI manual (Shostrom, 1974), the non self-actualized person is time -

incompetent, as can be seen by her/his time competence ratio, . The non-actualized student may

be splitting off hér/his past or future and is characterized by guilt, regret, remorse, blaming asd

resentmenits. ‘Thus, the results of this study suggest that the South Alrican prescrvice teacher of -

Guidance and English Methadology centres excessively on the past or the future relative to the

present and tends to misuse, rather than use time. This result could be influenced by and partly
explained by the significant stregs and trauma that has resulted from the socio-political»eodnomic
conditions in South Africa, which likely contributes to the students’ difficulties with focusing on

the present

The sel*'—actuallzmg pcrsons ‘can he characterxsed

a8 kavmg more of an auiGroOmous self-suppamw or heing-otientation, Wkereas heis

other-du‘ected in that he must to a degree be sensitive to people’s approval, affection ond
good will, the source of his actions is essentially inner-directed. He is five, but his freedom
is not gained by bemf & rebel or pmhmg against others and Jighting them (Shastram, 1974
p I 7)" .

Scores on the ratio of the Inner-Direction (I) scale, one of the most reliable scales of the POI,
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inaicate that both the Guidance and English Methudologgé students have not liberated 't'h_eni-s?'elves :

from rigid adherence to the social pressures and social expectations to which normal or non-self-

actualized people conform, They ﬁppéar to be in a dovble bind of not knowing whether to

conform or to act autonomously and probably do neitber very well,

In the -ménual for the POT a 9’?4), Shostrom suggests that results should be interpreted by pairing

the subscales which "seem (o be synergic and represent the balancing that is eritical to self-

actualization® (p20). The Sell-actualizing Value (SAV) scale describes the degree to which the
individual accepts the same values as self-actualizing people accept. A samnle of item from this

scale is #68 : "I feel free to be myself and bear the consequences.” The complementary scale

10 SAV, cnlledExi’stent_ialiiy (Ex) measures flexibility and good judgement in applying values and |

pr_inciples. to one’s own life. A sample item from the Ex scale is #149: 'T can feel comfortable

~ with less than a perfect performance”,

- Although it was determined that the level of maturity of the Guidance stidents was similar to
" that of the English Methodology students, the Guidance students show some tendency to hold. R

and live nearer to values of sell-actualized people than the English students, Since Guidance.

teachers focus on the development of personal vatues and respcct_ whercas English teachers

‘emphasise a more objective attitude, the results are not surprising. Howeve-, their score on the

: pa_ircd subscale to Sell-actvalization, namely the Existential scale, lies close to the standard score

of fifty. FHowever, it needs to borne in mind that the POI has been normed for an American

population, and not for a South Alrican one. Thus, certain 'adjustmcnts need to be made to take

into account the differences belween the populations.

At the start of the Youth Counselling program, the Guidance students scored at or abave the

~_adult norm (standard score of fifty) on five of the scé_les. Scif-actualizing Value (SAV),
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' Spontaneuy (S) Self-regard (Sr), Synergy (Sy) and Capacnty for Int.mate Contact [ )whereas

the English Methodogy students scored at o above the adult norm on four of the scales, Feeling |

Reactivity (Fr), Spontaneity (S), Acceptance of Aggression (A) and Capacity for Intimate Contact

(C): Thus it can be said that, at the start of the program, the Guidance students were not a0
'emeptionally highiy self-actualized group although they tended to live byvalues of self-ﬂcthalizing
| people The.y were competent to have watm interpersonal relatlonshlps and to exprcss fet:llngs a

in spontaneous actlon. a much needed ability for interaction with younger chlldren The

Gmdance students seened to ke themselves because of their own -strangth- as paeple, and they

tended to have the abﬂny to see the meamngful relatedness of oppos:tes It is clear that the

_ pmf‘ les of botk the Guidance and the. Englash Mcthcdology students sh:fted upward at the end -

of the academic year,

The relative growth measured in the scores of the Guidanice students is indicated by the
relationship between their profiles and the adult ncrm. At the end of the acadeiic year, after
- a five month participation in the Youth Counselling program, the Guidance students scored at

. or abav_e the adult norm on seven of the scales (two more than before the program began)

namely: Self-actualizing Value (SAV), Fee]ing Reactivity (Fr), Spontaneity (S) Self-regard (Sr),
Synergy (Sy), Acceptance of Apgression (A) and Capacity for Intimate Contact (C), of which two
scales namely, Fccliﬁg Reactivity (Fr) and Aeéeptance of Aggression (A) were new additions.

Thus, although statisticalljr niot signifiicant, the profile shilted upward at the end of the academic

year, After the Youth Counselling program, the Guir'ance students were more able to accept

aggression within themselves as natural, and were certainly more sensitive to theifr own needs or -

feelings.

However, it nEe'ds to be borne jn mind an increase also occurred in the scores of the English

Methodology students where at the start of the program, they scored at or above _the udult norm
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on four of the scales, Feehng Reactmty (Fr), Spontanezty {8), Acaeptance of Aggressxon (A) and |
Capacity for Intlmate Contact (C). Attheend ofthe program, the Enplish Methodology students- N

scored ;ust below, at or above the adult norm on slx of the scales, - the initial four scales as w:.il

as Synergy (Sy) and Selfurcgard (Sr) Thus'it is noticeable that the increase in the profiles had

little to do with the. YOuth Counsellmg program
The nonsignificant results are congruent with the results of Kim et al. (1992), who state that,

- despite the popularity and the growing number of school-based peer counselling programs, there

has not been any signifi’t:anf outcome evaluatic - “aining to the effectiveness of the programs.

“This is partly due to tha multipurpose and dif!f:-zse objectives of the programs and p_ar_fﬁ; due to

the operational difficulty of emplo_ying._any mearingful control group,

"'The results point to no personality bhange and no development toward self-actualization, apart

_from those which occur naturally in the normal vy . of personality development from infancy

to old age, These changes and developments often depend upon social interactions and reactions

to social dema’nds. Thus, the ctimponents of an individua‘ls 1)erSOnality are .dé_tennined-hy the
- manner in which each of the successive stages are resolved, in _the natﬁral course of time and is
not dependent on a program such as the Youth Cbu_nselling prdgram which occurred only once
a week pvef a five month period, This is congfuent with the inconelusive results obtained in the
' effeciivenesé of vsing paraprofessionals .in the therapeutic process, which nevertheless have a

potential use in 'impmvihg functioning (Skuy et al,, 1980), - These resuls also correspond with |

resnlts of Ross (1987) who found that preservice teachers’ perspectives are the product of a

dialectical process of professional socialization, and the influence of social structural v:a_riables,'

such as teacher education coursework and field experiences was found to be marginai'and did

not produce deep internal changes in the belief systems of the participants.

The five months experience in the Youth Cbunselling program did not induce greater changes

47

5.

P 5
. ¢
L ;
i T
i T !
| |
i - 1
- *
B 4
S i
s
L ]

A ..I' -
R 1
4

N :

R W
.;_I

.

i

:

5

i 1
s

¥

1

kY

i

!

M

H




i the Guidance students towards indcpende.nc& For more discernible hehavibhr to shift, &

longer amount of time may be needed It js important o remember that att;tudes and
perceptions are frcquently reslstant to change and require ume to be modified (Bar—Eh & Raviv,

1982). Interactlo_ns w1th the "little buddies” occutred _f_’or the equivalent of only about aa hour,

weekly, over a five mnnih peﬁod, a shart amount df time to effect m'ore distinct changes ovce |
time. As statad by Skuy et al., (1982). the effects of improved self—concept may need time to - : \

' manit‘est themselves in mtex personal behaviour. B S ' S SRR

The reasons for inconclusive results could be associated with the shortcomings in the measures

 used. There has been s'c')m'.e discussion in the literature about the validity of the POI inventory -
(Sicz & Forest, 1980; Ray, 1984,1986; Hatlic, 1986; Weiss, 1987). The score increases could
simply be a function of retesting, ind:ica ting the POI écores are affected by having responded once
toits questions. | An alternative explanation_is'qff_'eréd by Burns (1982) who contends that the =
'POI may yield only what an individual is prepared o say about her/himself ratﬁer than what s/he
' believes abont her/himself, Where some of the questions are not answered honestly, results are

confounded. -

* Further, the low reliability of the POI subscales (apart from one) Hm.it_s. its validity. .Thus, the
type of sclf-pewepﬁon expected to exist may not have been measured. A further possibility for

the inconclu.ve results is that the posttest was not administered immediately the Youth

i Caunseuihg.;pmgram ended, but 4-6 weeks afier the end of the program, after submission of the |

final evaluation reports. Thus, discernible changes occurring im_media_tely'after the end of the

program, may have diminished somewhat over the passage of time.

It san also be speculatcd that the scales measuring mtegratlon of oppos:tes, such &5 Nature of (\ S

- Man (Nc) and Synergy (Sy) are particularly related to age and levels of huiman experience, and
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-perhaps’ wisdom, not ordinarily ived by young adults (Frankcﬁberg, 1972). Further, it has been

suggested that because of the paucity of items of these two scales, there ié:'mnsiderablc doubt

as to what the 'st_:alt_és are in fact measuring (Frankenberg, 1972, o ' I ' S

According to Tvie (1982), there is a problem in trying to apply the mnoept of self-actualization _

to teacher education as it happens rarely. Not only is self-actualization an ambiguous concept -

one in which the underlying notion of "self" is never clearly defined, but by Maslow's own

admission a rare quality amongst the best of human beings (Ivie; 1982). o DR - L

The non-ingrease in self-actualization may be due to the informal nature of the training for the _ by

Youth Counselling program and it may nof have emphasised strongly éncu’gli the attitudes
needed for students to rémain open and available to environmental changes. However this . R
contradicts repbrts by Lawrence (1985), who suggests that counselling techniques do not require

4 training, but a briefing, provided that the counsellor has a warm sympathetic personality, lively

intelligence and is of sound mental health, -

Participation in the Youth Counsclling program was a compulsory section of the Guidance

module, The fact that participation in the Youth Counselling program was mandatory resulted P
in a fair amount o negative reaction on the part of the Guidance student who appeared to resent [ AT

the imposition. Additicmaliy, therelore participation in the Youth Counselling program was seen sy E

not as & commitment and a pleasure, but as an obligation necessary (o fulfil the requirements for
i | | -a diploma. Thus. the tenets of self-actualization in terms of the use of the Youth 'Counsclling

program were in opposition (o the "obligation” of the Youth Counsellor. _ : o '.-;:l.-_' - -

It is interesting to note that the only result in the study which reflected a significant difference

was the Guidance students’ increased score on Feeling Reactivity (Fr), namely the "feeling area”

:
i
N
[
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(as reflected by both the Feeling Reactivity (Fr) scale and the Spontaneity (S) scale), sensitivity

to one’s own needs. However, this result needs to be considered in the light of the expectatiujl

that, because of the 5% level of significance, 1 in 20 results may be spurious. Thus, the result

“needs to be downplayed to a minor level of importance since it can be speculated that the
~ positive change in the ﬁfe_eiing area" is due to chance. On the other hand, the result could be due
to the passage of time ali_d natural maturation. However, it did not ocour in the English -

. Methedology group, so the Ynuth'Couﬁselling program could have exerted some effect, although

not sufficiently clear-cut to yield a difference from the English Methodology students.

At the end of *he academic year, the Guidance students were more willing to express feelings

towards others in a relaxed and self-accepting way. Although they did not increase on the

reciprocal scale, Spontaneity (8), or the freedom to express feelings behaviorglly, sensitivity to B
 their own needs was ephanced. _'Thc increase in the Feeling Reactivity (Fr) scale in the

experimental group is largely due to the increase of this area in two students. However, no

significance is shown in the difference between the two groups bacause the stafistical analysis
investigates group effects, wuhout taking cognitance of individual scores. Nevertheless, it is

relevant to note that one of the Youth C‘ounsellors, had a partlcularly dll‘f‘ cult "little buddy" thh

immense emotional pmblt.ms and with whom the Youth Counsellor struggled (o remain

connected. At the conclusion of the prgram, the Youth Counsellor reported in feedback, that

she had learnt a great dca!. especihlly in understanding and acknowledging the feclings of others.

The results reached on the Al nced to be viewed with caution. Firstly the smatl sample size of

"big buddies" .wilh cal lurally diffcrent "little buddies" necessarily limits tie validity of the results.

Secondly, the unrclxabnhty nf the measure nceds to be conmdercd since the Iow reliability and

internal consistency render lhe Al questionable. a
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Further, the results indicate that the POI subscales canniot predict scores on Al Again, there is

no intercorrelation among the subscales of the Al so that the AT subscales are meas_ﬁring

 different constructs. The clement of subjectivity and bias needs to be considered, since the effect

of s‘ociﬁf_ desirability (namely the desire of the participants to please the investigator) on the Al

~ may have been of conscqucnce.. Response biases, primarily those which r¢§ult from the tendency

of most petple to present themselves in a desirable light, especiélly in the measurement of an

undesirable phenomerstm may' have affected the-results on the AL People want to t'h"ink of
themselves as possessmg desirable qualities and tend to deny, enther delxberate!y or without actual

- awareness, their soclally un ‘esirable. qualltles (Levitt, 1968). -

-Although the statistical results of this study were not gmficant and did not provide evidence of
effects on racial atiitudes, empitical observation demonstrated that the Youth Counselling

program was the first time that many of the Yoath Counsellors had entered into a relationship

with an mdmdual of another race As Schachter & Butts (1987) stated, the awareness and
: analysxs of resistance in raclal dlspanty can serve as a catalyst fur a developmg therapeutic

| process For students to axpenence that preconceptmns and past expenence colour thoughts and

ideas to such an extent that relationships are affected, i of vital srgmficance in South Africa,

since culturally different values can be obstacles in the development of u relationship (Henderson -

~etal, 1990).

5.1 - Limitations
Certain limitations are evident in this study. Kegreitably, it became evident that the process

variables of the Youth Counselling 'prdgram ‘were not considered, the extent and cjua]ity o.ll:'

 involvement of any given Youth Counselior not having been investigated nor monitored, This

prevenied the ohjective measurement of the effective implementation of the Youth Counselling

program. '
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_'Ro'mantic idcaiism appeared to be present amongst the "buddies”, problems 0(.:(.:t.l.!‘1'i!"lg in .the”

| .over-involve'ment in certain.bf the Youth Counselzlors and their high expectations to facilitate

| 'change in the "htllc buddy" Some Youth Counsallcrs tended to "psychologize” rather than _-
“befnend" and played "theraplst" rather than enjoymg a mutualiy complemantary rclatmnshlp

In certain cases, the Youth Counsellm unmttlngly transferred herlhls own life dlfficultles on to

:'- ‘S‘\: S the contact with her/his "ittle buddy" to- satisfy hcrfh:s own neéds, Smce even a shght ﬂavour of
o thls_kmd_coul_d have diminished the child's trust in he_r/h-lm, it would have been propxt:ous to deal
further with Self-awarc_aness. Althouéh attempis 'wet_'e. .mad.e. to ensure the ease of termi_nation;
the Youth Counseliors found the conclusion .of their relationships diff‘ éult Endings are however,

~hound up with a mlmber of intense feelings (Henacrl n et al, 1990; Kucbler-ROSs. 1987) and

r -
- L can facllltate greater understandmg. |
| |
& - * A severe drawback of this study is the mandatory nature of the Youth Counselling program,

i_ S which was perceived és an.-impmition and profoundly alfected the motivation of certain of the | ) - _ '_

Youth Counsellors, Numerous uncontrolled variables played a role. For example, in the five

months that '-'p'assed beiween the pre~ andi the posttest program participants had matured and

3 devel:)ped in the natural course of life. Thus it is unclear whether the intervening variable isa | w
 Function of the Youth Counselhnﬂ progtam or natural life events. | - rﬂ : E
. /"'\1 _ The Al subscales were not validated and not cotrelated. Thus, the possibility exists that aiawdes N | {‘]
i \'i; purportedly measured by the subscales, were not investigated. Further the POT which is not . “:
1° standardised for South Africa, presented particular drawbacks in that the information was limited - b
j _' | to the written responses of the subjects to prearranb-efi questions, and there .was ﬂms_ little: ' i N ‘

opportﬁnity for greater flexibility in eliciting information. In short, there was a lack of

opportunit; for in-depth probing and possible inconsistencies in the responses of subjects on the

second testing occasion. Furthei, the subscales of the POI depend largely on factors such as




- openness, accurate self-evaluation and honesty of the respondent.

Inferences drawn t‘rcm thns study nced to be regarded wnth caution, since the results are

appl:cable to spec:fw gmups of students at a given timie and p’ace and are thus limited.

6 CONCLUSIONS'AND-RECOMMENDA‘HONS 2
Asa teach'e_-.r, the sensitivity to the individual s unique learmng abilities is esseritial, to taxlor tutor .

behav]c.urs to meet individual needs (Shute Foot & Morgan, 1992). Effective iwo-way

communication is viewed as an educatmnal goal that w:ll dflowa greater understandmg of student

‘needs, thereby helpmg, to create more relevant classroom lcarnmg experiences, Self-actuatization

' stresses ways by which normal (wehi) people can ‘become "weller", that is, how dog paddlers can

becone Australian crawlers, ’I'he greater the actualizing, the nrea ter the possession of attitudes

and va!ues chatactensuc of elfective teachmg The development of learning is mherent in each _

person, who can thus, thraugh her/hls own potentlal create a cllmate: in whlch anoth"r an grow

and change

Young adulis are persons with specific qualities and characteristics who have a participatory and

" responsible role to play, tasks to perform, skills to develop. However, a factor of psycho!ogwal

readmess may determine which individuals can enhance their psychoiogical matunty and .

emotional adjustment through parlicipation in a counsellor * ammg intervention. Emotional

growth is valued as keenly as academic growth ( Vassos, 19’?1) such that every peson is by nature

2 pote.ntla]ly crea .ive being with o unique destiny and wuh resources for gcnume encounters in

the wor! 1 (Moustakaq 1975). chth Counsc]lmg has the ,.otential to releasc buge amounts oi:‘
hitherto untapped energy, because of the many pmnts of contact. Helping through Youth
Counselling results in the enhancemcnt of eonperallon which, in itsell, « tves as 4 means of

teaching re_spect for individual dilferences, teaches the ubnlrty to commumcate cffec.twely, and
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~ helps in the cognitive development of the individual, The co-operation also provides the kind

of relationship in which role modelling is demonstrated. |

" To conceive of education in 00 narrow terms, is to diminish drastically its human valpe and

importance (Goodlad et al., 1989). Youth Counselling may be a means of bringing change

t’wough new ideas and msplratnon because it ca]ls for a new kind of mteractlon and cooperation

amongst all groups All ol' us are hko Al other persons, like some other persons and like no

other pe.s:n. Effective Youth Counselling is based on th_e recognition and appropriate vse of

ali of these throe components - the universal, the groop-spoéil" c ant! the. -unique. - of human

expenenoo These drffcrences and ﬂmdantres undeslie the cultural and racial understanding

essenual for teachers approachmg the twenty first century.

" Recommendations for further res xarch iricludo a Youth Counselling program which is volu_m'axy .

- and not mandatory, of a great_er length than five month.é and more' olosely meaitored. Tt woulu -

be beneficial to be less ambiguous in the definition of the "big huddy’ "role and to set and

ciarify realistic goals for the Youth Counsellor, Meetings between the *big" anu "little" buddes )

at Ieast once a week, but more frequently if possible, shou’ld be encouraged. Prospectwo Youth

_ Counsellors should be given a critique of the dommant ideas within our socicty, so that the Youth
~ Counsellot can be better equipped Lo deal with the realilies of South African life. Future

research should explore the potential for promoting personal growth through a more effective

training for the Youth Counselling program. Future research should also scrutinize fully the

personal tharacteristics of those who choose to become counsellors, linking it with outcome

training. A further suggestion for future research is to determine or develop a more reliable

method of measuring self-actualization which is more appropriate to South African conditions,

It is suggested that further use of the Al is postponed until validity and control studies have

occurred,
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GUIDELINES 'For the YOUTH COUNSELLOR 1" .
i Goals of the Youth Counsell;ng Progxamme

A ohe-to-one relﬂfIOHShlp is formed between o student

- velunteer and o mentally retarded or ¢ scholastically discbled

child.  The goal of the relotionship is for the student *a

‘promote the overall odaptive behaviour of the subject by:

(a) forming and developing a healthy interpersonal relationship

with the client along the llnes developed by Carl Rogers, and
(b) engaging in a variety of educational end recreational

activities, all of which ure designed to promote the learning of

various skills in the client. The gouals are dl,grammutlcully
presented in Figure J«

fhe relationt™ip is a spontuneous”und flexible one, so that

. the vazieous acti- {25 and tools suggested o Youth Counsellors
- may be used on an i iividual basis, i.e. they may be used in a

sequence, and at o time ond place determined by the Counsellor.

‘Moretiver, the actuol choice of activities and experiences will

 _ vary ‘with. the needs of the child - as determlned by the ABRS ond.

~ other measures.

II = Genercl Prlnclples

1. Moximise opportunities For SUCCESS and minimise 1allure
experlences by: . .

- (a) shaglng behuvzour, l.e. worklng from the easy to the-
difficult, and working from weaker—to stronger resporses,

(b)) encouraglng a Chlld to do things that he enJoys can
do and/px is good at. : o

2.  Show the_cnlld unconditional positive regard, ifrespecfiva
of who he is or what he does. You can show disapproval of .
behaviour without showing disapproval of the child.

3. Never disappoint the child. -Keep your promises.  Ensure

that you see the child regulerly.

4. Relote to the child as yourself, Be genuine. You are a

~worthwhile person and don t need te assume @ mask or a role.

5, Try and see thlngs thﬁough the eyes of the child, und try _

to understand his frustraﬂi

ons; feel;ngs of 1nadequacy, as well

as his needs and osplrutlons.
* T

6. Set achievable gOQIS‘in cohjunction with the child.

7. Give the nhlld a shpre in the decis;on process, concerning

what is dane. ///
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Figure ITI

60015 ofthe'vath Counselling Programme
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8. Introduce yourself to the parents, and clwuys obtain :
permission for your errangements. You might gradually become
 familiar with the home situation through your contacts with
- the child, and might naturally come to develop some rapport
with the paorents. To this end, do not set yoursel¥ up as an

expert come to save the child, but as someone 1nterested in
_'co-operutlng with the family.

9, Keep o detailed record af_q11 your plans, problems,
act sities and impressions - gos @ basis for your Report.

.10,  There is no set order, or rigid insisténce'qn'implementatidn
of any of the activities. Use your discretion. Remember, the

quintessence of your assistance lies in the quality of the
frlendshlp you can estubllsh with the chxld

I ACTIVITIES
1. Scholgstic Activities
" These can include infer.alia:

(a) verious gomes designed to promote bas;c scholastic
skills (see section IV},

(b) assiétance with 5chola3tic tasks,

(e) stimulation oF interest in scholustlc skllls by means
of garas and uud;o-v;sual alds.

2. . Soc%alARecreatlgnul Activities
..'Thpsa include inter ulin:'.
(a) activities to promote raspohsibility and cbnfrol;
(b) activities to promote hotivation,
(c). activities to promote social compefence;
_ (d) activities to promote the self-concapt of the Ghlld
- e
(e) activities designed for the profiotion of the relationship

and simply for enjoyment and interest. Pt

(Many activities may combzne some or o)l of the above).

|
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3. Examples 6F Useful Activities

(g) Tours: e.g. university, p0531ble "future career”
places such gs law courts, city hell, police department, fire
stations, airport, post off;ce, Verous 1ndUstr1es, station,

. traffic department, mines etc. -

(b) Picnics |

(c) Movies, plays etc.
(d)' Sportﬁand sporting events
(e) Games:(seé-sectian iV);_
(f) Shopping
(g) Model-making
{(h) Arts and crafts

(i) Reading
(j) Discussions

(k) Nature rambles
(1) Hikes o
eté; ete.

IV - EXPERIENCES FOR CHILDREN IN LEARNING (Abridged)

1. Visual Diéé?ghinqtion s

* Sightseeiqg

Object:

b
'

- To build vxsuql acuity, oral recqll, and motor ca-ord;nqt;on*

to traln acute perception.,

'=The Gome:

 The child is given a picture-list of objects to find on a

trip.. They may be cows, churches, dogs, troins, garages,
fire stations, and moy include objects thet are vnusual

(statue, museum, woterfall) to spice the game. + A variation

is to give a pictorial chart showing items in rrws, The
 player(s) must then find all objects in @ porticular row
or column. '

& What did you see?
. Object: . |

To build visval discrimination and cuditory recall.

i
{
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“up to more.

‘all the things that:were on the tray,

The Gome:

Take any picture, preferably one the Chlld likes.  Look

at it with him.  Then turn it over. The child tries to
tell what he sow in the picturs. Sometimes it is wise to
prompt or give clues. The reverse situation is interesting,
too, where the YC tells the child what he remembers and the
child is encouraged to add ox subtroct from what is remembered.
This game may be vurzed by taklng turns tell 1ng what was

in the picture. . o Lt _

- +_Scrupbook Sallies

Object:

To build visual discrimingtion, auditory), kinesthetic, and

" motor abilities; and to teach an understundlng of structures

and lefﬁ— to~right orientation,

L}

-xThe Game:

'-A pad of large paper, wzth holes punched on one side serve

as a beginning for a scropbook. Use o shoestring or rlbbon
te tie it together. - Place the alphcbet, one letter to a

page, in consecutive order, at the top of each page. Child
finds pictures that start with given letter to paste on each

page. The child may olso drow his own pictures.
+'Take4uquvs; R ' ™ _
Object: .

~To develop visual discrimination and Nemory.

The Game:

Place numerous objects on u tray., Start with o few and work
Let child study them for q few minutes. The
tray is once again put before the child, and he tries to.
figure what has been tcken away. Or the entire coptents

of the tray may be put aride, ond the child tries to remember
He may tell them teo
someone or drow ‘theme Help by giving the child hints to
remembering, such us counting the number of items on the troy,
categorizing them, ete. ' :

+_CoExing .
 Object: .
Ta develop ubstruct *easonang and visuol qc01ty as well as -
‘motor coordinationt. “abrd : 1unﬁel
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The Game: ...—....‘- . - . . .
The child must copy letters and objects which he is familiar

" in his home surroundings, i.e. grocery lists, labels from
cans dnrd cereul boxes, calendars.

+ Fight the Knight | | L - - o <
Object: . -

To develop abstroct reasoning and v;suul ucu;ty as well os
motor cuordznut;on. : :

The Gnme:_

A person draws a custle and secures 1% with o m0at or a wall,
The child, pretending to be the enemy, starts from o cornmer ..°
of the poper with his awmy ond leads it with a marking pencil
., or croyon to the costle. Now he must find a way te scale
: the wall or cross the moat. Should he build a lodder? swim
across? leap?  Whotever method he decides upon, his merking
pencil must follow suit: a stroight line up for o ladder, B
one across for' a bridge, etc. The child who feels that he ' Ha
isn't Ygood et drawing" will Forget his lack of confidernce - - Ff[_:__
as he_;dentlfles with the battle. Tha reverse procedure 1§) v
may be tried.with the child pretending to bes the king who is |
defending his castle. The king is free to put vp whatever
- obstocles he wishes in order to protect his castle. The
ehemy conquers the castle if he successfully surmounts every
obstacle. This is done by taking the marking pencil over
the bridge inside the bridge framework - if the marking
pencil touches the sides of the bridge or goes outside the
bridge, the attack.fails and o new game is started! Marking
- pencil may not touch sides of window which it is trying to
go through; it must swim the moat carefully, ete.

5

ot . ———————

* Flannel Board _ _. _ ' .; . ;; ;.1.'
Object: |

© . This game develops visugl d;scr:mlnatxon, aud;tory d;scrxmlnuﬁlon;
i ~ tactile sehsmt;v;ty, orgl recell, motor cuordlnatznn, oral

i expression, concrete and cbstract reasoning, ability to follow
_ dzrect;ons, and . llngu1$t1c patierns and 1nterpretutlons.

The Gome:

G . _ ' . :

(A : _ Attach o piece of flannel to o board gpproximetely 20 x 30 :
'-kwﬂg : i  inches, ond cut figures, geometric shapes, animals, toys, o
3 letters, or magaozine pictures to be hung on the flannel.

»~ +Cardboard, construction paper, fabric, other pieces of flannel,;
ond even pnpe;‘nopkxns are .suitable for clinging to the

70
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flannel. Place two ob]ects that are similar in ~ row and
one that is different. . The child must find the different -
one. Or place two'ob]ects that are similor, and the child
wust find another like it. The variations are endless for

" teaching colours, numbers, and differences in objects.

4 Geometrics |
Object: S e

L

‘To build visual discrimination, recognition, and concepts.’

ThG Game=

" The training of discrimination betwsen squares, circles, and

triangles paves the way for observing such letters as A; B,
D, Q, ond 50 on. Cut cardboard in geometric shapes and
instruct child to arrange them on the floor or table in
designated patterns. Place two squares in a row with a
circle. Use three circles ond two triangles. ~Swvon these

~may be replaced by actual letters, qnd then words.

+ Hangman

Object:

To teud11efb¢o-rlght eye~hand movementﬁ, to build alphabet
familiority and develop motor covrdinction; to enhance
visval d;scrzm;nat;on.

The Game:

Child copies o word on one piece of puper for his own refexence.
He then draws a scaffold on another piece with the number of
letters in his chosen word represented by dashes beneath the
scaffold,  The idea of the game is to guess the word by

filling in the letters before the ployer is "hung",  Each
correct guess goes on the appropriate dash: ecch incorrect
letter lets the "word man“ put a section of @ person.on the

_ 56qffold.

+ Motches S . | . o : .
Object: )

To build visual discrimination and camﬁrehénsion.
The Game:

Obiécts:are put out for the child to match, This may be o
timed aetivity if desired. Objects to be matched

SR e, .(, e g e s - _— :
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.muy be drawn, and the child draws matchlng ob]ect fﬁr

example, a girl with a skipping rope and another girl

without a rope. The child draws in the rope to make o

moteh, (Stick druwlngs simplify things for non-qrtlsts)
Or vorious cans = tomato soup, tuna fish, peaches - may be

put on a table. Child tries to find « matching can for

each. Magazine pictures are fun to match too. Cut an
advertisement from one megazine. Let the child find the.
same wadvertisement in another. '

+ Puzzlers"

‘ Objact‘

To increasze visucl discrimination ond structuring abzl;ty,
to build spoeial concepts und motor coordination.

' The Game:

Let the child cut out o' few favourite pictures from a

 mogazihe, or do it for him if he connot cut well. . Then
cut the picture inte two or three pieces and have the child

unscramble them and put them together agoin into one complete
picture. Two or more pictures moy be scrambled together

-~ us the child's ability increases. The pictures should:

alvays be big-—enough to handle easily. This may be adapted
to a timed activity. _ -

Auditory Discrimihation

4 Listening Detective

Objept:
To truin for asute hearing perception
The Game:

Have the child close his eyes and listen for sounds axound
him, trying to identify them. This is on excellent game
to try at a playground (o ball bouncing, children running,
carrioge wheels on sqnd dOgs burkmng), or en a trxp.

6..

4 Full House I

Ohiect:

To dévelop listening power by assimilating multiple diractions,

as well as visvel discrimination and motor coordination.

b4
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‘4o form four boxes. He is then told to draw o specific
‘objeet in each box. The game may be made more difficult

pumpkin. . In third, a blue flower. In fourth, o red. bell.

- red opples, etc.

Object:

To develep sensitivity and recognition of sounds shat are
alike ond different; to become awore of rhythm ond metre.

- Poetry is the ugeqold rhythmic egr training, nurturing the

initial sounds; on materiecl with vepetition of words, such

_Ob]ect

The'deéi'

The child is given o sheet of plain paper. He is asked to
fold it in half. Then he must fold it in half once more

by bu;ldzng vp to severol ob)ects 1n edch box.

 Exomple: | o | S E o | | _%

In first box, draw o green tree. In second, an orange

Herder version: In first box, draw a green tree with two

+.Morse_Code
Object:

To strengthen auditory discrimingtion and. perceptlon, as
well as to develop sequenclng.

The que;

While iearnzng the entire Morse Code is an activity generuily

.- suited to older children, ¢ small child can become acquainted .

with a few of the dots and dushes that make up the alphabet
code. Teach a few short words, such as come, -go, stop, or
_hello, after he has bacome fomiliar with the s:gnuls.

+-Poet:x

Ll

The'GGMe:

love of reeding aloud. Draw on material with marked
alliterction so that the child hears the repetition of

as Poe's “The Bells, bells, bells”; and most easily on
simple verses that end in rhymed couplets:

+ Treusurg Trove

To build motor coordlnutlon, ‘auditory d;scrlmlnutzcn, uudltory

perception, and visual acumty.--
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The Game: . ' L _   - o  _ o

In every home there is o treasure trove of objects for
children to find.  When considering words that begin with
o specific letter, instruct the child to toke o basket, bag,

“or box and- find whataver he caon around the house thot beglns

with that letter. There may be ¢ time limit set«

Motor Coord;nut;on._

+ Bfush Away

Ob}ect-

To encourage motor coordlnutlon, visudl dLscrxmlnotlon,
spacial relatlonshlp, colour sensitivity, klnesthetlc und
tnctlle respnnsas. :

The Game:

 The child is given « variéty.of materials with which to draw,

colour or paint. At one time the child may try to colour

within the lines of g picture, but more often he. should be -
_allowed to create freely their own art.:. .
'Examplas'

Finger paints,’ watercnlours, pastar points wzth thick
 paintbrushes, felit-tip marking pencils, chalk, eroyons, ball

point pens in different colours, coloured pencils,_oil paints,
cotton swab sticks, cotton bulls dipped in paint and rubbed
across - all these meke good tools.  Spread paper on the

floorx tu encourage 1orge muscle uct;v;ty.

+ Cntch~as~cutch-cun
Object: '

- To build motor cuord;nutlon, visual dxscrlmznatlan and spacial

or;entat;on.
The Gome:

“Cﬁtch“.éf any kind is excellent for developing motor
eoordination..  Start with a big ball relled on the floor

‘short distances. Work up to throwing it short distances.
- Eventually use a small ball, incregsing speed end distance.

The child moy play by h;mself by thtbwing the ball against

 a wall, stepS, or a coin in a pavement crack.

Th
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o Scrapocoks Golore!

- shirts. He punches two holes on the SIdBS and strings a

‘gonsistency suituble'for-spreading'with finger or stick.

r Bowludrohé;f
Object:

' The cardboard inserts of paper towels, etc. moks superb tenpins
for homemade bowling. Set ten rollers in the traditiongl

+_BUlld—a-letter_.
~ Object:

- Challenge the chiid to find as many-ways to moke letters gs
“he con, vsing a variety of materials. - Suggest he copy his

‘Examples:

‘ Letters may be formed out of cluy, pipe cleuners, shaeluces,
‘pegs, tuothplcks, dough from left-OVer pie p stry. '

4 Puzzlers.

. To build cooxdination, visval discrimination, visual perception,

Object

To bu;ld motoxr coordxnatlon, visual acuity, sequencing, left- E
right orlentotlon, spnc;ul relationships, kznesthet;c ‘response. I

The Game: - .

----—'

The child collacts pieces of cnrdboand €.g. those Used for

ribbon or shoeloce through the holes, tying the book together,
Pages may contain megazine pictures or those drawn by ths child.

Recipa for Homemade Paste:

Mix equal parts flour and water. Stir the mixture to @

To develop motor coordination and visual dxscrzmznatlon.

The Gnme.

bowling triengle on the floor and use a small bull to roll
down the "pins”. :

To develop motor coordination and visual discrimination.

The Gome:

own- initials ox.nawe, which may be e printed on g chart if he i
needs it, :

Object:

7'5'
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' Fngre-ground :ulutxonsths, und concepis of the whole and
'.purts of the whole,

~The Game:

- Cut large colourful pictures from mqguzihes, which do nof
" have too many details. Paste each picture onto cardboard

and cut into four to ten vdd-shaped pieces, depending on

the age of the child. Have the child try to fit the pieces
together to mcke his own puzzle. Difficulty may be increased
by using more complicoted pictures ond smoller puzzle pieces.

-:+'Bu11‘s Eye ..

Object:

To enhance motor coordlnotzon, visual acumty, spoc;dl

. orlentatlon, figure-ground relations.
The Geme: -

_Flll a spray. bottle, such as the type that contains wlndow
: cleaner, with water thot has been tinted with vegetable cooking

dye.  Paoint a bull's eye on an old sheet or large piece of
paper and tack it to a wall or tree. ' From d given distance,
the child uttempts to strike a bull's eye with the water,
Po;nts may be given for hittipng a ring around the center or
For a shot close to the bull's eye.

+ Construction

Object:

e

To .xefine ‘motor coordlnqtlon, tactile awareness, imagination,
sequencing and spaczal relut;onsh;ps.

.'The Game:

The ab;laty to build houses, cities, villages, brldges, castles
with o variety of household objects involves fine mahual

dexterity. Fingers must delicately balance; no loud tclki .m

or heavy breathing, step lightly or the will o' the wisp -
world the ch;Jd has created will suddenly collnpse.

Exumples.-

Decks of cards, toothpicks, struws, buttons, wood blocks from'

" lumber yards, popsicle sticks, pencils, bottle caps,’ plpe

cleaners. _ _ BRI
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Oral Expression

' +.Nhat Does it Meun-to You?

_0b3pct'

_'To bu;ld verbal ablllty, 1mu91nutlon, und v150al dlscrxmlnqtlon.

The Game

 Take any 1nterest1ng plcture from a magaz;ne or book and

ask a c¢hild to tell what is happening in the picture. He
shovld begin by mentioning the mojor details, then the fine
detoils, ond eventually be able to make up a story about the
charucters 1n the pzcture. . o

'+-Chunnel Ninety—Nine

'Object:'

To stlmulnte oral expressxon, motor coordlnutlon, und creative
1mug1natlon.

 The Game:

Any grocery box that features a cellophane punél is tronsformed

inte o home-style television set. There ere two variations:
The easier one is to paste cut-outs or newspaper figures on the
ends of popsicle. sticks. The figure is dropped down in front
of the cellophane "screen" and the young performer speaks the
lines from cbove. The more complicated version is to insert
two sticks through top and botiom of each side of the box.

These may be used as rollers, and the picture is drawn on g long
roll of puper in the sequence of the story. As the story is
rolled aeross the screen, from left roller to right, the
narzator tells the picture story. - A script moy be written

. prior to the performance, if ngired,_which gives the child

on additional opportunity to exercise his readingsskills,

+ Picture Mix-ups
Ob]ect'

To build verbal expre551on, v:sual dlscrxmlnatlon, sequence,
and concepts oF whole and parts of whole.

The Game:
Tuke a series pt plctureb from a comic strmp, on old storybook

or the type of‘mudhzmne ‘guvertisement that builds up to «
message; cut them out, and mix up the orxder they should be in.

—_
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The Gome:

“handled corefully.) DeCOfute-the paper heads as animal or
~ storylond figures. :

Ask the chzld to rearrange them in sequence, talllng the
story as he points to eoch picture. : :

+ Puggafs
Objects:

To build-uudiﬁory sequencing, speech continuity, motor-

cuditory coordination ond to sncourage verbal imdginatien. [

1. Popsicle Puppets: Using left-over popsicle sticks, draw
fuces of story choracters, ond if desired, glue yarn for Heir,
fobric for hots. A simple figure encourtges the viewer to
depend on his imagination. The figures may represent
charceters in a favourite fairly tale, or in o story creoted
by the puppeteer. :

2. Gloveuln-Hand {What to do with the odd glove when its ?'
mate is lost!): Faces may be painted or stitched on the
fingers, so that five actors appear ‘on a single haond. = A

miniaoture stage may be asmull tabletop, with the hand peeping
over its edge. ; . b

3. Sack'Theatre* Small lunch bugs or sacks muy be blown Up,
stuffed with poper -or cloth, twisted ot the opening to
resemble o poper balloon. (Balloons, toc may be used, if

4. ~ Sock Puppetry. A ‘sock is sl;pped over a hund with the
toe tucked into the fist to represent a mouth. Buttons for
eyes are attaoched to the top of the sock, and yarn may be
used for hoir if desired. Sequins, crepe paper, felt and
fabrie can also be used. o | ' '

.~ 4 The Rules of the Game

Object:

Te bUle verballzat;on, memory, sequence, and the abllxty ta
follow directions.

'The dee:

. The child studies the rules to a board game, card gome, sport

or the directions for building something. He is then asked
to instruct the YC in the rules of the gams. He must try
to explein the rules clearly enough for someone new to the '

~ game to be oble to play it.
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APPENLIXB

YOUTH COUNSELLING PROJECT

| OUTLINE oF REPORT T0 BE SUBMITTED BY YOUTH COUNSELLOQ ON
TERHINATIDN OF THE SIX MONTH PROJECT

SECTION I: - The Child

 Include the pertinent.information thnt you.gnined concerning
. _the Chlld = diyectly and indirectly - during your 1ntaructzon

with him. - outline his strengths and h;s weuknesses, his problems

am .--' )

“aird his poss:b:lzt:es. - ﬂ_-.

SECTION II: Development of the Relat;onsh;p

In presenting thls, deal w;th_such issves as res;#tﬁnce-dn the
part of the child, break—through,'rétrpgressioﬁ,'the nature and
quality of the reletionship, progress made.

SECTION 111#:9 Activities'Plunned and Executed

(a) Describe the kznds of uctmvlty {e.g. scholast;c, recreat:onul
- culturel etc )} engaged in, and outlxne spac;f&c getivities.
(b) Hentlon which activities were successful, indicating in what

~ way and why théy were s sessful.

" (¢) Mention which activities were failures; lndlcatzng in what

way aad why they failed.

SECTION IV: The Parents

{a) Descrlba the noture of the chlld—parent und chzld-s1b11ng

relationships. _ _
{b) Describe the nature of the cbunéellor—parént.relatiﬁnshib.
S (c) Indicate the developmsnts and problems;you sav in relation -
?._,f. é ' to (a) and (b). |
. SECTION Vi Achi‘avemeri'i'.s

~ (a) Specmf;c ach;evements in ralatlon to the child (for example

| ' leurnzng patterns, skzlls, 1nterpersonul.relut;onsths, attitudes

confidence, etc.)
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- (b) Specific achievements in relation to yourself - as a pefsoh
‘ond o student, : o '
- SECTION VI: Evaluation of your Performance in the Programme

‘Discuss your performance as a Youth Counsellor. Mention issues.
“such as conscientiousness, feelings of (in)adequacy, hostility,
'conszstency, att;tude( ), enthus;asm for programme/bhlld, personul

| shortccmangs, and your assets and strengtbs

Within this Section, please answer the following questions in
he form in which they are presented. |
1. How many tlmes did you seeé your child?
2. How regularly did you see him?
3. .Nhat is the total numbexr of hours spent w;th hxm’
4. What proportion (uppraximotely} of this vos:
(a) at his home N | o
(b) ot your home
(c) at the university .
(d) elsewhere (for exampie outing)
SECTION VII: Evaluation of the Programme
(o) Discuss the agctunl execution of the Programme in relation
to the central goals, which were (i) to provide students with

a direct experience in a helping relationship with another

humaen being, and (ii)_to demonstrate the value of a pervasive

: dﬁd informel therapeutic relationship, as opposed to more formal

treatmant such as therapy in a consult;ng room/clznlc, or remedlal
training in a classroom. | |

(b) Comment on the orgunisation of the programme, including
'counsellor—interuction,_interuction.betﬁeen the Programme Leader

and Youth'CoUnsellors;_administration; .(compluinfs, grievances,

and positive feelings can be included in this sub-section).

| (c) Suggestions for future programmes.
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Division of Spec:'alfsed Educﬂﬂon -

UHIVERSITY OF THE WITWATERSRAHD JOHAHHESBURG

Private Bag 3, WITS 2050. South Aﬂ-lca . Telegrams Untwits‘ ‘I‘elex 4-271255& 'i‘elephune {al 1} 7!6-! lll ' _ « .

Ref : D21-B:BS2 o o
Tel : 716-5286

Date : March 1982 : m

Qeaf Parent : : ' : '_ . | -i?  :1 A

Your child o ' . has been accepted f‘or
. remediation within the Educat:.on Clinic in thke Division of Specialised : ST
{  Education, University of the Witwatersrand, starting in May 1992, The )
' days on which your child will be involved will be Mondays and Wednesdays b
and the agtual times of appointments will be agreed upon between the
student ass;gned to your child, and yourself. .

- If you w;sh to accept this place, pleass forward the full amount of
- R100-00 to reach us no later than April 10, 1992. If you cannot afford
the fee, you are requested to make written application for a walving,
: reductlon or paying off of fees.-

: In the meantmme. starting early March 1992, your chzld will be allocated. : 1D
e “to a "Big Buddy", who is a graduate Psychology student. This would be - ' S :
N T ' an opportunity for your child to be involved in a helping relationship _ |
which is informal and a preparation for the. later remedial therapy. : ST
THERE IS NO COST FOR THE "BIG BUDDY" PROGRAMME and it would involve alse R =-¢
eithar a Monday or Wednesday or both. If you reguire further o
information. about this programme, please call Ms  Mandia = Mentis -
(71 B~5702) of my department. - : : - A

Please sign both the attached Acceptance Form and the Indemnlty Form and P |
return these to us with your payment of 3100—00._ : !

T If we do not hear from you by April 10, we shall offer this plaCe to _ o
o : another child on the waiting list. _ o s

T

C)? Yours sincerely

MERVYN . SKUY - PhD | | | - S

R Professor of Specialised Educatlon _ - : : _ _ _ Do |
Q. and Head of the Division _ : ' | S

'ﬂu- llnlwmw nf the Witwatersranet u:h:cls ra::lsm .md racial snnreqatlon It Is cumrnuted fe ncn-discﬂmlnatlon pamcularly ini the ¢onstitution
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APPENDIX C

ATTITUDE INVENTORY (Al)

Name

Age___ Dame_________ Sex MF

Course

" 1. - Have you had any form of friendship with a pers’dn of a different race before. If so,

please specify.

Never ~ seldom Quite often  Very often

2 Do you think it is .difficult to form a relationship with a child of a different race?

Impossible Diffi- . Easy : Very easy
cult
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3 Would you feel uncomfortable in a close relationship with someone of 4 different race?

Very uncom~ = Fairly o Fairly;"'-.- . Very
. fortable unconfort- - comfort~ ‘confort-
: : “able . -ahle . able
4. Is your attntudc towards having a close relatzonshnp wuh persons of 8 d:tfcrent race
different from that with persons of the same racial group as yourself?

Very - ' | Fairly_ La_rgely o Ent:l.rely

different different =  the same the same
Y

5. Wbuld.y'ou feel uncomfortable interacting with peop.{'c ol a diffcréﬁf culture?

Very uncom- . Quite - guite Very
. fortable uncom- comfor- . comfort-
xq . _ fortable - table - able




Lo 6. Do you consider it more difﬁcult to pm\nde an effective helpmg relatlonsth to someone' o e o ]
A ' of a dlffercnt racciculture than to someone nf one's own race/cullure? S

Ver.y' . . Quite . Quite R Ver-'y.
diffi-. _ - diffi-  easy easy
cult - . oult T R

TR

7. '_ Do you feel equsppecl to be in a helpmg relatnonshlp with a child with ]earmng _ L o _
dlff‘cult:es? _ o _ - T

vé_ry well- 'Quifé well-  Fairly i1l-  Very ili-
equipped = eguipped f ipped equipped

8 Doyou percewe yourself as someone wh :1 cauld be successful in promotlng a chxld s scIf
concept?

Very success- Quite success- = Quite Very
ful ful _ ' unsuccass— unsucoess-
ful ' ful

—_—r .



9. - As ateacher, how relevant is your role in the socio-emotional growth of the child? =

Very - ... Fairly - -~ Iargely - Totally
relevant ~  relevant. - . irrelevant =  irrelevant

10, Do you consider the forming of a 'cné—tqhne relationship as necessary for classroom

work? o

Absolitely Quite necess-  lLargely . Totally _
necessary . ary . : unnecessary unnecessary

LA N E

o g e e L S e e mmmmn e wm e ey y ;
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Summ:iry results of comparisons of pretest scores on the Shostrom Personal Orientation
Tnventory subscales for the control (n=12,) and experimental groups (n=23),
PRETEST . E AR

'MEAN SQUARE  FRATIO  dL

B R

Time Competence -
Time Ratio

Inner Directedness -
Support Ratlo

. Self-nctuslizing Value

Existentiality -
Feeling Reactivity
Sposntaneity '

. Belf-regulation

* Self-cceptance

Nature of Mon
Synergy :

Acc of Aggression
Capacity for Contact

APPENDIXE

Effect

5,99
0,13

Error

0,12
0,05
3,48

1137

10,23
523
897
11,91
212

B §
- 869

75

Calculations for heterogeneity of variance,

Time Competence
Self-regulation
Natore of Man

- Acc of Aggression

B e e

C

11

0,38

081

1,07

STANDARD ERROR

E

042
047
0,31
0,44

0,76
103
0,69
0,79
4M
- 0,28
0,08

V3

006

1,65
2,06
0,70

095

4,84

193
043
0,381

1;32

132

1;26

S 123
128

1;27
1;32

132
- 132
132
1528
1,28

131
1;31

dfl .

129
319
104
13.5




APPENDIX F

e e e e e e

Summary results of comparisons of posttest scores (with pretest effect removed) on the
Shostrom Personai: Orientation Inventory subscales for the control (n=12) and
experimental groups (n= 23) '

Time C_ompeieme

. Time Ratio
- Inner Dizvectedness

Support Ratio
Self-tctualizing Valus
Existentiality

Feeling Reactivity
Spontaneity
Self-regulatton

- Sclf-acceptance

Natore of Man -

. Synergy

Ace of Aggredsion

Capacity for Contact

' APPENDIX G

0,16

POSTTEST

1;31

MEAN SQUARE - FRATIO
: Effect. Error :
740 - T00 1,06
0,01 0,22 0,05
23,06 71,28 0,32
0.00 0,06 400
727 3,59 . 2,03
1,88 1344 0,14
491 - 4,59 o107
0,67 322 © 021
9,65 3,88 249
0,77 9,13 0,08
088 3,10 0,28
054 1,17 046
6,24 - 6,91 0,90
4,60

004

131

Score variatinas of means ('min'i-mum," maximum) and standard deviations oit the
Shostrom Personal Orientation Inventory subscales. for the control (n=12) and
experimental groups (n=23; for the posttest with the effect of the pretest removed.

Time Competence
inner Directedness

‘Setf-actualizing Value .
- Existentinlity

Teeling Reactivity
Spontaneity
Self-regulation
Self-acceptance
Nature of Man
Synergy :

Ace of Agoression
Capacity for Contact

Min

800
. 96,00
) 25,00

c
Max

19,00

28,00
20,00
15,80
15,00
18,00
14,00
9,00
21,00
24,00

Sp

3,49
9,26

307

4,13
2,24
1,94
1,92
2,51
2,16
1,04
329
3,75

Min

800
- 66,00

17,00
14,00
- 9,00
6,00
5,00
8,00
10,00

4’00 .

13,00

1400

Max.

24,00
28,00
22,00
16,00
15,00

2200

14,00
9,00
24,00
25,00

20,00
108,00 12,75
"2,19

SD
348

438
3,39
2,59
2,63 %
3,95
1,48
137
2,66

3,41

87

gy




APPENI)IX H L
Summary results of cnmpansons of t‘llﬂ’erences between pre- and posttest scores on the
- Shostrom Personal Orientation Inventmy subscales for the control (n =12) and L
experimental groups (n—-23) _ o _ _ _ .
'INTERACTION Emjcr |
.~ 'MEANSQUARE -~ FRATIO  df o
Time Competence 530 34 145 132
Time Ratlo 011 0,06 1,74 132 a
Inner Directedness 26,95 39,83 0,68 126 e
Support Ratio 0,02 0,02 1,29 122 g X
Self-actualizing Value 0,11 - 2,62 0,04 - 1;28 :
Existentiality 196 7,35 0,27 127 ;
Feeling Reactivity 332 3,13 1,06 1332 S
Spontaneity 0,28 1,85 0,15 1,32 i
Self-regulation 7,28 3,06 2,38 - 1132 O
Self-ucceptance 012 577 0,02 ;31
" Natove of Man - 0,16 2,28 0,07 1;28 £
Synergy 2,23 1,01 2,21 1;28
Acc of Aggression © 003 2,29 S 0,01 1:31 -
Capacity for Contact 0,37 4,88 0,08 1;31 g L
o
- APPENDIX I | =
Summary results of wnthm e'xpenmental group comparisons nt’ pre- posttest differences
on the Personal Orientation Inventory subscales for the expenmentai group (n—23) -
E  (df=23)
Mean - Std t-ratio ‘
Dift- - Error
erenice ' ' 3
© Time Competence 026 0,40 0,65 :
Inner Directedness 0,47 1,83 0,26
Self-actualizing Value - 0,14 0,39 0,38 v
Existentiality -0,35 0,56 0,53
Feeling Reuctivity 1,22 0,49 244 * 1
Spontaneity 0,09 0,30 0,22 '
Self-regulation 0,22 0,58 041
Self-nccepiance 0,09 . 0,74 012
Nature of Man 0,33 0,40 - 0,82
Synergy _ 0,29 - 0,28 «1,03
Ace of Aggression - 045 0,37 1,23
Capaclty for Contact 0,23 0,64 - 0,35
.................. Sy i
TPy o N ; J




APPENDIXY

T BT

Pre-and poétteut and difference scores for individual subjects of the experimental group. e e

 Subject Time - Inner Se:r-aauaiiziltg-  Existentiality ' o % "
No - ' Competence  Directedness - Valpe L T o o
Min Max DIf Min Max D#f Min  Max Dif Min Max Diff PNy

1 ¥ 95 2 23 @/ 0 24 2 2 I
2 14 15 1 66 6 3 .21 2 0 14 14 0 Ry
3 17 w0 & . . B 2 4 18 . . B o
13 ¥ 1 . C : b
e .
0

5 14 4

4
5 16 . 20 . % . w 23 23 25 2
6 15 15 ) & 91 ¢ 2 2 3 22 19 A Fa
7 15 1B 2 .. B . 18 . .ooB’ L |
8 18 17 4 98 78 20 24 22 2 25 18 -
L 9 17 2. 3 W04 105 -1 24 24 0 24 2 1 b
SN Coow 15 14 1 8 8 -3 2 19 2 20 18 2 B P
PRI n 14 12 2 g1 7 1 18 18 0 18 15 3 TN )
o 2 9 8 a8 M 0 2 B 1 19 I
13 11w 4 6 8 12 1w 17 A 22
= 13 14 1 - 8 @ 21 23 2 23
(. 15 16 14 2 74 68 22 21 2 15 15 | -
" STI R T T .
' o 6 19 3 16 |
93 a w2 B
101 U n 2 2
25
22

|
~1
it
g

w5
23 1
23 0

0

[
th

-

18 18 19
19 18 17 -
20 14 15
i BV 15
2 14 1
23 10 1
4 19 20

(=

94 21 3
% 23
20 19 a4 19
20 2 0 20
23 24 1 27

66
86
104 108

BIBREED
-FLIO‘!UI--KQOMM\D
ERERBRERN

Gl S




APPENDIX J (contd)

Pre- and posttest and differen_ée scores for individual suhjects of the éxpérimental gromp -_ a
 (contd.). | | S

Feeling

Subject - -

" No

Min

" Reactivity

© Spontaneity

* Self-reguiation

_Selr-aceept_ance _

Max - Diff _Mi{u Max Dlrf'_- -Min Max = Diff - \ 5

RO S O L I

W b yb ek ek s ke -
ZEEURREBEEESIELRELRRES

1_7'
8

16

37
13

16
.9

19

.18

15

17
16
12

14

12
16
18
17
17
9
18

18

16
20

i
1

19

16
18
8

17
16
13
14
16
13

e

13
15
21
22
19
11

18
20

B S N R o W

‘Min - Max Diff

12

8

13

12

14

C13

10

14

16

1

11

- 13

14
8
9

10

16
12
14

1t
13

13

9

13

13

14

14
11

10 :

‘16
10

10

12

a
12

9

7
12
13

- 13
15

o b B ok a s =

L
[AE LY

-2

14

mn

14
14 -
14
12
9
14

13
14
10
Co13

7.

n
10

15
14
1
10
15

15

15
12
13
10
14

13

7

12
15

10
10

10

{0
14

1 14

1

101
4 12

112

2 17
20
2
13

12

12

19
a9

.

4 12

2 14
1 17
3 15
3 12

6 10
3 14
0 23

T :—“‘_‘:_":-I: ——

2

A

-+

0 14
5

3

3

18
11

15.

13

18
20

14

11

21
9
1

13
5
19
8

.13_

17

19

12
12

un
13
2

= S b

-3

1
4
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APPEN'DIXK . o A R

Summary results of comparlsons of pretest scores on the Att-tude Inventory subscales
for- the control {n 12) and expenmenm! Lroups (n-—23)

R o F ot

ST - MEAN SQUARE = FRATIO  of - o R

_ Cross-cuitural i - ' . R | = ',3.
Relatio_nship 027 504 o 0,05 1330 R : A - N, Tl

He!pin.g Cross~ | _ . o S § ; . _"“s.\ '
cultorally 0,01 127 om : 1;30 o : ' S IR

. Tencher Role . 0,70 oS Lz 1

. APPENDIXL

_ - S - Summary results of comparisons of posttest scores on the Attitude Inventory subscales |
el ' for the contral (n=12) and experimental groups (n=23). - =
POSTTEST

_ MEAN SQUARE F RATIO i1
Effect Error :

Cross-cults al o - o
Relationship 0,02 5,98 0,00 1,30
Helping : ' |

Relationship 2,15 116 1,86 1330

bt v e .

Teacher Role 0,91 047 195 130

L=




. APPENDIX M

. Summsry results of comparisons of interactmn eft‘ects on’ the Attitude Inventory
subscales for the experimental (n—'SS) and control groups (n -32) .

INTERACTION EFFECT

MEAN SQUARE F RATIO s

_Eﬂ'ect 3 Error

Crossecultoral

Relationship 0,19 1,40 o014 1,31

Helping ' '
Relationship 0,04 _ 0,04

074 R

Teacher Roie 007 018 001 131

'APPENDIX N

Summary results of intra-exper:mental group cnmparlsnns of pre- posttest dnft‘erenoes
on the Attltude Inventory suhseales for the experimental group (n=23).

E . (df=2%
Mean Std
Difr- _ Error
Coeremee B

Cross-coktoral _
Relattenship 0,41 - 0,36

Tlelping .
Relat_lonshlp 017 0,26

Teacher Role - 005 020

trattp
1,14

0,66
022

93

R - LA  Saaee




APPENDIX O

Pearson’s Product Moment Correlations between the Pers
subsca}es and the Attitude Inventory suubscaies

PRETHST

Time Competence

- Inmier Directedness

Self-actualizing Value

© Existentiality
- Feeling Reactivity

Spontanelty
Self-regulation
Self-acceptance
Nature of Man
Synergy .
Acc of Aggression -
Capaclty for Contact

POSTTEST
Time Competence -
Inner Directedness

- Self-actualizing Value

Existentiallty -
Feeling Renetivity
Spontanejty
Self-regulation
Self-acceptonce

_ Nature of Man

Synergy
Arc of Aggressmn
Capacity for Contaet

Cmé-culturhl elping -

Relationship

0,18
0,14
0,05
0,12
0,17
0,26
0,01
0,00

0,19
- o0

0,15 -
0,16

,09
0,04
0,22
0,14 .
0,00
0,10
03
016
0,05
0,01
0,04
0,14

Relationship

008

0,15
0,13
019
0,00
0,04
6,11

005

A,05
0,08
0,03
0,18

0,15
0,01
‘0;16

0,15 -
0,12

0,09

0,10

- 4426

0,35
0,05

0,08

Teacher .

Role

0,16
0,34
0,00
0,20

010

0,15
0,14
0,01
0,32
0,13
0,00

. 016

032

0,14

0,19
0,11
0,03
6,17
0,32
10
023
0,28
4,16

- 004

onal Orientation Inventory
on the pre- and posttests. )




APPENDIX P

o ‘ ' - Pearson’s Product Moment Correlations ot"A.ttitude.Inventoi‘y subscales on pre- and e B ?
_ _ positests, o _ ' T '

Cross-coltural Helping - Teacher
Relatlonship Relationship  Role -
PRETEST | |
Cross-cuitoral | ' - o ' AN
_ Relationship . B ¥ HD30 . 016 s : - : TN
_ Relationship _ Lo g2t ' :

Teacher Roie _ - 1,00

POSTTEST

Cross-coltural

" Relationship 1,00 0,17 - 002
Helping | S ' -
Relationship ) - 1,00 0,13 _ . _ P

ToncherRole Y L Y

95
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