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ABSTRACT 

The problem of this study was to compare the perceptions of the 

ideal and actual secondary school counselor's role, held by Montana 

counselors and Montana State University counselor-trainees. The study 

attempted to provide the reader with the following information: (1) to 

what extent the counselors' actual role perception was in agreement 

with their conception of the ideal counselor's role, (2) to what extent 

the counselors' and the counselor-trainees' ideal role perceptions were 

in agreement, and (3) how realistic the counselor-trainees' expecta¬ 

tions of the actual counselor's role are. 

The Counselor Function Inventory, constructed by G. F. Shumake and 

M. C. Oelke, was used in this study. This instrument consists of 

seventy-seven functions a counselor could possibly perform in a school. 

The respondents were asked to choose a level of responsibility, from 

five such levels ranging from personally performing the function to 

having no direct responsibility for it, for their perceptions of both 

the ideal and actual counselor's role. 

The data collected from the instrument was organized utilizing 

tables and statistically analyzed with a chi-square test. Findings 

from the study indicated that discrepancies between the counselors' 

ideal and actual role perceptions were generally in the area of con¬ 

ducting research on various aspects of the school environment. The 

counselors ideally want more responsibility for these activities than 

they actually have. In general, it was also found that the differences 

between the counselors' and the counselor-trainees' perceptions of the 

ideal and actual counselor's role were in the areas of counseling-type 

activities and administrative and clerical tasks. The counselor- 

trainees ideally wanted more responsibility for the former and less for 

the latter than the counselors. In relation to the actual role, the 
counselor-trainess perceived the counselors as having less responsibil¬ 

ity for counseling-type activities and more responsibility for clerical 

tasks than the counselors indicated they actually have. 
Conclusions drawn as a result of this study were as follows: 

(1) That Montana counselors want more responsibility for administrative 

and clerical activities than studies in the literature found, (2) The 

role counselors have in the schools is the role they want, (3) The 
counselor-trainees from M.S.U. have a realistic expectation of the 

counselor's actual role in schools. 

Recommendations made by the investigator for further research were: 

(1) Compare the variations in actual role responses of the counselors to 

such factors as school population size, prior experience of the counsel¬ 

or, and the number of counseling credits earned, (2) Determine if coun¬ 

selor-trainees feel they are prepared to work within the constraints of 

the school, (3) Determine if the counselor-trainees feel they are devel¬ 

oping the necessary skills to perform their ideal role functions. 



Chapter 1 

INTRODUCTION 

Counselors who deal daily with students asking such questions 

as Who am I? and Where am I going? are ironically asking the same 

questions as a profession (Giddan, 1975). Since the early sixties 

there has been an abundance of literature commenting on what the role 

of the counselor should be, what the counselor should and should not be 

doing. There have also been a number of studies seeking to determine 

just what it is the counselor does and also what he and his various 

publics believe he should be doing. Three of the factors which have 

provoked this questioning have been the rise of developmental psychology 

in the 1960's, tightening school budgets, and the present emphasis on 

accountability. Most of the articles discussing the counselor's role 

agree at least on one point; if counselors do not define their duties 

they are often given responsibilities which take time away from their 

primary functions and often interfere with students seeing them in a 

helping capacity. Thus Ohlsen (1971:147) states, "The counselor's 

professional role stresses his helping relationships with students, 

staff, and parents. It limits administrative and clerical duties to 

enable him to devote more time to helping relationships and to prevent 

him from being assigned evaluative, judgemental or disciplinary duties 

which damage his relationships with students." 

According to Shertzer and Stone (1963), the problem of role 
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definition which counselors are facing is due to the conflicting and 

often contradictory expectancies of their various publics. They found 

that students perceive counselors as playing a minor role in helping 

them with problems of a personal-emotional nature; teachers see 

counselors as administrators; administrators see counselors as being 

ineffective and incompetent and load them down with extra tasks; and 

parents see counselors as being most helpful programming and handling 

school problems. Shertzer and Stone (1963:136) state that counselors 

must communicate their role to their publics; "Indeed, if he can 

adequately communicate the role expectancies he legitimately can and 

will meet as a professional, his activities and duties will grow and 

expand in a complementary fashion." The scope of such expansion is 

described by Morrill, et al., (1970) who attempted to develop a model 

for counselor intervention along three dimensions: (1) target, 

(2) purpose of intervention, and (3) method of intervention. Counseling 

is concerned with producing positive changes in individuals but the 

target of counseling intervention does not always have to be individuals 

on a one to one or small group basis. Counselors can also focus on 

primary groups such as families and friends, or associational groups 

such as clubs and student government or institutional or societal 

groups. The purpose of the intervention can be remediation, prevention 

or developmental and the method can either be direct or indirect. 

Indirect methods such as consultation with staff, training student 
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leaders, teachers and paraprofessionals have the advantage of stretch¬ 

ing counseling services to reach a greater number of people. 

Thus, although research has shown confusion and disagreement 

over the role of the counselor in the secondary school, the Texas 

Educational Agency (1971) stated that there is general agreement on 

the need for counselors and that confusion arises from the question of 

how to make the best use of the counselor's potential. This agency as 

well as other spokesmen for the field suggest that the counselor broaden 

his perspectives, not limit himself to serving a remedial .function but 

rather to also engage himself in social or institutional change. The 

counselor has a responsibility to serve all students, not just the ones 

with personal problems. In order to reach more students, he or she must 

become involved in the educational process. "Utimately the sole justi¬ 

fication for the presence of the school counselor is that his work 

contributes directly to both the specific and broad purposes of 

education." (Texas Educational Agency, 1971:3) 

However, there is evidence in the current literature that 

counselors are not being prepared to work within the constraints of 

the school nor to constructively modify them. Aubrey (1972) contends 

that counselor training programs have many weaknesses for which he made 

the following recommendations: 

1. Counselor-trainees should not be encouraged to become 

theory disciples committed to a closed system. 
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2. Admissions into counselor education programs should be less 

lenient by curtailing the number of part time students. 

3. Counselors need more training in the school setting which 

occurs at the beginning of their training and continues throughout. 

4. Counselors should consider the total environment of the 

students including homes, youth centers and pool halls and their 

practicum should include experiences in the total environment. 

5. Some of a counselor's training should involve him or her 

with teachers in action oriented programs. 

Similar to Aubrey's article Fraser, et al., (1974) maintain 

that a redefinition of a school counselor's role is necessary due to 

the multiple demands made on counselors and the confused expectations 

of their position. However, they contend that such a redefinition 

requires adequate preparation which should include less theory and more 

emphasis on developing skills to work closely with parents, teachers 

and administrators to provide a healthy and productive educational 

environment for all students. 

STATEMENT OF THE PROBLEM 

The problem of this study was to compare the perceptions of the 

ideal and actual role of the secondary school counselors held by 

counselors employed in Montana high schools during the 1975-76 school 

year to those held by graduate students in the counseling program at 
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Montana State University. To that end, the following four comparisons 

were made: 

1. the ideal role of counselors as perceived by the counselors 

to their perception of their actual role, 

2. the perception of counselors’ ideal role by the counselors 

to that held by the graduate students, 

3. the counselors’ perception of their actual role to the 

graduate students’ perception of a counselor's actual role, 

4. the graduate students' perception of a counselor's ideal 

role to their perception of a counselor's actual role. 

NEED AND PURPOSE OF THE STUDY 

Although current literature is replete with studies of the role 

and function of the school counselor, an area which seems to have been 

neglected is that of comparing the perceptions of the counselor's role 

held by counselor-trainees to those held by people employed in schools 

as counselors. In making this comparison, this investigation can serve 

several important functions. First, Montana counselors could use the 

results of the study to help them determine what they as a group are 

doing in the schools and what they would ideally be doing. This 

information could help the counselors explicitly define their role 

making it less likely that they would perform functions incompatible 

with their goals as a profession. 
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A second important reason for conducting this study is that 

the data collected concerning the ideal role of the counselor as per¬ 

ceived by the graduate students in guidance and counseling can be an 

important indication to the counselor-educators at M.S.U. of how well 

they are achieving thier objectives. Thus, this information could be 

useful in an evaluation of their program possibly indicating changes, 

if any, which need to be initiated and in what areas those changes are 

needed. According to Riese (1969:126), "It is incumbent upon counselor 

educators to identify as clearly as possible the functions of school 

counselors and to establish - as properly as possible - a realistic 

concept of the counselor's role. In fact, a part of every profes¬ 

sional's training should have as its purpose the crystallization of 

functions and role to be played by a member of that profession. To the 

extent that the functions and role are internalized by the aspiring 

counselor, to that extent will he find himself comfortable in the school 

system and feel comfortable in the role he has to play." 

The final purpose of this was to determine how realistic the 

students' expectations are of what they are actually going to face as 

working counselors. Current literature indicates that the problem over 

the definition of the counselor's role stems at least in part from 

counselors having learned programs and theories which are incongruent 

with the goals and expectations of the schools (Pullen, 1973). Thus 

Aubrey (1972) contends that counselors who were never taught how to 
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work with teachers and administrators to bring about change for common 

ends, allow administrators to require them to perform clerical work, 

disciplinary duties, hall patrol, cafeteria supervision, and so on. 

In order to have a program which will educate and train counselors to 

use their skills in an effective way, it is necessary to continuously 

check the perceptions of the people involved in the program. This 

study can make an important contribution to the evaluation by determin¬ 

ing the extent to which the students' expected role of the counselor 

is the same as the actual role of secondary school counselors. 

QUESTIONS TO BE ANSWERED 

This study was conducted in an attempt to answer the following 

questions: 

1. Are there differences between the perceived actual role 

and the perceived ideal role held by Montana secondary school counselors? 

2. Are there differences between the ideal role of counselors 

as perceived by practicing counselors and graduate students in 

counseling? 

3. Are there differences between the ideal and the actual role 

of counselors as perceived by graduate students in counseling? 

4. Are there differences between the actual role perceptions 

of the students and those of the counselors? 
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GENERAL PROCE RE 

The investigator mailed a copy of the Counselor Function 

Inventory (CFI) constructed by Shumake and Oelke (1967) to all the 

graduate students in the school option of the guidance and counseling 

program at Montana State University spring quarter 1976. The instru¬ 

ment was also mailed to a systematic random sample of Montana secondary 

school counselors. The researcher asked for two kinds of information 

from each group. The graduate students were asked to indicate on the 

instrument their perceptions of the ideal role of the counselor and 

also the role they expect to encounter in a school situation. The 

practicing counselors were asked to respond on the instrument as to 

their concept of the ideal role of the counselor as well as their 

actual role. The perceptions of both groups were compared to each 

other and also to the role of the secondary school counselor as 

described by the American School Counselor Association (1974). 

LIMITATIONS AND/OR DELIMITATIONS 

1. In order to have the same size group for comparison 

purposes this study was limited to a sample of thirty-four secondary 

school counselors in Montana. 

2. This study was limited to the secondary school counselors 

employed in Montana during the 1975-76 school year. 
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3. This study was limited to the graduate students who were 

accepted in the counseling program at M.S.U. and who had taken at 

least one counseling course prior to Spring quarter 1976. 

4. Due to the limited number of items included on the 

instrument, a possible limitation of this study was that it did not 

cover all the experiences of the respondents. 

SUMMARY 

In this age of tightening budgets counselors are faced with 

the task of accounting for what they do, of showing that they perform 

necessary functions contributing to the improved educational environ¬ 

ment. Implied in this emphasis on accountability is the need for 

counselor-educators to train counselors who have a realistic role 

concept and who are prepared to work for improvement within the 

constraints of the school. This study hopefully intended to help 

Montana secondary school counselors clarify their role concept, and 

to help counselor-educators at M.S.U. evaluate their program in terms 

of their objectives. Thus, this study hopefully shows what the ideal 

role concept of the students is, enabling the educators to compare this 

information to what they believe that conception should be. 



Chapter 2 

SELECTED REVIEW OF LITERATURE 

In this chapter, a selection of literature related to the role 

of the counselor in education will be presented. The literature is 

organized into three major sections. The first section deals with an 

historical development of counseling beginning with its origins in 

vocational guidance, followed by a review of major legislation of the 

1950’s and 1960’s which accelerated the growth of counseling in the 

schools, and ending with a look at the direction of school counseling 

in the 1960's and 1970's including a comparison between the statements 

on the role of the secondary school counselor made by the American 

School Counselor Association in 1964 and 1974. The second major 

section of this chapter relates some of the recent research which has 

studied the role and function of school counselors as seen by various 

people including counselors themselves, students, parents of students, 

and school administrators. The third and final section of this chapter 

looks at some innovations in the functions of high school counselors. 

HISTORICAL DEVELOPMENT 

According to Shertzer and Stone (1968:31), "Most authorities 

identify the emergence of vocational guidance as the beginning of 

modern-day counseling.” Therefore, an historical account of counseling 

begins with the first systematic attempt by George A. Merrill in San 
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Francisco in 1894 to help students select a vocation using techniques 

of vocational education and training (Brewer, 1942). Although Merrill's 

work did not organize counseling as a specific function with vocational 

guidance responsibilities delegated to a specific person, his work in 

vocational education was a forerunner of the vocational guidance 

movement. Other early pioneers of the movement cited by Brewer (1942) 

are Eli Weaver who worked in placement activities in Brooklyn, New 

York, in 1904, helping high school boys find part-time and summer work, 

William A. Wheatley who in 1908 began classes in occupational inform¬ 

ation, and Jesse B. Davis who actively counseled eleventh grade 

students on their educational problems and vocational careers from 

1898 to 1907. However, it is Frank Parsons who is given credit as 

being the "father of vocational guidance." Because of his concern 

for the national level of education, which was just below the eighth 

grade level, he advocated vocational guidance programs in school 

systems to help the young people in choosing their occupation. 

In 1908 he established the Vocation Bureau of Boston providing inform¬ 

ation and advice to the under priveleged and the unemployed. He used 

lectures, discussions, psychological tests and counseling case studies 

to assist individuals in learning about themselves, their qualifica¬ 

tions, job opportunities, and occupation requirements (Glennon, 1966). 

Thus, the Parsonian method of analysing the individual's interests, 

capabilities, and temperaments; analysing occupational opportunities. 
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requirements and employment prospects; and matching the individual 

and the job based on these analyses (Shertzer and Stone, 1968), 

characterized the first stage in the development of school counseling. 

From 1910 to 1940 guidance workers were teachers who may or may not 

have had special training and whose major guidance functions were to 

provide information to students, to guide students into suitable jobs, 

and to teach courses in occupations (Stiller, 1967). 

Three important developments of the early 1900's had an impact 

on the development of counseling. According to Shertzer and Stone 

(1968), the child study movement, the testing movement, and the mental 

health movement all had an influence on the field of counseling. The 

child study movement during the 1920's focused attention on the study 

of individuals namely children, and stressed the importance of the 

early years in the formation of a mature personality. The development 

of psychometrics "influenced counseling in that it (1) led to the 

objective study of individual differences, such as sex, race, and 

social status differences; (2) served as a base for development of 

the trait factor concept of personality; (3) enabled scientific 

investigations to be made of problems like the rate of growth of 

intelligence and the constancy of intelligence quotient over a 

period of time; (4) focused attention upon the diagnosis and evaluation 

of maladjustment; (5) facilitated prediction, classification, and 

placement of individuals; and (6) resulted in the formulation and 
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publication of a code of ethics to be used as a guide for responsible 

testing practices." (Shertzer and Stone, 1968:33) Fianlly, the 

mental health movement begun in 1908 has had profound effects on 

counseling "by calling attention to the need for prevention and early 

identification and treatment, it has encouraged educators and parents 

to become more sensitive to the deep insecurities and loss of identity 

among youth and has thus fostered the initiation of counseling 

programs in schools and community clinics." (Shertzer and Stone, 

1968:34). 

During the early stages of the development of school counseling, 

the trait and factor theory of personality described by E. G. Williamson 

was instrumental in defining the function of counselors. This approach 

had its origins in vocational counseling but has been broadened to 

include the total development of the individual. Williamson's trait 

and factor approach to counseling took a scientific approach to solving 

problems and was probably the first attempt to develop a theory and 

practice whereby trained personnel would have a systematic approach to 

counseling. (Shertzer and Stone, 1968). 

According to Stiller (1967), the second identifiable stage in 

the development of school counseling grew out of the impact that Carl 

Rogers had on the field. Rogers' basic concern was with the growth of 

the person rather than with the problem he presented. Client-centered 

counseling, as theorized and practiced by Rogers, emphasized the 
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quality of the interpersonal relationship aspect of counseling. By 

the late 1940's or early 1950's counselor-education programs gave their 

counselor trainess heavy doses of Rogerian self-theory. However, 

during those years, counselors were still viewed as teachers by school 

administrators and required to teach part of the day and work part of 

the day in the field of guidance. Schools were still stressing the 

counselor's role as that of being a disseminator of information with 

responsibilities of placement (Stiller, 1967). 

MAJOR LEGISLATION GOVERNING SCHOOL COUNSELING 

The next stage in the development of school counseling is 

characterized by Federal legislation which according to Kaplan (1967) 

influences the quality of counseling services by setting maximum 

student/counselor ratios, by stating grade levels to receive counseling 

services, by defining the type of services to be made available, and 

by providing supplemental help such as paraprofessionals and aids to 

counselors. The first major legislation dealing directly with guidance 

services was the National Defense Act (NDEA) of 1958 and the subsequent 

revisions of the Act in 1961, 1963, and 1964. Kaplan (1967:58) states 

that, "Title V of the NDEA . . . attempts to provide for the expansion of 

guidance services through matching grants to states (Title V-A) and for 

the training of counselors through the support of guidance institutes 

(Title V-B)." Thus, the impact of the NDEA was to increase the number 
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of available trained counselors and to increase the number of counselors 

employed in public schools. Other examples of legislation providing 

money and establishing programs opening up counseling positions are the 

Vocational Education Act of 1963 and the Economic Opportunity Act. 

Many diverse programs under the latter Act involve counselors in 

community groups preparing proposals, administering programs, or conduct¬ 

ing guidance activities in programs such as the Community Action 

Agencies, Job Corps, Adult Basic Education, and Program Head-Start. 

The Community Action Programs, which were also established by the 

Economic Opportunity Act, permit the appointment of elementary school 

counselors where none existed before. 

Title I of the Elementary and Secondary Act of 1965 "... 

permits addition of guidance personnel, extension of present guidance 

programs, inservice training of counseling staffs, assignment of 

supervisory guidance personnel, purchase of guidance materials and 

equipment, travel expenditures, and the like so long as they relate to 

the education of disadvantaged children and do not duplicate or replace 

current efforts (Kaplan, 1967:61). 

Thus, the growth of counseling was greatly enhanced during the 

1950's and 1960's through Federal legislation. During this time there 

was an emphasis in counselor education programs on having an adequate 

behavioral science background. Most counselors were well trained but 

were still functioning in settings which emphasized information giving 
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and placement activities with particular emphasis on the gifted 

students and the college-bound (Stiller, 1967). 

Developments of the 1960*5 and 1970's 

During the 50's and early 60*s the counselor's role in the 

school was seen as that of a remedial problem solving resource. That 

is to say, counselor education programs concentrated on theory of 

personality development and major counseling theorists who proposed 

models for working on a one to one or small goup level with counselees. 

Also, counselors themselves considered counseling per se as their 

primary function. Thus, in their policy statement of 1964 the ASCA 

had this to say, "The school counselor's primary role is in counseling. 

He assumes other roles such as consultant, resource person, researcher, 

etc., and educator, but only as those roles support the primary role of 

the counselor." (ASCA, 1964:7) "It is essential that the majority of 

a school counselor's time be devoted to individual or small-group 

counseling." (ASCA, 1964:8) 

However, the influence of developmental psychology was felt in 

the 60's when a new emphasis on student development emerged in the 

literature (Harshman, 1974). Spokesmen for the profession called on 

counselors to take a developmental approach to counseling which is 

defined by the Dictionary of Personnel and Guidance Terms (1968:109-110) 

as being . . . "[an approach which] supports the view that it is 

desirable to interrelate, and integrate guidance and curriculum." 
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Descriptions of successful attempts to implement the concept of 

developmental guidance are made by Gum, et al., (1973) and Tuma (1974). 

Working in an elementary school, Tuma conducted developmental guidance 

experiences in the classrooms. She also discussed student-teacher 

relationships and group processes within a class with the teachers. 

Subjective evaluation by both the counselor and the teachers was that 

increases in the children’s affective learning and self-esteem had 

occurred. Gum et al., (1973) claims to have designed some 200 develop¬ 

mental guidance experiences, a series of tasks for each of the levels 

of primary, middle and junior high and senior high school students. 

Some of the psychological developmental tasks listed by the authors are 

learning to interact with one’s peers, learning to develop independence, 

and learning a morality or sense of values. According to the authors, 

psychological developmental tasks such as these should occur at certain 

ages in children for healthy psychological development. It is the 

opinion of the authors that the counselor should go into the classroom 

to conduct such experiences; a side benefit being that the teacher 

would learn how to include affective learning in his or her classroom 

procedures. 

During the 1960's and 70’s, not only is the counselor being 

called upon to influence the curriculum through consultation with 

teachers on group process and the psychological development of students, 

but counselors are being urged to take an active role as a social 
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change agent in the school. Thus, Shoben (1962:441) states that the 

guidance counselor should function, M . . . less as a remedial resource 

than as a prime agent in the continuous reconstruction of the school 

culture." According to Shoben, counselors are in the best position to 

determine the students; perceptions of how well the school is meeting 

their needs. Also, because of the counselor’s special training in the 

areas of psychological development and interpersonal relationships, 

counselors should be able to form hypotheses concerning the functioning 

realities of school and act in a leadership position to promote the 

kind of educational environment conducive to individual growth and 

development. Thus, Shoben (1962:437) states that the counselor’s role 

is that of a "human feedback mechanism by which the impact of the 

school is assessed and made available for the consideration of its 

official personnel." Caldwell (1970) also appeals to counselors to 

involve themselves with students, out of the office, in surroundings 

where the youth feel comfortable to communicate so that the counselor 

can be the communication link between the students and teachers and 

administrators. Caldwell lists several activities which counselors 

could conduct for improving the school environment. Thus, he suggests 

that the counselor develop topics for discussion from interest surveys 

taken in various representative classes, and enlist people for the 

discussions from the faculty, student body, and community. The 

counselor's skills need to be employed in all areas of the school 
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setting helping to create opportunities for students for self-develop¬ 

ment. 

Holeman (1970) contends that counselors serve a maintenance 

function in schools and that they should serve the school organization 

in an adaptive capacity. He describes maintenance activities as those 

seeking to fit students into the existing structure to keep the process 

running smoothly. These activities include such duties as interpreting 

the school’s rules to new students, routine record keeping, and testing 

for classroom placement. Whereas, adaptive activities would involve 

sensing changes in the worlds into which school graduates move, effect¬ 

ing change in the school program when the information indicates change 

is needed, monitoring the effect of the change on pupil behavior, and 

finally assessing the program change through a follow-up of the new 

pupil products. Thus, in Holeman's view a counselor's major responsi¬ 

bility would be that of conducting follow-up research. However, a 

study conducted by Kremer (1970) found that follow-up is the area most 

neglected by counselors. In September, 1968, one hundred counselors 

in high schools outside the city of Chicago responded to a question¬ 

naire in which they were asked if they had engaged in formal follow-up 

in the last five years. Only thirty-six of the one hundred schools 

represented had conducted follow-up in that time period. Most of the 

research which was conducted did not get adequate returns but presented 

the data and formulated conclusions without informing the reader of 
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probable error. Thus, follow-up, according to kremer, is infrequently 

done and poorly done. 

Although several authors, Caldwell (1970), Shoben (1962), and 

Holeman (1970), urge counselors to expand the dimensions of the 

counselor’s role to include change agent functions. Baker and Hanson 

(1972) found that the majority, sixty per cent, of counselors and 

counselors in training who participated in their study preferred to 

help the client self-direct change through one to one counseling with 

him rather than the counselor taking an active role in changing 

conditions to help the client. Only ten per cent of the respondents 

indicated they would get involved through actions of their own. The 

instrument used in the study consisted of twenty items which posed 

possible client problems and offered six response choices which were 

indicative of behavior ranging from strong status-quo agent to strong 

change agent behavior. Baker and Hansen concluded that the majority 

of counselors do not choose to be active in changing society even 

though spokesmen in the field are calling on them to do just that. 

However, a comparison between the ASCA statements of 1964 and 

1974 regarding the role of the high school counselor indicates that 

the counselor's role has expanded in that period of time. The expans¬ 

ion of the role is in the direction of greater involvement in the whole 

educational process. Thus, the 1974 ASCA. (1974:382) statement discusses 

the counselor's relationship with teachers as involving ". . . the 
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teacher in conferences with students and parents, promoting a better 

understanding of the student and his development;" whereas, the 1964 

statement does not mention a counselor’s role in facilitating teacher- 

parent-student conferences. Parent counseling is another area not 

mentioned in 1964 but which is listed in the 1974 statement. A 

counselor "Involves himself and the school’s guidance staff with 

parent/guardian groups." (1974:384). In 1964 the ASCA stated that a 

counselor assists teachers in gathering materials to conduct group 

guidance experiences in the classroom. In 1974 the counselor's role 

in educational experiences goes far beyond simply guidance type 

activities. A counselor contributes to curriculum development and 

cooperates with administrators and teachers in the refinement of 

methods for individualized learning. "Contributes to the development 

of a flexible curriculum to provide a meaningful education for each 

student." (1974:384). The research counselors were expected to conduct 

in 1964 related to evaluating the counseling services, studying 

occupational trends, and follow-up studies on graduates and dropouts. 

However, in 1974 (ASCA 1974:384) this function has expanded to include 

"research related to pupil needs by conducting studies related to the 

improvement of educational programs and services." Also, a counselor 

is described as one who "Prepares meaningful, objective, and succinct 

case reports for other professional personnel who are assisting the 

student," (ASCA, 1974:385). The 1964 statement does not include any 
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mention of a counselor's responsibility to his profession; whereas in 

the 1974 statement a counselor "Continues to develop professional 

competence and maintains an awareness of contemporary trends inside 

and outside the school community." (ASCA, 1974:385). The 1974 state¬ 

ment also discusses a counselor's responsibility to participate in 

professional association activities and to discuss with other profes¬ 

sionals "practices which may be implemented to strengthen and improve 

standards or conditions of employment." (ASCA, 1974:385). Thus, the 

role of a counselor has expanded and becomes much more explicit from 

1964 to 1974. 

The next section of this chapter is a discussion of some recent 

research similar to that of Baker and Hansen (1972) in which the 

research was designed to shed some light on the problem of determining 

the counselor's role in the school system. 

RELEVANT RESEARCH 

Because cf the confusion over the counselor's role in the school 

system, several studies have been conducted to determine what the 

counselors perceive is their actual role, what they would prefer their 

role to be, what their various publies--administrators, teachers, 

students, parents—perceive their actual function to be and also what 

those publics believe the counselor's role should be. Dasinger (1973) 

speculated that the cause of the confusion over the counselor's role 
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is the existence of a wide disagreement among counselors and their 

publics concerning the definition of the counselor's role. Thus, 

Dasinger (1973:1) states, "role theorists stress that individual 

behavior within a role is determined by the expectancies or demands of 

the role." In an extensive study utilizing a questionnaire as well 

as personal interviews, Dasinger compared the perceptions of counselor 

educators, counselors, administrators, teachers, students, and parents 

concerning the counselor's actual role in Montana secondary schools 

as well as what they perceived the role should be. The results of 

this study show wide discrepancies between the perceptions of the 

various groups in some areas and close agreement in others. For 

instance, counselors, counselor-educators and administrators all 

showed a significant difference between the actual amount of research 

and clerical work counselors perform in schools and the ideal situa¬ 

tion regarding these functions. All three groups felt that counselors 

should do more research and less clerical work. Clerical work was 

defined as maintenance of cumulative records and recording student 

contacts. Sixty-eight per cent of the administrators indicated that 

counselors do clerical work and fifty-eight per cent said that 

counselors should perform this function. Whereas, eighty per cent of 

the counselors indicated that they do clerical work and fifty-three per 

cent said that they should. However, of the fifty-three per cent 

indicating that they believe a counselor should perform clerical 
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functions, thirty-six per cent said they should be doing less than 

they are doing. Research was defined as conducting follow-up, 

constructing local norms for tests, and conducting surveys of pupil 

interests and needs. Sixty-one per cent of the counselors indicated 

that they do conduct research. Seventy-three per cent of them said 

they should, and of those seventy-three per cent, forty-four per cent 

believed that the counselor should do more in the area of research. 

In a study by Maser (1971) the Counselor Function Inventory (CFI) was 

administered to forty-seven counselors, sixty teachers, and twenty- 

three administrators in the Highline Public School District, Seattle. 

The respondents were asked to indicate on the instrument what they 

felt the level of responsibility the counselor should have for each 

of the seventy-seven items included on the CFI. Maser found close 

agreement between the three groups; disagreement arose from duties 

such as attendance officers, secretarial and clerical functions. Thus, 

although they used different instruments, and sampled populations in 

two different states. Maser (1971) and Dasinger (1973) found similar 

results: Counselors and administrators differ in the amount of cleri¬ 

cal work they feel counselors should perform, counselors including 

less of these functions than administrators in their perception of the 

counselor's ideal role. Another study in which the CFI was administer¬ 

ed to 153 counselors who were employed in public schools in the Houston 

Texas area, conducted by Carmical and Calvin (1970), also found that 
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administrative tasks and record keeping were viewed negatively by the 

respondents. Carmical and Calvin reported a rank order of the responses, 

each position in the rank being determined by the mean for that 

response. Clerical type activities were ranked near the bottom of the 

list. For example, ordering school supplies and equipment was ranked 

seventy-fourth out of seventy-seven places, and sending and receiving 

transcripts to and from other high schools was ranked seventy-first. 

In the area of research, Carmical and Calvin's (1970) results 

are contradictory to the findings of Dasinger (1973). Counselors 

responding on the instrument used in the latter study felt counselors 

should do more research as has already been noted. However, in the 

former study items referring to research activities were ranked in the 

lower half of the scale. For example, conducting community surveys to 

determine occupational opportunities was ranked fifty-seventh. Dahlem 

(1971) on the other hand, in a study involving seventy-four Wisconsin 

secondary school counselors where he compared their actual, ideal, and 

expected role concepts, found differences occurring only between actual 

and ideal or actual and expected role concepts; these differences 

occurring mainly in the area of research. The counselors wanted to do 

more research. Thus, ten of the fifty items on the instrument showed 

a significant difference between the perceptions being studied, and 

five of these ten were concerned with research activities. These 

activities included: follow-up studies on graduates, research on 
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teaching methods, studies to evaluate guidance services, conduct exit 

interviews with drop-outs, research common student problems, and serve 

on civic study groups on youth. Dahlem (1971) also found that the 

counselors wanted to participate in more professional activities. The 

items on which a significant difference was found between the actual 

role concept and the ideal role concept showed that the counselors 

favored a diversification of duties. Carmical and Calvin's (1970) 

study on the other hand would seem to indicate that the counselors 

wanted to spend their time performing counseling functions, that is, 

counseling in one to one or small groups situations. However, since 

the two studies used different instruments and different statistical 

procedures a strict comparison between the results can not be made. 

In two studies both conducted in New York, the absence of a 

clearly defined role was considered to be the reason why counselors 

were found to be ineffective or not making a significant contribution 

to the school system. Haettenschwiller and Jabs (1969) found signifi¬ 

cant differences in functions performed by counselors from different 

schools in western New York, clearly showing a lack of counselor.role 

definition. In this study, 138 administrators, teachers, and counselors 

rated twenty-one statements of possible counselor activities related 

to the instructional program on a five point scale, as to whether the 

counselor should or should not participate in the activity. Eighty- 

seven per cent of the Counselors felt that counselors are in a position 
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to make a definite contribution to the instructional program from 

information they received in meeting with students on a counseling 

capacity. These counselors felt that counselors should be the "sound¬ 

ing board" for parents and students. Of the thirty counselors respond¬ 

ing to the questionnaire, one hundred per cent felt that counselors 

should submit information regarding curriculum needs which they 

identify in their counseling of students. Also, one hundred per cent 

of the counselor respondents indicated that counselors should submit 

information regarding curriculum needs as reflected in the changing 

college and occupational requirements. Eighty-seven per cent of these 

counselors felt that the counselor should be a permanent member of the 

curriculum committee and ninety-seven per cent were in favor of the 

counselor doing follow-up studies on former students to discover the 

strengths and weaknesses in the school's instructional program. 

Haettenschwiller and Jabs found a high level of agreement between the 

three groups regarding the counselor's role and they then concluded 

that the marginal role counselors were presently functioning in was 

due to a lack of communication. They felt that counselors need to 

perform research in all areas relating to the school program and set 

up formal situations, such as serving on a curriculum committee, to 

ensure communication. 

In 1973-74 the state of New York had 5775 professional guidance 

positions and spent over $100 million for counseling services to 
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elementary and secondary schools (State of N. Y., 1974). The Office 

of Education of that state conducted a study of the perceptions of 

counselors, parents and students to determine the role and function and 

effectiveness of the counseling services. In general they found that 

the counseling services were ineffective. Twenty-five per cent of the 

counselors surveyed were unsure that counselors themselves understood 

their role. It was felt that the ineffectuality of the counseling 

services was due to the wide range of functions the counselors perform¬ 

ed which diluted their resources and wasted their professional skills. 

Counselors reported spending eighteen per cent of their time doing 

clerical and administrative duties. Parents and students surveyed 

considered changing class schedules to be the only specific activity 

in which students received counselor assistance. Forty per cent of the 

parents responding thought that counselors had little effect on their 

child’s development and forty-four per cent of the students felt that 

counselors were not as helpful as they should be. One interesting 

point of this study was that seventy per cent of the parents surveyed 

felt that counselors should give equal service to all students. Thus, 

these parents did not see the counselor's function to be mainly remedial 

work. Of the 443 counselors from throughout the state who took part in 

the study, twenty six per cent indicated that individual counseling was 

a counselor's most important function. Nineteen per cent of them felt 

that the most important function was vocational or college guidance,. 
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ten per cent felt it was parent consultation, nine per cent indicated 

that it was teacher consultation, and eight per cent felt that their 

most important function was class scheduling. Thus, here was a wide 

discrepancy among the counselors concerning their role. Forty-eight 

per cent of the counselors felt that school administrators understood 

the role of the counselor in a school system and that that role was 

least understood by the general public, then teachers, then parents. 

In an attempt to determine if students view counselors as 

helpers in educational vocational goals or as serving them in more 

personal concerns, Muro and Revello (1970) administered the Educational 

Vocational Guidance Services Inventory to five per cent (N = 399) of 

the seniors in fifty-seven high schools in Maine in the 1966-67 school 

year. The eighty-one counselors employed in these schools also 

completed the instrument which was designed to test the extent to 

which the ninety-two itemized services were performed in the schools. 

Thus, a comparison between the perceptions of the extent of the guid¬ 

ance services performed in their schools held by the two groups, the 

counselors and the students, was made. The results of this study 

indicated that there was no difference between the two groups with 

regard to vocational and educational counseling which included giving 

information on colleges and military admissions and catalogues, 

scholarships, enrolling and transfering classes, scheduling student 

activities, counseling with vocational choices and plans, and 
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organizing career clubs. However, significant differences (p < .001) 

between the two groups were found in their perceptions of a counselor's 

activities in giving information about trade schools, local job 

apprenticeships, traineeships, business schools, union requirements; 

doing individual testing; conducting student questionnaires and 

follow-up; doing direct vocational placement, and providing counseling 

services concerning personal problems, adjustment problems, self¬ 

understanding, and relationships to other persons. Thus, counselors 

thought they were performing a majority of the services and students 

perceived it differently. The students saw the counselors as serving 

an information dispensing and college placement function. According 

to Muro and Revello (1970:97) it is "probable that counselors are not 

effectively communicating the nature of their duties to the students" 

and that counselors need to make a concerted effort to define and 

clarify their role to students to overcome the student's hesitation in . 

asking for help. 

In an interesting study, Rippee, et al., (1965) determined the 

extent counseling services introduced to a high school changed the 

perceptions of the counselor's role held by teachers and students and 

the extent of change in perceptions of a counselor's role held by 

students who actually received counseling. The study used three rural 

high schools none of which had previous counseling programs. One school 

was used as a control group. Three counselors were assigned to school 
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A and two to school B. The counselors in school A saw only self¬ 

referrals whereas the counselors in school B saw self-referrals as 

well as referrals from teachers and administrators. The counselors in 

school A spent one day per week on site for a total of eighteen days 

and the B school counselors were at the school two days per week for 

a total of twenty-eight days. A fifty item questionnaire on which 

the respondents were required to indicate if a) the item was unlike 

what the counselor does, b) did not know if the item described what 

the counselor does, or c) the item was like what the counselor does 

and was given to all students present in mid February and again in 

mid April. Sixteen teachers in school B were also sampled on both 

occasions. Nineteen graduate students in counseling and three counsel¬ 

ing psychologists supervising practiciem in schools determined the 

correct response scoring key. Rippee, et.al., (1965) found that the 

mean gain of both experimental groups was significantly higher than 

that of the control group. They also found a significant difference 

between the counseled and the non-counseled students in their accuracy 

of perception of a counselor’s role. Teachers as a group scored 

significantly higher after counseling services were introduced. There 

was not a significant gain difference between counseled and non-counsel 

ed students. After the experiment, agreement on specific duties of a 

counselor between students and teachers was greater than before the 

experiment. Thus, Rippee, et al., (1965:701) conclude that students' 
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teachers’, and administrators' "perception of the counselor's role, to 

a large extent, are based on the counselor's perception of his role 

and the degree to which he implements this role and communicates it to 

others. The counselor, it seems, needs to understand himself and his 

purposes and then implement them if he expects others to seek appro¬ 

priate services from him." (1965:701) 

Larson and Rice (1967) considered the role of the counselor 

to be that of helping adolescents with their problems during that 

period of adjustment. They (Larson and Rice, 1967:26) state that, 

"Full realization of the counselors' contribution to students is, how¬ 

ever, likely to be dependent upon the acceptance of the counselor as 

the one with whom problems might be shared." Therefore, they conducted 

research to determine how students perceive the counselor and his or 

her functions and also to determine how school performance is related 

to the way a student uses counseling services. They drew the sample 

for their study from boys in the eighth, nineth, and tenth grades of 

two junior high and one senior high schools in a southern California 

city. The sample was divided into three groups which were matched on 

I.Q. and socioeconomic level. The three groups were labeled Aggressive, 

Well-adjusted, and Underachievers. The students were placed in each 

group according to mean ratings of teachers and dean of boys, socio¬ 

metric techniques, and school I.Q. and achievement records. Aggressive 
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boys were defined as those having a history of undesirable behavior 

in school. Underachievers were those boys who had a serious and pro¬ 

tracted difference between their I.Q. and achievement grades. The Well- 

adjusted group consisted of boys who were not in the other two groups 

and had certain grades and met certain sociometric standards. During 

an open-ended ninety minute interview the boys were asked to whom they 

go to discuss problems, what they discuss with that person, and why 

they chose that person. The counselor was named by twenty-three per 

cent of the Aggressive group (N = 84), by thirty-three per cent of the 

Well-adjusted group (N = 103) and by thirty-four per cent of the Under¬ 

achievers (N = 62). The kinds of problems discussed with the counselor 

were mainly matters relating to academic adjustment, thus, eighty-three 

per cent of the problems discussed with the counselor by the Aggressive 

group were matters dealing with tests, grades, problems with teachers, 

and disciplinary concerns. The percentage of discussions relating to 

academic adjustment for the Well-adjusted and the Underachievers were 

ninety-two per cent and eighty-seven per cent respectively. Larson and 

Rice conclude that counselors are spending too much time in academic 

planning and that they need to more explicitly define their role to 

students as being the person in the school to whom the students could 

go for help beyond academic problems. 

Riese and Stoner (1969) conducted a study at the University of 

Montana to compare the perceptions of the functions of a counselor of 
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1) students nearing completion of their Masters degree in counseling, 

2) those taking basic guidance courses, and 3) those doing student 

teaching, not having had a guidance course. Two hundred twenty-nine 

students, twenty-seven in group one, ninety-eight in group two, and 

one hundred four in group three, responded to a seventy statement 

questionnaire on which they were asked to rate the extent to which the 

function was needed in the school and who should perform the function; 

teacher, counselor, principal or others. They found that the students 

were generally in agreement on the need for the function but disagreed 

on who should perform what. Sixty-three per cent of group one indi¬ 

cated that counselors should conduct individual conferences with 

children who are not achieving well in school while seventy-five per 

cent of group three felt teachers should perform this function. Fifty- 

eight per cent of group one felt counselors should assist in promotion 

and retention decisions with a view for considering the best thing for 

the child while fifty-three per cent of group three felt teachers 

should do this. Fifty-two per cent of group one felt counselors should 

involve pupils in self-appraisal activities so they may better know 

their strong and weak points while sixty-three percent of group three 

felt the teacher should do this. Riese and Stoner suggest that 

counselors and teachers should meet periodically to discuss the 

counselor's role and functions. They also recommend that counselor- 

trainees be presented with a realistic view of the role and function 
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of a counselor during their preparation. 

As can be noted in this section, there is a great deal of 

disagreement over the role of a counselor in the school system. The 

next section discusses some innovative methods counselors are using 

to try to improve the school's environment to benefit everyone 

especially the students. 

INNOVATIONS IN COUNSELING 

When spokesmen for the counseling profession urge counselors 

to expand their role, consultation with faculty is often emphasized. 

Kopplin and Rice (1975) state that consulting with the faculty could 

have the following results: 

1. There are an insufficient number of counselors to give 

personal one to one counseling to every student. Through consultation 

the counselor can help the teachers get involved working with 

students and can thereby be more effective with a greater number of 

students. 

2. Through consultation with the staff, the counselor builds 

relationships which can be helpful in changing environmental condi¬ 

tions within the school which cause difficulties for students. 

3. The counselor benefits from being in communication with 

teachers; essentials of good teaching and counseling are closely 

related. 
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4. When counseling services come under attack in this age of 

financial crisis, counselors need the support of the faculty. 

"Consultation is perhaps the best way to enlist the active support of 

faculty members because it makes them direct beneficiaries of the 

counseling service." (Kopplin and Rice, 1975:372) 

Patterson and Sikler (1974:113) designed a program to increase 

the impact of guidance services by establishing a "new student help 

program with a developmental preventive emphasis employing teachers as 

primary helping agents." Counselors trained teachers in ways of meet¬ 

ing the needs of students to supplement the work of the counselors who 

still did indepth counseling. Teachers were trained in communication 

skills emphasizing empathy, respect, genuineness, and concreteness. 

Role play sessions were vidio taped and later critiqued. Ten teachers 

spent five periods per week in the Student Help Center. The students 

seen in the center were either self referred or staff referred. Inter¬ 

action in the center was task oriented relating to developing plans to 

change problem behavior. If after three or four sessions in the center 

the student was unable to change he or she was referred to a counselor. 

Sixteen coffee hours spread over a four month period were held to 

acquaint parents with the Student Help Center. Parental support was 

reportedly strong. The results of this program were that student 

drop-ins to the center increased from zero to seventy to ninety per 

week and teacher referrals reduced from twelve to fifteen per day to 
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six to eight per day. Forty per cent of the 850 student population 

used the center. Also, cooperation between counselors and teachers 

increased and the training helped the teachers focus on the needs of 

students giving them ideas to help individualize instruction. 

Going one step beyond consultation, Malon (1972) describes a 

counselor’s involvement in the classroom as a collaborative consultant 

The counselor participated in the classroom setting modeling appropri¬ 

ate behavior for students, tutoring small groups, and leading discus¬ 

sions involving counselor issues. The counselor also consulted with 

the teacher outside the classroom, helping to develop cirriculum and 

discussing psychological and counseling issues. The counselor and 

teacher developed affective educational material, adapted it to the 

skill levels of individual students, implemented the programs and 

evaluated their effect. At the beginning of the year, the twenty-five 

nineth grade black students from an inner city ’’ghetto" junior high 

all scored below the .02% level both locally and nationally on the 

IOWA in three basic skill areas: English/Reading, Social studies, and 

Math. Cumulative records showed them performing between the second 

and fourth grade level in these areas. This performance was similar 

to eighty-three per cent of the total school population, a school 

characterized by truancy, absenteeism, and many students terminating 

at the end of the nineth grade. At the end of the eight month program 

all twenty-five students were performing at the nineth grade level 
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and participated in graduation ceremonies. In a follow-up study two 

years later, twenty of the twenty-five students were in high school, 

fifteen were employed part-time after school. Five students had moved 

from the area and no follow-up data was available for them. 

Another model for counselor-student-teacher participation in 

the educational process is described by Fredrickson (1972). A counselor 

in a school of 1000 students was involved in a year long study working 

with a tenth grade biology class in which he spent one period per 

week. The class was being conducted by the Inquiry Role Approach model 

in which students assume one of four roles on a team. This approach 

is designed to include interpersonal and social skills in the inquiry 

process. As the team works together sharing ideas and information . 

attempting to come to a census decision, the counselor becomes involved 

using his expertise in the group process. The teacher is involved 

with the content and the counselor with the process, facilitating 

communication. This study did not include any objective evaluation, 

however, the counselor felt that the program was one in which he could 

reach more students than on a one to one basis, and deal effectively 

with their thoughts and feelings towards themselves and their fellow 

students. 

Sprinthall (1974) also saw the need for the counselor to become 

involved in the curriculum and the classroom to educate for psycholog¬ 

ical maturity. A counselor should use his or her knowledge about 
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stages in psychological development to devise intervention strategies. 

In the school year 1972-73 they offered two elective courses through 

the social studies department in a high school, on a pass/fail basis. 

The first of these courses was entitled "The Psychology of Counseling" 

and involved practical experience in the development of listening 

skills and empathic responses as well as seminars which discussed 

readings in communication and counseling tapes and films. Empathy 

scores, as measured by the Porter Scales before and after involvement 

in the class, reflected a change in response pattern from one missing 

both content and feeling of a communicated message to a level of 

increased awareness of feelings and use of empathy. Psychological 

growth measured by the Loevinger scales showed a change from other- 

directed to inner-directed value choice and a change from being wary, 

self-protective, self-conscious, to manifesting genuine empathy, and 

beginnings of self-evaluation. Similar results were found in the 

participants of the second class, "Psychological Growth for Women." 

One interesting result of this study having important implications 

for counselors, was that women, after taking the second class, measured 

significantly higher than the general population of women on the 

Kohlberg Moral Maturity Test. Stage three, indicative of conformity, 

is the stable adult stage for women. Students participating in this 

class showed an increase in judgement based on general rules, rights, 

and duties. The control group showed no change. Counselors have the 
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responsibility to provide experiences for all students to overcome 

limitations to their growth. 

Another example of a counselor's involvement in a classroom 

is reported by Moon (1974). In this study a teacher and a counselor 

conducted an English class entitled "Search for Self" using group 

process activities. The goal of the class was to provide personal 

growth for group members through literature and group interaction." 

(Moon, 1974:121). Group tasks centered around trust building, communi 

cation skills, strength building, values clarification and self-study. 

In one activity described as a strength testing activity, the class 

was divided into two groups with the teacher in one and the counselor 

in the other. Each group member answered the following questions: 

What are three words that describe yourself? What was a major turning 

point in your life? What are you most proud of? Responses to the 

questions were shared and then focusing on one member at a time, other 

group members told him or her at least one strength they saw in him 

or her and why. Eighty-four students participated in the program. 

They wrote on 3 x 5 cards as many positive remarks about themselves 

as they could in a three minute period for both pre and posttests. 

Sandler's A-Statistic was applied and a significant (p<.01) increase 

in the number of positive statements was found at the end of the 

program. There was also an increase in the number of individual 

counseling sessions dealing with personal problems which Moon 



41 

attributed to the program's having established a broader basis for 

trust building between students and counselor. 

In an interesting approach, Wittmer and Loesch (1974) conduct¬ 

ed a workshop to facilitate open and honest communication between 

teachers and students, and to identify behaviors and attitudes which 

hinder communication between the two groups. Twenty teachers and 

twenty-four students chosen by the student council participated in 

the workshop which was held on two consecutive Fridays for three hours 

in the morning and afternoon in the school cafeteria. During the 

sessions the participants were divided into small groups and given 

various tasks to do which were designed to elicit honest feelings and 

attitudes concerning communication problems between the two groups. 

The second session for example involved a listing by the students of 

five things the teachers did to cause communication problems in the 

schools and the teachers doing the equivalence about the students. 

The two groups were also required to list the five things they thought 

the other group listed about them. After the counselor facilitated a 

discussion of the lists, small groups were again formed for the task 

of listing five positive statements. These statements were also dis¬ 

cussed with the whole group. The workshop resulted in better student- 

teacher communication and an increase in positive attitude towards the 

counselor. 

Group counseling is another area of counseling receiving much 
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emphasis in the 1970's. The literature is replete with studies using 

groups in a large variety of situations. Vanderkolk (1976) led a 

group of seven boys ages eleven to thirteen all of whom lacked a male 

role model in their home and were having family problems necessitating 

counseling. Group sessions consisted of playing and discussing music 

with lyrics especially meaningful to the group members. Though no 

evaluative data was given, Vanderkolk stated that the music helped 

the boys share their feelings and increased the potential for 

communication. 

Blaker and Samo (1973) describe the use of communication games 

as a group technique to help students feel better about themselves 

and to interact with each other in a more caring manner. Fifty-seven 

freshmen volunteers were divided into four groups which met one hour 

per week for eight weeks. Communication games were used to help group 

members overcome their reluctance to look at and talk to fellow 

members and were discontinued as participation and interaction 

increased. The project was rated a success through positive student 

evaluations, favorable comments from teachers and parents who noticed 

positive changes in the participants' attitudes toward school, and 

the counselor's observing the participants being more direct and 

communicative in individual counseling. 

Salem (1973) reports using detention as an opportunity for 

group counseling. During a four week pilot project students were 
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given the opportunity to attend thirty minute group sessions in lieu 

of detention. Various topics were discussed such as Why were they on 

detention? What choices did they make to get hours after school? 

What do they think of themselves? What bothers you about adults? Of 

the twenty-one students evaluating the program, fourteen said it was 

excellent, five good, and two fair. Fifteen said they learned a lot 

about themselves from the group sessions. 

In an effort to take a first step in a problem solving process 

by providing an opportunity for teachers, counselors, and student to 

exchange thoughts and feelings in an open accepting atmosphere, 

Collison and Gabrielson (1972) operated a Rap Room once a week during 

study hall. Students were given the option of staying in the study 

hall or going to the Rap Room. At least one counselor or one teacher 

was present at each session. The sessions were intended to provide an 

opportunity for students to become better acquainted and for students 

and faculty to express and share their concern about the school. Every 

one present at the sessions was on an equal basis and there were no 

pre-planned topics for discussion in an effort to encourage students 

to accept personal responsibility in a nonstructured situation. 

During the eighth week of the program, a questionnaire evaluating the 

Rap Room sessions was completed in the study hall. Of the 279 students 

responding to the questionnaire, thirty-nine per cent did not attend 

any of the sessions. In general, Collison and Gabrielson found that 
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students who had attended at least one Rap Room session felt that the 

sessions were of value to them because they were listened to, they 

got to know teachers as well as themselves better, and the topics 

discussed were important to them. The students indicated that they 

felt comfortable in the sessions, that they would go back for more, 

and that more meetings were needed. Also, the students felt that 

there was not excessive control of the sessions by either teachers or 

students and that they were free to say what they felt. 

The above studies indicate ways in which groups have been used 

to improve the school environment by facilitating communication within 

the schools. Group counseling has also been used to work on parti¬ 

cular problems such as underachievement and test anxiety. Creange 

(1971) and Myrick and Haight (1972) conducted growth groups for under¬ 

achieving students in an attempt to encourage them to think about 

themselves, their goals, attitudes, and behavior. Group counseling 

was seen as a way of reaching a greater number of students than 

individual counseling could in the same amount of time. 

Creange (1971) estimated that ten to fifteen per cent of the 

student population falls in the category of underachievers. Because 

these students are not failing they are often not bothered with. From 

a freshman class of 212 in Pitman, New Jersy, thirty students were 

chosen by comparing their scores on the Otis Quick Scoring Mental 

Ability Test with teachers' recommendations. Two groups of fifteen 
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students were formed; one group was the control and the other, the 

experimental group. The experimental group was then divided into 

three groups of five students which met once a week for fifty minute 

sessions for a ten week period. The students were told that a 

comparison of their grades and test scores showed their performance 

was not .what it could be and that perhaps participation in the group 

could help them solve their mutual problem. During group meetings 

the members were encouraged to be introspective receiving both support 

and criticism from their peers. At the end of the ten week period the 

grade point average of the experimental group increased while that of 

the control group decreased. Using a t-test, the difference between 

the two groups was found to be significant at the .05 level. 

Absenteeism increased in both groups, 61.7 per cent in the control 

group and 26.3 per cent in the experimental group; Teachers who did 

not know which group the students were in were asked to comment on 

the present attitude of the students. Students in the experimental 

group were given thirty-one negative comments and thirty-three positive 

comments while those in the control group received forty-three negative 

and twenty positive comments. The students felt that through partici¬ 

pation in the group they had gained insights into their problems and 

they wanted to continue membership in the group. 

Myrick and Haight (1972) designed their study to compare the 

effects of individual and group counseling with underachievers. A 
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counselor in each of eleven secondary schools identified thirty-six 

underachievers in his or her school and randomly assigned each to one 

of three groups, the control group, group counseling, or individual 

counseling. Underachievers were defined to be those students whose 

score on a standardized academic aptitude test was above the mean and 

whose grade point average was C or below. Individual and group counsel 

ing sessions were fifty minutes long and were held eight times in four 

weeks. Discussions in these sessions focused on attitudes about 

school, goals, and behavior. The program was evaluated using pre and 

post-program grades and attendance. A minimal difference in grades 

and attendance was found. From the solicited teacher evaluations, 

many students involved in group counseling were seen to have made 

improvements in work habits, greater self-confidence, reduced tension, 

and a more positive attitude toward school. Myrick and Haight felt 

that perhaps grades and attendance are ineffective guages for measur¬ 

ing change. They felt that students go through other changes first, 

for example bringing materials to class, completing assignments on 

time, and participating in class discussions. Teacher expectations, 

they felt, may be too high and collaboration between the teachers and 

counselors is needed. 

Deffenbacher and Kemper (1974) applied a systematic desensiti¬ 

zation technique in a group setting on twenty-eight students in grades 

seven through nine who were referred by teachers, counselors, or 
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parents for test anxiety. The students' grade point averages ranged 

from 1.57 to 3.43 with a mean of 2.46. There were from two to five 

students in each group which met for one hour per week for six to 

eight weeks. The students were given training in deep muscle relax¬ 

ation which they were told to practice at least once a day. During 

the second session a standard test anxiety hierarchy was discussed 

and the following sessions were spent going through the hierarchy. 

The number of sessions the groups met was determined by how long it 

took for them to go through to the last item on the hierarchy. The 

students' grade point average was the evaluation criterion. All 

students were found to have significantly (p<.001) improved grade 

point averages from precounseling to postcounseling. By the end of 

the third quarter all six of the failing students achieved a C average 

or better. However, no control groups were run and the results can 

not strictly be attributed to the group systematic desensitization 

technique. 

As can be seen from the above discussion, counselors use a 

variety of methods to improve the school environment and help children 

lead more productive happy lives. Gilmore (1971, a) advocates parent 

counseling as an effective method for helping children. He states 

that a child's self-esteem is crucial for his or her optimal function¬ 

ing, effectiveness, and general happiness and that this sense of 

self-esteem is developed from others' attitudes towards the child. 
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MA child's perception of this important element should come from his 

father and mother, who have the responsibility of supplying it in the 

first place. It is upon this premise that parent counseling operates" 

(Gilmore, 1971,a:42). The parent counselor teaches about growth and 

development factors of children and interpersonal relationships in an 

effort to bring about an attitude change in the parent toward the 

child. The emphasis during the counseling sessions is to develop an 

environment of esteem for both parents and children. "The basic 

elementary requirements for self-esteem are a smile, a hug, and verbal 

recognition. That is what parent counseling is about" (Gilmore, 

1971, a:48). 

Myers (1971), Grossman (1971) and Edgerly (1971) each conducted 

a study of parent counseling based on Gilmore's model. These three 

studies are very similar in their method of selecting participants, 

procedures, and results; therefore, only Edgerly's study will be dis¬ 

cussed here at length. The reader is referred to the October, 1971 

edition of the Journal of Education for a more detailed account of the 

other two studies. 

Edgerly (1971) conducted a parent counseling program for 

parents of students in a junior high school. His goal was "to bring 

about more effective scholastic functioning in a selected group of 

students." (Edgerly, 1971:54). Students whose parents could be 

included in the program were chosen in the foilwing manner: grades 
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from the previous year were "CM, I.Q. on the Lorge-Thorndike Intelli¬ 

gence Test was between 105 and 120, and scores in reading and math 

achievement on the IOWA were between the fiftieth and seventieth 

percentile. A control group and an experimental group of children 

were selected and matched on grades and I.Q. Eight families were 

included in the experimental group having a total of twenty-three 

children. During the first counseling session the parents were inter 

viewed for information about their family life and the children, 

especially the target child. The parents rated this child on a seven 

point scale, 1-poor, 7-excellent, in three areas: 1) the child's 

interaction, 2) the child's school performance, and 3) the child's 

communication. During the following sessions, of which there were 

at least fifteen, the parents were given direct suggestions on how 

they could help their children, techniques of praise and affection, 

how fathers could organize their families more effectively. The 

results of this study were that the grades of the target children 

whose parents were in the experimental group improved more than those 

of the children whose parents were in the control group. However, 

the difference in improvement was not significant at the .05 level. 

The children of the experimental group earned significantly more B's 

(p<.005) than the control group, an increase of sixty per cent. 

Seventy-five per cent of the parents in the experimental group felt 

more positive toward their children. They noted an increase in 
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communication with their children and also an increase in positive 

feelings toward the children and demonstration of those feelings on the 

part of the fathers. The target children whose parents were in the 

experimental group had fifteen siblings in school. Sixty-six per cent 

of these siblings achieved higher grades at the conclusion of the 

program while thirty-four per cent maintained the same grades or had 

a slight decline. The siblings whose grades improved were in families 

in which the target child also improved. Thus, parent counseling is 

a method of changing the environment so the child can change. Edgerly 

(1971:59) states, "children (and adults) require a trustworthy and 

nonthreatening environment in order to function productively. In other 

words, if a child is to function well in school, he must feel that 

his (total) environment is secure, rewarding, and without severe stress 

or threats. He cannot change his behavior until there is a prior 

change in his environment." 

Gilmore (1971, b) conducted a study with parents of elementary 

school children to compare the effects of group to individual parent 

counseling. Parents of ten children in the fourth grade were divided 

into two groups, half of them receiving individual counseling and half 

group counseling. The target children were chose by the following 

criteria: 

1. previous end-of-year grade average of C 

2. I.Q. of 110 to 114 on the California Mental Maturity Test 
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3. average reading and arithmetic test scores 

Five sets of parents met for seventeen individual thirty minute weekly 

conferences. The other five couples met for seventeen one and one- 

half hour weekly sessions. The father's attendance was required for 

both groups. Ten families were in a control group which received no 

counseling. The counseling methods were similar to those described 

in the Edgerly (1971) study but also including periodic conferences of 

counselor and teacher and teacher and parents about the target child. 

Results: The academic grades of the experimental group improved 

significantly (p<.01) more than those of the control group. The 

parental ratings of the children also improved significantly (p<.05). 

Eighty-two per cent of the children whose parents were in one of the 

experimental groups improved on the IOWA Test of Basic Skills. A 

follow-up conducted the following year found that eighty per cent of 

the children in the experimental groups increased their grades and of 

those in the control group only 37.5 per cent showed improvement, 37.5 

per cent were poorer and twenty-five per cent were the same. Improve¬ 

ment in academic and social behavior for children whose parents were 

in group counseling was approximately the same as that for children 

whose parents were in individual counseling. Gilmore suggests that 

there are advantages to group counseling some of which are the parti¬ 

cipants can learn from each other, they are encouraged to improve for 

acceptance in the group, and their complements to each other help 



52 

raise their self-esteem. However, Gilmore states that some problems 

such as those dealing with drugs and sex should be dealt with on an 

individual basis. 

Agati and Clovino (1974) describe an alternative program for 

parent counseling based on the model used at Adlerian Family Education 

and Counseling Centers. One hundred three families volunteered to 

participate in a five week program entitled ’’Parent and Child.” Groups 

of ten to twelve parents were formed and they met in the evenings for 

ninety minute sessions. During the sessions the parents were present¬ 

ed with Adler's theories after which they discussed the theories and 

their own parent-child conflicts. At the conclusion of the program, 

ninety per cent of the parents expressed an interest in continuing 

the groups and new people signed up. The counselors were invited to 

present the program to community organizations and to develop similar 

groups for teachers. An interesting result of the program was that 

parents came to accept the counselor as an integral part of the 

education process. 

SUMMARY 

The counselor's role in the secondary schools has greatly 

expanded from its beginnings in vocational guidance. Much of the 

expansion was made possible through federal legislation which provided 

money to schools and various social agencies enabling them to offer 



53 

counseling services. Humanistic psychology influenced the growth of 

counseling also as counselors began to see themselves as helpers not 

just with educational and vocational problems but also with personal 

problems of adjustment. However, the role the counselor should have 

in a school system has yet to reach a stable definition. Counselors 

serve many different functions some of which are even contradictory 

to their professional goals and others of which are a waste of their 

training and skills as a professional. Confused expectations of the 

various publics counselors serve has been indicated in the literature 

as one cause of the problem. Counselors must explicitly define their 

role and that role should embody an involvement in the whole education¬ 

al process including curriculum development and participation in 

classrooms. Recent innovations in counseling services include numer¬ 

ous group techniques, consultation and collaboration with teachers, 

and parent counseling. These innovations are indicative of the 

expansion of counseling services in ways which hopefully effect the 

most beneficial changes for students and allow counselors to realize 

their fullest potential. 



Chapter 3 

PROCEDURES 

The problem of this study was to make the following four 

comparisons: 

1. The ideal role of the secondary school counselor as 

perceived by Montana secondary school counselor was compared to the 

role they indicated they actually perform. 

2. The ideal role of the secondary school counselor as 

perceived by graduate students enrolled in the counseling program at 

M.S.U. was compared to the role the students perceive counselors 

actually perform. 

3. The ideal role definition of the counselors was compared 

to the ideal role definition of the students. 

4. The actual role of counselors as perceived by the students 

was compared to the actual role as perceived by the counselors. 

In presenting this chapter, the investigator has described the 

procedures used in collecting and analysing the data for this study. 

The sampling procedure is included in the description of the population. 

The categories of investigation are defined, followed by a discussion 

i 

of the instrument, the CFI, its reliability and validity and a des¬ 

cription of the response mode. A copy of the CFI has been included 

in the Appendix. The method of organizing the data has been explained, 

followed by the list of questions to be answered and their correspond¬ 

ing hypotheses. The method of analysing the data has been described 



55 

in conjunction with a description of possible effects of making Type 

I and II errors. The level of significance used in the data analysis 

was discussed and is followed by the chapter summary. 

POPULATION DESCRIPTION AND SAMPLING PROCEDURE 

This study investigated two populations. One population con¬ 

sisted of all of the graduate students enrolled in the school option of 

the Guidance and Counseling Program at Montana State University spring 

quarter 1976. The instrument used in this study was mailed to this en¬ 

tire population. Thus, no sampling porcedure was used in this 

population. 

The second population used in this study was the 274 counsel¬ 

ors employed in the Montana secondary schools in the 1975-76 school 

year. In order to have groups of the same size for comparison purposes, 

the questionnaire was sent to thirty-four of these counselors. A sys¬ 

tematic random sampling procedure was used. The counselors were chosen 

from an alphabetical listing using a table of random numbers. 

Definition of Categories 

This study investigated the counselor’s role in terms of the 

level of responsibility and participation of the counselor in each of 

seventy-seven activities described on ghe questionnaire. The percept¬ 

ual categories investigated were: 

1. the counselors' perceptions of their ideal role 
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2. the counselor perceptions of their actual role 

3. counseling students' perceptions of their ideal role 

4. counseling students' perceptions of the actual role of a 

secondary school counselor. 

METHOD OF COLLECTING DATA 

The Counselor Function Inventory (CFI), designed by G. Franklin 

Shumake and Merritt C. Oelke (1967), was mailed to a random sample of 

Montana secondary school counselors and to all those graduate students 

enrolled in guidance and counseling at M.S.U. A cover letter intending 

to explain the content and purpose of the study was included with the 

questionnaire. 

The CFI consists of seventy-seven statements of functions 

which could possibly be performed by a high school counselor. The 

counselors and students were asked to respond to each statement on a 

Likert five point scale. The respondent, was asked to indicate his or 

her response by circling the number corresponding to the level of 

responsibility and participation he or she would ideally be involved 

in in relation to each item and also the number corresponding to his 

or her actual level of participation and responsibility. The following 

is an example of how the items and response made were presented; 

70. Selecting and revising curriculum content. 

Ideal 1 2 3 4 5 Ideal 12345 
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The five points correspond to the following statements: 

1 - The counselor should (does) personally perform this 

function. 

2 - The counselor should (does) have primary responsibility 

for this function, although he may not personally perform the function. 

3 - The counselor should (does) share with other groups in 

planning and performing this function, but he does not have primary 

responsibility for function. 

4 - The counselor should (does) serve as a consultant in this 

function only upon request. 

5 - The counselor should (does) have no direct responsibility 

for this function. 

Reliability and Validity of the Instrument 

The items •included on the CFI were validated and tested for 

reliability by Shumake and Oelke. In order to determine validity, the 

authors submitted the CFI to a panel of judges comprised of educators 

in the fields of counseling, research, testing, and educational 

psychology. This panel evaluated the validity of the CFI using a 

second instrument, Evaluation of CFI. The CFI was also given to a 

group of thirty counselors for evaluation. The panel of educators 

and the counselors judged the CFI to be adequate for covering the 

functions of the counselor. (Shumake and Oelke, 1967) 
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Reliability of the instrument was demonstrated by the retest 

method with two groups, counselors and administrators. "The CFI was 

administered twice to each group, with several weeks between admini¬ 

strations." (Shumake and Oilke, 1967:131) The Spearman formula for 

rank order correlation was used and yielded a correlation of .96 for 

the two administrations of the CFI to the* school counselors and .94 for 

the school administrators. 

METHOD OF ORGANIZING DATA 

The data gathered from the instrument was transfered to 

computer fortran sheets and from those coded on computer cards by hand. 

These transfers were rechecked for accuracy. Tables are used to 

present the accumulated data and the results of the statistical 

analyses of the data. Thus, items for which the null hypotheses wa!s 

rejected for each of the four hypotheses are presented on tables. In 

addition, a table is included in the Appendix containing all of the 

data from the study. 

HYPOTHESES 

In the following section, the general questions to be answered 

from Chapter 1 are restated along with their corresponding null and 

alternative hypotheses. 

1. Are there differences between the counselors’ perceptions 
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of their ideal role and their actual role in relation to each of the 

seventy-seven items on the CFI? 

Null hypothesis. There is no significant difference between 

the counselors' perceptions of their ideal role and their actual role 

in relation to each of the seventy-seven items on the CFI. 

Alternative hypothesis. There is a difference between the 

counselors' perceptions of their ideal role and their actual role in 

relation to each of the seventy-seven items on the CFI. 

2. Are there differences between the counselors' and the 

students' perceptions of their ideal role in relation to each of the 

seventy-seven items on the CFI? 

Null hypothesis. There is no significant difference between 

the'counselors' and the students' perceptions of their ideal role in 

relation to each of the seventy-seven items on the CFI. 

Alternative hypothesis. There is a difference between the 

counselors' and the students' perceptions of their ideal role in 

relation to each of the seventy-seven items on the CFI. 

3. Are there differences between the counselors' perception 

of their actual role and the students' perception of a counselor's 

actual role in relation to the seventy-seven items on the CFI? 

Null hypothesis. There are no significant differences between 

the counselors' perception of their actual role and the students' per¬ 

ception of a counselor's actual role in relation to each of the 
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seventy-seven items on the CFI. 

Alternative hypothesis. There is a difference between the 

counselors' perception of their actual role and the students' percep¬ 

tion of the counselor's actual role in relation to each of the 

seventy-seven items on the CFI. 

4. Are there differences between the students' perceptions 

of their ideal role and their perceptions of a counselor's actual 

role in relation to each of the seventy-seven items on the CFI? 

Null hypothesis. There is no significant difference between 

the students' perceptions of their ideal role and their perceptions 

of a counselor's actual role in relation to each of the seventy-seven 

items on the CFI. 

Alternative hypothesis. There is a difference between the 

students' perceptions of their ideal role and their perceptions of a 

counselor's actual role in relation to each of the seventy-seven items 

on the CFI. 

ANALYSIS OF DATA 

A chi-square test was used to determine whether each pair of 

perceptual categories being compared had significantly different 

distributions across the five response choices. Four sets of y2 tests 

were computed, corresponding to each of the four hypotheses. Each 

set of x2 tests contained seventy-seven tests representing each of 
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the seventy-seven items on the questionnaire. Therefore, 308 y2 tests 

were computed in the computer center at M.S.U. to ensure accuracy. 

In analysing the data, the hypotheses were tested at the .05 

level of significance. A Type I error would be made by rejecting a 

true null hypothesis. Possible consequences of making a Type I error 

would be that the following steps or programs may be initiated when 

in fact they would not be needed: 

1. Montana secondary school counselors, realizing that they 

are not performing the role they believe they should be performing, 

may take steps to define their role as a profession. 

2. M.S.U. counselor-educators, realizing that their students 

do not have a realistic concept of the role of a secondary school 

counselor may institute programs designed to acquaint the students 

with this actual role. 

3. M.S.U. counselor-educators, realizing that there is a 

discrepancy between their students' perception of an ideal role of a 

school counselor and their perception of a counselor's actual role, 

may implement programs designed to give the students skills to work 

within the constraints of a school system to effect a desired change. 

Making a Type II error would indicate that none of the above 

mentioned programs are needed when in fact they may be. A Type II 

error could be detrimental to Montana secondary school counselors 

and counseling students at M.S.U. Guarding against a Type II error 
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therefore, is desirable. The researcher recognizes the possibility of 

finding differences which are the result of chance alone due to the 

small size of the sample and the large number of chi-square tests 

computed. However, effects of making a Type II error are considered 

by the researcher to be more costly to counseling as a profession. 

Therefore, the .05 level of confidence was used as the criterion for 

significance. 

SUMMARY 

The problem of this study was to compare perceptions of the 

ideal and actual role of secondary school counselors by practicing 

counselors to the perceptions of the ideal and actual role of counsel¬ 

ors by graduate students in counseling. The sample of counselors was 

drawn from the population of secondary school counselors in Montana. 

The graduate students enrolled in guidance and counseling at M.S.U. 

were the other population used in this investigation. 

The Counselor Function Inventory was used to determine the 

perceptions of the counselors and the students. The data from the 

instrument was compiled on computer fortran sheets and coded on 

computer cards. The hypotheses were tested at the .05 level of 

significance and the results of the tests presented on tables. These 

tables contain a list of those items on the CFI for which a signifi¬ 

cant difference was found for each of the four hypotheses. A table 
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containing all of the data from the study is included in the Appendix. 



Chapter 4 

RESULTS 

INTRODUCTION 

The problem of this study was to compare the perceptions of the 

ideal and actual role of the secondary school counselor held by two 

groups, high school counselors in Montana and counselor-trainees at 

Montana State University. The findings of this study are presented in 

detail in this chapter. Each of the four questions posed in Chapter 1 

are analysed and answered statistically. Tables are used to present 

the data, from the study. Due to the large amount of data collected, 

the investigator included in the tables only those items from the 

instrument for which a significant (p<.05) chi-square value was found. 

The tables consist of the items for which the null hypothesis was 

rejected, the number of respondents who chose each of the five response 

categories described in Chapter 3, and the value of y2- A thorough 

discussion of the questions, however, does cover items not included on 

these tables. In these instances, the reader is referred to Table 5 

in the Appendix which contains all of the data from the study. 

FINDINGS 

As described in Chapter 3, two populations were used in this 

study. One population consisted of all the graduate students who had 
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been accepted into the school option of the guidance and counseling 

program at Montana State University and who had taken at least one 

counseling course. The questionnaire was mailed to thirty-four people 

meeting these criterion. Eighty-five per cent of those sent were re¬ 

turned, however, only seventy-seven per cent were useable, thus, N = 26 

for the counselor-trainees. The other population used in the study 

was the counselors employed in Montana secondary schools during the 

1975-76 school year. The questionnaire was mailed to a systematic 

random sample of thirty-four. Thirty counselors returned the instru¬ 

ment, a return of eighty-eight per cent. 

Counselor Perceptions of Ideal 

Versus Actual Role 

The first question asks if there is a difference between the 

counselors' perceptions of the ideal and of the actual counselor's- 

role in relation to each of the seventy-seven items on the CFI. The 

null hypothesis was rejected for twelve of the seventy-seven items 

(see Table 1). On each of these items the counselors indicated that 

they would ideally have greater responsibility than they actually do 

have. Eight of the twelve items pertain to research which would be 

conducted to evaluate some aspect of the school environment. One item 

dealt with making decisions concerning special grouping of students 

and another with conducting orientation conferences for new teachers. 

The other two items dealt with visiting homes to confer with parents 
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and compiling the faculty newsletter. The responses to the level of 

responsibility in their actual role showed more variation than those 

concerning their conception of the ideal role. 

The numbers 1 through 5 correspond to the following levels of 

responsibility: 1) personally perform, 2) primary responsibility, 

3) shared responsibility, 4) consultant, 5) no direct responsibility. 

Table 1 

Counselor Perception of Ideal Versus Actual Role 

Item Response 1 2 3 4 5 x2* 

8. Making the decision concern¬ 
ing special grouping of 

Ideal 
Actual 

3 
1 

10 
6 

14 
8 

3 
9 

0 
5 

11.62 

students 

22. Conducting follow-up Ideal 9 10 9 1 1 
11.98 

studies of graduates Actual 8 8 2 4 8 

23. Conducting follow-up Ideal 9 9 10 1 0 
16.97 

studies of dropouts Actual 6 6 3 3 11 

26. Evaluating effectiveness Ideal 3 1 13 10 3 
12.05 

of extra-curricular activi¬ 
ties in meeting student needs 

Actual 0 0 7 10 13 

27. Conducting follow-up studies Ideal 15 9 5 1 0 
16.05 

of students counseled by 
guidance personnel 

Actual 5 7 5 4 9 

30. Evaluating effectiveness in Ideal 6 7 13 3 1 
10.66 

school curriculum in meeting Actual 1 4 11 7 7 
students' academic and 
social needs 
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Table 1 (cent) 

Counselor Perception of Ideal Versus Actual Role 

Item Response 1 2 3 4 5 x2* 

31. Conducting follow-up studies Ideal 1 1 6 12 10 
10 38 

to consider effectiveness Actual 0 1 2 5 22 

of homework 

35. Conducting orientation con- Ideal 3 1 9 9 8 
1 0 00 

ferences for new teachers Actual 0 1 6 4 19 

39. Conducting follow-up of new Ideal 8 8 10 4 0 12 80 
students to determine aca- Actual 4 3 11 3 9 
demic adjustment to school 

45. Visiting homes to confer Ideal 10 5 5 5 5 Q Q6 
with parents Actual 3 1 6 10 10 

•S 9 \J 

64. Conducting community sur- Ideal 4 10 7 7 1 
22 01 

veys to determine occupa- Actual 2 2 7 2 16 
tional opportunities 

74. Compiling faculty news- Ideal 2 2 8 6 11 
11.51 

letter pertaining to Actual 0 0 3 3 33 
school program 

•k 

significant at the .05 level when y2 = 9.49 

Some items which are not included on Table 1 deserve mention 

because of the degree of similarity of ideal and actual role percep¬ 

tions. The reader is referred to Table 5 in the Appendix for the data 

concerning these items. Thus, on item number two which deals with 

scheduling students in classes, the majority of counselors indicated 
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they ideally would and actually do share the responsibility for this 

function with others. The distribution of the responses over the five 

categories for both the ideal and actual role, on this and the follow¬ 

ing items which will be discussed, was generally identical or very 

similar. In arranging course transfers item five, in organizing the 

school testing program item forty-one, and in administering standard¬ 

ized tests item forty-two, the counselors indicated they ideally want 

a high level of responsibility for these functions and that in fact 

they do have this responsibility. The same is true for items fifty, 

fifty-three, and sixty-one which deal with checking credits for gradu¬ 

ation and college entrance, providing occupational information, and 

assisting students with vocational plans respectively. Items sixty- 

seven and seventy-five on the other hand have similar and identical 

distributions but are weighted on the other end of the scale. Thus, 

counselors ideally want no responsibility for coordinating the school 

audio-visual service or for ordering school supplies and equipment and 

in fact they do not have responsibility for these functions. The 

reader is referred to Table 5 in the Appendix for the data pertaining 

to items not covered in the discussion. 

Counselor Versus Counselor-Trainee 

Perceptions of the Counselor's Ideal Role 

The second question asks if there is a difference between the 

counselors’ and the counselor-trainees' perceptions of the ideal 
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counselor's role in relation to each of the seventy-seven items on the 

CFI. The null hypotheses was rejected for fourteen of the seventy- 

seven items, (see Table 2). The distribution of responses across the 

five response choices were significantly different for counselors and 

counselor-trainees for these items. Counselors indicated that they 

would ideally accept more responsibility than counselor-trainees would 

ideally have in the areas of arranging course transfers for students, 

planning orientation activities for freshmen, registering new students, 

scheduling new students, checking credits for graduation and college 

entrance, and planning college night programs. The responses of the 

counselor-trainees were less clustered around the high level of 

responsibility choices and were more evenly spread out toward the low 

level choices. Two additional items showed the counselors choosing 

for their ideal role, to perform the function themselves or at least 

have primary responsibility for it and the counselor-trainees choosing 

each of the five response choices with similar frequency. These two 

items deal with testing, that is, organizing the school testing pro¬ 

gram and administering standardized tests. Twenty-five of the thirty 

counselor respondents indicated they would ideally personally provide 

scholarship information, whereas, only eight of the twenty-six 

counselor-trainees chose this level of responsibility. Differences 

between the two groups also were found in which the counselor-trainees 

chose a higher level or responsibility for the function than did the 
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counselors. The items on which this type of difference was found are 

primarily in the area of one to one counseling with students over a 

variety of concerns such as evaluating personal assets and limitations, 

learning difficulties, discrepancy between ambitions and abilities, 

and delinquency in attendance. The counselor-trainees indicated more 

frequently than did the counselors that they would ideally personally 

perform these functions. On item thirteen, for example, which deals 

with counseling with students in evaluating personal assets and 

limitations all twenty-six counselor-trainee respondents indicated 

they would ideally personally perform this function, while sixteen of 

the thirty counselor respondents chose that level of responsibility. 

In the area of making decisions concerning student disciplinary action, 

the counselor-trainees chose a higher level of responsibility than did 

the counselors fifteen of whom chose to have no responsibility for 

this function. Twelve of the twenty-six counselor-trainees chose to 

share responsibility for such decisions with others. 

The numbers 1 through 5 correspond to the following levels of 

responsibility: 1) personally perform, 2) primary responsibility, 

3) shared responsibility, 4) consultant, 5) no direct responsibility. 
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Table 2 

Counselor Versus Counselor-Trainee 

Perceptions of the Counselor's Ideal Role 

Item Response 

5. Arranging course transfers 

for students within the 

school 

Counselor 10 7 9 4 0 

Counselor- 37565 

Trainee 

10.08 

13. Counseling with students 

in evaluating personal 

assets and limitations 

Counselor 16 8 4 1 0 

Counselor- 26 0 0 0 0 
Trainee 

15.26 

14. Counseling with students 

concerning learning 

difficulties 

16. Counseling with students 

concerning descrepancy be¬ 

tween ambitions § abilities 

32. Planning orientation acti¬ 

vities for entering fresh¬ 

men 

Counselor 8 5 16 1 0 

Counselor- 16 5 4 1 0 

Trainee 

Counselor 17 3 7 21 

Counselor- 23 3 00 0 

Trainee 

Counselor 10 87 2 1 

Counselor- 3 4 14 1 4 

Trainee 

9.63 

10.66 

9.51 

33. Registering new students Counselor 15 8 4 2 1 

Counselor- 2 4 8 1 11 

Trainee 

21.10 

36. Scheduling new students Counselor 13 8 6 2 1 

Counselor- 34838 

Trainee 

13.30 

41. Organizing school testing 

program 
Counselor 20 3 5 1 0 

Counselor- 88622 

Trainee 

9.71 

42. Administering standard¬ 

ized tests 

Counselor 15 7 5 1 1 

Counselor- 56654 

Trainee 

9.50 
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Table 2 (contd) 

Counselor Versus Counselor-Trainee 
Perceptions of the Counselor’s Ideal Role 

Item Response 1 2 3 4 5 x2* 

50. Checking credits for gradu- Counselor 19 4 5 1 1 
22.20 

ation and college entrance Counselor- 2 
Trainee 

8 4 5 7 

57. Prividing scholarship Counselor 25 4 0 1 0 
16.90 

information Counselor- 8 
Trainee 

12 3 2 1 

65. Planning college night Counselor 11 7 9 2 0 
10.90 programs Counselor- 2 

Trainee 
6 10 4 4 

68. Making decisions concern- Counselor 2 2 3 7 15 
9.92 

ing student disciplinary 
action 

Counselor- 0 
Trainee 

1 12 4 9 

71. Working with students who Counselor 7 4 13 3 2 
13.19 

are delinquent in attend¬ 
ance 

Counselor- 15 
Trainee 

7 3 0 1 

significant at the .05 level when x2 = 9*49 

In this section, only two items deserve mention due to the 

similarity in response distributions between the counselors and the 

counselor-trainees. The reader is again referred to Table 5 in the 

Appendix for the data concerning these two items as well as additional 

items not dealt with in the discussion. Item nineteen deals with 

providing the student an opportunity to ’’talk through his problems.” 

Both counselors and counselor-trainees chose to ideally personally 
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perform this function. On item forty-six which deals with planning 

case conferences involving parents and teachers both groups chose 

high levels of responsibility from personally performing the function 

to sharing the responsibility with others. 

Counselor Versus Counselor-Trainee 

Perception of the Counselor's Actual Role 

The third question asks if there is a difference between the 

counselors' and the counselor-trainees' perceptions of the counselor's 

actual role in relation to the seventy-seven items on the CFI. The 

null hypothesis was rejected for eleven of the seventy-seven items 

(see Table 3). On only one of these, number fifteen dealing with 

counseling with students in their development of special abilities, 

the counselors indicated that they actually have more responsibility 

for this function than the counselor-trainees thought they had. The 

counselors' responses were spread over the five choices with the 

choice of sharing the responsibility being chosen most frequently. 

This level was also chosen most frequently by the counselor-trainees, 

however, not as many of them chose the higher levels of responsibility 

as did the counselors. Counselors responded that they actually have 

much less responsibility than the counselor-trainees perceived they 

have in areas of preparing an analysis of grades given each year by 

faculty, conducting orientation conferences for new teachers, and 

preparing a handbook of school rules and policies for distribution. 
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The counselor-trainees' responses for these items were more evenly 

distributed among the five response categories than were the responses 

of the counselors which tended to cluster on the lower level of the 

responsibility end of the scale. In relation to the function of 

accumulating personality data on students#the responses from the two 

groups clustered at opposite ends of the scale with the counselor- 

trainees indicating that the actual counselor's role has a higher 

degree of responsibility than the counselors indicated they actually 

have. In the areas of making decisions concerning student disciplin¬ 

ary action, teaching other than group guidance courses, and coordinat¬ 

ing remedial work for students, the counselors' responses were again 

clustered on the end of the scale indicating a low level of responsi¬ 

bility. The counselor-trainees' responses on the other hand were 

spread more evenly throughout the five point scale. The same is true 

of the counselor-trainees' responses on the functions of planning PTA 

programs, completing faculty newsletters, and planning assembly 

programs. Whereas, the counselors generally indicated they actually 

have no responsibility for these functions. 

The numbers 1 through 5 correspond to the following levels of 

responsibility: 1) personally perform, 2) primary responsibility, 3) 

shared responsibility, 4) consultant, 5) no direct responsibility. 
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Table 3 

Counselor Versus Counselor-Trainee 
Perceptions of the Counselor's Actual Role 

Item Response 1 2 3 4 5 x2* 

15. Counseling with students in Counselor 8 5 12 2 3 1 0 91 
their development of 
special abilities 

Counselor- 
Trainee 

0 3 12 7 3 

29. Preparing an analysis of Counselor 1 0 6 2 20 19 44 
grades given each year 
by faculty 

Counselor- 
Trainee 

1 4 4 11 5 

35. Conducting orientation Counselor 0 1 6 4 19 10 07 
conferences for new 
teachers 

Counselor- 
Trainee 

2 3 8 6 6 

37. Preparing handbook of Counselor 0 4 10 4 12 9 91 
school rules and policies 
for distribution 

Counselor- 
Trainee 

6 4 6 4 5 

52. Accumulating personality Counselor 7 1 4 8 10 
18 81 

data on students Counselor- 
Trainee 

7 11 4 1 2 

68. Making decisions concern- Counselor 1 0 5 4 19 
18.42 

ing student disciplinary 
action 

Counselor- 
Trainee 

2 10 4 4 5 

69. Teaching academic courses Counselor 7 2 5 0 14 
1 ? 09 

other than group guidance 
courses 

Counselor- 
Trainee 

8 5 1 5 6 

72. Coordinating remedial Counselor 0 0 13 7 9 
16.71 

work for students Counselor- 
Trainee 

3 8 6 5 3 

73. Planning PTA activities Counselor 2 0 1 3 23 
20.18 

and programs Counselor- 
Trainee 

1 7 7 3 7 
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Table 3 (contd) 

Counselor Versus Counselor-Trainee 

Perceptions of the Counselor's actual Role 

Item Response 1 2 3 4 5 x2* 

74. Compiling faculty news- Counselor 0 0 3 3 23 
9.59 

letter pertaining to Counselor- 2 2 3 7 11 
school program Trainee 

77. Planning assembly pro- Counselor 0 1 0 4 23 
16.34 

grams Counselor- 

Trainee 

2 4 5 6 8 

* 
significant at the .05 level when y2 = 9.49 

Five of the seventy-seven items deserve mention in this section 

because of the similarity of the two groups' responses concerning them. 

The reader is referred to Table 5 in the Appendix for data pertaining 

to these items. On counseling with student concerning military 

service#item seventeen, the responses of both groups were evenly 

distributed over the five choices of levels of responsibility. On 

item eighteen which deals with counseling with students in regard to 

educational and vocational plans, a majority of both groups indicated 

that they perceive that counselors actually personally perform this 

function or have primary responsibility for it. On evaluating student 

achievement as compared to capacity, item twenty-five, the responses 

of both groups were fairly evenly distributed across the five response 
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choices. The same is true of the responses to items fifty-six and 

fifty-eight which deal with providing information concerning personal 

and social needs and on child laws and work permits. The reader is 

referred to Table 5 for data concerning any additional items which 

were not covered in the discussion. 

Counselor-Trainee Perceptions of 

Ideal Versus Actual Role 

The fourth question asks if there is a difference between the 

counselor-trainees' perceptions of the ideal and actual counselor's 

role in relation to each of the seventy-seven items on the CFI. The 

null hypothesis was rejected for thirty-six of the seventy-seven items 

(see Table 4). On one group of items concerning administrative and 

clerical tasks, the counselor-trainees indicated that they perceive 

the counselor's actual role as having greater responsibility than the 

ideal counselor's role would have. Fourteen of the thirty-six items 

are in this group. For example, some of the items deal with schedul¬ 

ing students in classes, arranging course transfers, registering and 

scheduling new students, preparing a school rules handbook, administer 

ing standardized tests, checking credits for graduation and college 

entrance, planning college night and career day programs, planning PTA 

programs, ordering school supplies, and planning assembly programs. 

On the other hand, the counselor-trainees indicated that the ideal 

counselor's role would have greater responsibility for counseling-type 
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functions, either one to one or small group with students, teachers, 

parents, or administrators, than they perceive counselors actually 

have. The remaining twenty-two of the thirty-six items are of this 

type. These items include counseling with students concerning 

academic failures, with potential dropouts, with students in evalu¬ 

ating personal assets and limitations, with students concerning learn¬ 

ing difficulties, with students in their development of special 

abilities, with students concerning discrepancies between ambitions 

and abilities, with professional staff in regard to school problems, 

with students concerning personal decisions, visiting homes to confer 

with parents, and planning case conferences involving parents and 

teachers. Also included with this group are the items dealing with 

research such as follow-up studies of graduates and dropouts and 

students counseled by guidance personnel. Thus, the items on which 

the counselor-trainees indicated that ideally counselors would have 

more responsibility than they actually have are distinctly different 

from the items on which they indicated counselors actually have more 

responsibility than they ideally should have. The former are counsel¬ 

ing type activites and the latter are administrative or clerical tasks. 

The numbers 1 through 5 correspond to the following levels of 

responsibility: 1) personally perform, 2) primary responsibility, 

3) shared responsibility, 4) consultant, 5) no direct responsibility. 
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Table 4 

Counselor-Trainee Perceptions of Ideal 
Versus Actual Counselor's Role 

Item Response 1 2 3 4 5 x2* 

2. Scheduling students Ideal 2 2 8 5 9 
13.75 

in classes Actual 10 6 5 2 2 

5. Arranging course transfers Ideal 3 7 5 6 5 
9.63 

for students within the 
school 

Actual 12 6 3 3 1 

11. Counseling with students Ideal 23 2 1 0 0 
11.89 

concerning academic 
failure 

Actual 11 6 5 3 0 

12. Counseling with potential Ideal : 24 2 0 0 0 20 59 
dropouts Actual 8 8 6 2 1 

13. Counseling with students Ideal 26 0 0 0 0 
28.93 

in evaluating personal 
assets and limitations 

Actual 7 9 4 4 1 

14. Counseling with students Ideal 16. 5 4 1 0 
15.26 

concerning learning 
difficulties 

Actual 4 3 12 6 0 

15. Counseling with students Ideal 14 6 6 0 0 26 99 
in their development of 
special abilities 

Actual 0 3 12 7 3 

16. Counseling students concern- Ideal 23 3 0 0 0 
19.25 

ing discrepancy between 
ambitions and abilities 

Actual 8 6 7 4 0 

19. Providing the student an Ideal 22 4 0 0 0 
18.63 

opportunity to "talk Actual 8 5 4 8 0 
through his problems" 
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Table 4 (contd) 

Counselor-Trainee Perceptions of Ideal 
Versus Actual Counselor's Role 

Item Response 1 2 3 4 5 x2* 

20. Counseling with professional Ideal 15 4 7 0 0 
25.44 staff in regard to school 

problems 
Actual 1 2 . 10 7 5 

21. Counseling with students Ideal 21 4 0 1 0 
15.43 concerning personal 

decisions 
Actual 7 7 • 4 5 1 

22. Conducting follow-up Ideal 1 10 11 2 2 
10.24 studies of graduates Actual 4 3 7 3 8 

23. Conducting follow-up Ideal 4 13 6 1 2 
14.53 studies of dropouts Actual 3 2 7 4 9 

24. Evaluating students adjust- Ideal 9 9 6 1 1 
15.09 

ment in school environment Actual 1 4 10 8 2 

26. Evaluating effectiveness Ideal 3 3 13 3 4 
10.41 

of extra-curricular activ- Actual 1 1 5 7 11 
ities in meeting student 
needs 

27. Conducting follow-up stud- Ideal 9 11 4 2 0 
17.02 

ies of students counseled 
by guidance personnel 

Actual 1 7 3 8 6 

30. Evaluating effectiveness of Ideal 5 5 14 0 2 
19.43 

school curriculum in meeting 
students' academic and 
social needs 

Actual 2 1 6 11 5 

33. Registering new students Ideal 2 4 8 1 11 
18.61 

Actual 12 3 8 2 0 

36. Scheduling new students Ideal 3 4 8 3 8 
18.20 

Actual 13 6 2 3 0 
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Table 4 (contd) 

Counselor-Trainee Perceptions of Ideal 
Versus Actual Counselor's Role 

Item Response 1 2 3 4 5 x2* 

37. Preparing handbook of school 
rules and policies for 
distribution 

42. Administering standardized 
tests 

44. Organizing the use of test 
results by faculty and 
administration 

45. Visiting homes to confer 
with parents 

46. Planning case conferences 
involving parents and 
teachers 

48. Assisting teachers in 
diagnosing learning 
difficulties of students 

50. Checking credits for gradu¬ 
ation and college entrance 

55. Providing information con¬ 
cerning study habits 

60. Providing information on 
community referral 
resources 

65. Planning college night 
programs 

Ideal 0 1 8 3 14 
12.48 Actual 6 4 6 4 5 

Ideal 5 6 6 5 4 
13.51 

Actual 16 3 5 1 0 

Ideal 11 8 5 1 0 
10.03 

Actual 3 6 8 7 0 

Ideal 13 4 6 3 0 
22.09 

Actual 1 3 4 8 9 

Ideal 14 3 7 1 1 
14.02 

Actual 2 8 7 4 3 

Ideal 9 11 4 1 1 
17.59 

Actual 3 2 9 8 3 

Ideal 2 8 4 5 7 
18.70 

Actual 14 7 3 0 1 

Ideal 3 11 9 3 0 
9.58 

Actual 5 3 7 8 2 

Ideal 14 8 3 1 0 
11.52 

Actual 6 5 4 7 3 

Ideal 2 6 10 4 4 
16.27 

Actual 10 3 1 2 9 
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Table 4 (contd) 

Counselor-Trainee Perceptions of Ideal 
Versus Actual Counselor's Role 

Item Response 1 2 3 4 5 x2* 

66. Planning career day Ideal 2 7 12 3 2 
10 95 

programs Actual 11 5 4 2 3 

68. Making decisions concern- Ideal 0 1 12 4 9 1 4 4Q 
ing student disciplinary Actual 2 10 4 4 5 
action 

69. Teaching academic courses Ideal 0 0 2 5 19 
20 08 

other than group guidance Actual 8 5 1 5 6 
courses 

71. Working with students who Ideal 15 7 3 0 1 
9 58 

are delinquent in attend- Actual 10 3 9 3 0 

ance 

73. Planning PTA activities Ideal 0 0 5 10 11 
12 98 

and programs Actual 1 7 7 3 7 

75. Ordering school supplies Ideal 0 0 1 4 21 
10.68 

and equipment Actual 1 3 6 4 11 

77. Planning assembly pro- Ideal 0 0 1 10 15 
11.78 

grams Actual 2 4 5 6 8 

★ 
significant at the .05 level when y2 ! 

= 9.49 

SUMMARY 

This chapter has presented the findings of this study. The data 

were analysed through the use of a chi-square test. The four quest¬ 

ions posed in Chapter 1 were answered in terms of the data gathered 
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from the Counselor Function Inventory. The results gathered yielded 

the following answers to those questions: 

1. Are there differences between the counselors' perceptions 

of the ideal and the actual counselor's role in relation to each of 

the seventy-seven items on the CFI? Differences between the ideal 

and actual role perceptions were found for thirteen of the seventy- 

seven items. In general, these items concerned involvement in re¬ 

search pertaining to some aspect of the school environment. The 

counselors surveyed indicated that they would ideally have greater 

responsibility for these activities than they actually have., 

2. Are there differences between the counselors' and the 

counselor-trainees' perceptions of the ideal counselor's role in 

relation to the seventy-seven items on the CFI? Differences between 

the perceptions of the ideal role by the two groups were found for 

fourteen of the seventy-seven items. In general, counselors ideally 

would have more responsibility than the counselor-trainees ideally 

would have for the administrative type activities of scheduling, 

registering new students, checking credits, planning college night, 

and group testing, In areas which concerned one to one or small group 

counseling activities, counselor-trainees chose a higher level of 

responsibility than did the counselors. 

3. Are there differences between the counselors' and the 

counselor-trainees' perceptions of the actual counselor's role in 
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relation to the seventy-seven items on the CFI? Differences between 

the perceptions of the actual counselor's role by the two groups were 

found on eleven of the seventy-seven items. For items which could be 

described as clerical or administrative tasks, counselor-trainees 

perceived the actual counselor's role as having greater responsibility 

than did the counselors. These items include such activities as 

planning PTA programs, analysing grades given each year, and planning 

assemblies. 

4. Are there differences between the counselor-trainees' 

perceptions of the ideal and actual counselor's role in relation to 

the seventy-seven items on the CFI? Differences were found on thirty- 

six of the seventy-seven items between the perceptions of the ideal 

and the actual counselor's role by counselor-trainees. In general, 

these differences were of two types, the first being those items on 

which the counselor-trainees'ideal role had greater responsibility 

than their perceptions of the actual role, and the second those items 

on which they perceived the actual role as having greater responsi¬ 

bility than they ideally would have. The first group consisted of 

twenty-two items which in general are counseling type activities 

either one to one or small group with students, parents, teachers, or 

administrators. The second group consisted of fourteen items which 

in general are administrative and clerical tasks. 



Chapter 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

SUMMARY 

The purpose of this study was to compare perceptions of the 

ideal and the actual counselor's role held by counselors and counselor- 

trainees. A random sample of Montana secondary school counselors was 

selected along with all those graduate students accepted into the 

school option of the guidance and counseling program at Montana State 

University who had taken at least one counseling course. The Counselor 

Function Inventory, consisting of seventy-seven items, was mailed to . 

the sample of counselors and to the counselor-trainees. The counselors 

and the counselor-trainees were asked to respond to each item in terms 

of the level of responsibility, on a scale of five* which they perceive 

that the actual counselor's role has and also that the ideal counselor' 

role would have. The data collected from the instrument were tabulated 

and four comparisons for each of the seventy-seven items were made by 

means of a chi-square test. 

The study found the following significant differences: 

1. Between the counselors' perception of the ideal and actual 

role, thirteen of the seventy-seven items had significant differences. 

2. Between the counselors' and the counselor-trainees' 

perceptions of the ideal role, fourteen items had significant 

differences. 
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3. Between the counselors' and the counselor-trainees' 

perceptions of the actual role, eleven items had significant differ¬ 

ences. 

4. Between the counselor-trainees' perceptions of the ideal 

and actual counselor's role, thirty-six items had significant differ¬ 

ences. 

CONCLUSIONS 

Some of the findings in this study are consistent with the 

findings of the literature reviewed during the course of this study 

and some are not. Several conclusions were drawn from the findings 

and they are as follows: (1) Consistent with findings in other stud¬ 

ies and spokesmen in the field, counselors and counselor-trainees 

want primary responsibility for conducting research on various aspects 

of the school environment, (2) The discrepancies between the percep¬ 

tions of the ideal and actual role by the counselors are not as 

numerous as the findings in the literature would indicate. Contrary 

to the findings in the literature, the counselors responded that they 

ideally want the high level of responsibility that they have for 

functions such as scheduling students in classes and arranging course 

transfers, (3) Responding to the items on the instrument in terms of 

their perception of the ideal counselor's role, the counselor-trainees 

were generally in agreement with the findings in the literature. The 
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differences between the counselors' perception of the ideal role and 

that of the counselor-trainees indicated that in general the counsel¬ 

ors' responses for those items were not consistent with many findings 

in the literature. Thus, the counselors want to check credits, plan 

college night, and provide scholarship information. The literature 

indicates that counselors are performing these functions but ideally 

they would not, (4) From this study, the conclusion, which is very 

similar to conclusions made in many of the studies in the literature, 

is drawn that the role counselors have in the schools is the role they 

want. Although the counselors indicated a desire for more responsi¬ 

bility for conducting research and thus becoming more involved in the 

whole educational process, they indicated at the same time that they 

want to fulfill the administrative and clerical functions they are 

currently doing. It is in this researcher's opinion that the two types 

of activities are inconsistent with each other. The former requires 

a leadership position in the schools and the latter does not leave 

the counselor sufficient time for that direct an involvement in the 

whole school environment. (5) The counselor-trainees in this study 

were found to have a realistic perception of the actual counselor's 

role. In fact, rather than being too optimistic about the role, they 

perceive the role as being less in line with professional recommenda¬ 

tions than the counselors indicate that it is. For instance, on plan¬ 

ning PTA activities and programs, eighteen of the twenty-five 
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counselor-trainee respondents perceived counselors as having some 

level of responsibility. Whereas, twenty-three of the thirty counsel¬ 

ors indicated they have no responsibility for that function. The 

fewest differences between categories compared in this study were 

found between the counselors' and the counselor-trainees' perceptions 

of the actual counselor's role. Also, the greatest number of items 

having highly similar responses were found in this area. Therefore, 

the conclusion is made that the counselor-trainees from Montana State 

University in general have realistic expectations of the actual 

counselor's role for counselors in Montana secondary schools. 

RECOMMENDATIONS 

This study has given rise to a number of interesting questions 

for further study in this area. The investigator felt that the follow¬ 

ing recommendations for further research would lead to a better under¬ 

standing of the role of and the preparation of the secondary school 

counselor: 

1. Since there was a great deal of variation in the responses 

of the counselors to some of the items on the questionnaire, an area 

which could be explored is how these variations relate to such factors 

as the size of the school population, the number of years employed as 

a counselor, the number of counseling credits earned, the sex of the 

counselor, and the working experience of the counselor prior to 
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counseling. 

2. The counselor-trainees seem to have a fairly realistic 

albeit pessimistic perception of the counselor's actual role. It 

would be interesting and fruitful to determine whether or not they 

feel prepared to work within the constraints of the schools to produce 

a counselor's role which better approximates their conception of the 

ideal role, 

3. Because the counselor-trainees indicated in their ideal 

role perceptions a desire to work with parents, teachers and admini¬ 

strators as well as students, possible research could determine 

whether or not they feel they are developing, in their training, the 

skills which would be necessary to work with these people. 
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APPENDIX A 

DEPARTMENT OF EDUCATIONAL SERVICES 

MONTANA STATE UNIVERSITY, BOZEMAN 59715 

March 30, 1976 

Dear High School Counselor: 

Your help is greatly needed! 

This study is being conducted in cooperation with the Department of 

Counselor-Education at Montana State University. The intent of the 
study is to determine how the students in counseling at M.S.U. define 

the counselor's role and how realistic that definition is. For these 

purposes, comparisons will be made between the students' perceptions 

of the counselor's role and perceptions of that role by practicing 

Montana secondary school counselors. 

Won't you please take twenty minutes to provide the information needed 

and return the form in today's mail? The results of the study will be 

available to you. It is important for the accuracy of this study that 

all questionnaires are completed and returned. Therefore, the code 

number on the instrument will be used for purposes of follow-up to 

those who want the results of the study sent to them. Your name will 

not be used in connection with your response. 

The importance of your reply cannot be over emphasized. For your 

convenience, a stamped self-addressed envelop has been included. 

Please feel free to call or write if you have any questions regarding 

this study. 

Thank you very much for your cooperation. 

Sincerely, 

Carol W. Darrah 

Graduate Student 



APPENDIX B 

DEPARTMENT OF EDUCATIONAL SERVICES 

MONTANA STATE UNIVERSITY, BOZEMAN 59715 

March 30, 1976 

Dear Fellow Student: 

Your help is greatly needed! 

This study is being conducted in cooperation with the Department of 

Counselor-Education at Montana State University. The intent of the 

study is to determine how the students in counseling at M.S.U. define 

the counselor's role and how realistic that definition is. For these 

purposes, comparisons will be made between the students' perceptions 

of the counselor's role and perceptions of that role by practicing 

Montana secondary school counselors. 

Won't you please take twenty minutes to provide the information needed 

and return the form in today's mail? The results of the study will be 

available to you. It is important for the accuracy of this study that 

all questionnaires are completed and returned. Therefore, the code 

number on the instrument will be used for purposes of follow-up to 

those who want the results of the study sent to them. Your name will 

not be used in connection with your response. 

The importance of your reply cannot be over emphasized. For your 

convenience, a stamped self-addressed envelop has been included. 

Please feel free to call or write if you have any questions regarding 

this study. 

Thank you very much for your cooperation. 

Sincerely, 

Carol W. Darrah 

Graduate Student 



APPENDIX C 

DIRECTIONS: Respond to each of the following items according to your 

perception of the ideal counselor's role and also your 

perception of the counselor's actual role in secondary 

schools by circling the number 1, 2, 3, 4, or 5 as 

described below. 

1 - The counselor should (does) personally perform this function. 

2 - The counselor should (does) have primary responsibility for 

this function although he may not personally perform the 
function. 

3 - The counselor should (does) share with other groups in planning 

and performing this function, but he does not have primary 

responsibility for function. 

4 - The counselor should (does) serve as a consultant in this 

function only on request. 

5 - The counselor should (does) have no direct responsibility for 

this function. 

1. Assisting students in selecting high school courses. 

Ideal 12345 Actual 12345 

2. Scheduling students in classes. 

Ideal 12345 Actual 12345 

3. Placing students in part-time and summer jobs. 

Ideal 12345 Actual 12345 

4. Placing students in permanent jobs. 

Ideal 12345 Actual 12345 

5. Arranging course transfers for students within the school. 

Ideal 12345 Actual 12345 

6. Providing information about individual students to potential 

employers. 

Ideal 12345 Actual 12345 

7. Providing information about individual students to colleges at 
which the student has applied. 

Ideal 12345 Actual 12345 

8. Making the decisions concerning special grouping of students. 

Ideal 12345 Actual 12345 
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9. 

10. 

11. 

12. 

13. 

14. 

15. 

16. 

17. 

18. 

19. 

20. 

21. 

22. 

Assisting students in the selection of extra-curricular activities 

Ideal 12345 Actual 12345 

Sending and receiving transcripts to and from other high schools. 

Ideal 12345 Actual 12345 

Counseling with students concerning academic failures. 

Ideal 12345 Actual 12345 

Counseling with potential dropouts. 

Ideal 12345 Actual 12345 

Counseling with students in evaluating personal assets and 

limitations. 

Ideal 12345 Actual 12345 

Counseling with students concerning learning difficulties. 

Ideal 12345 Actual 12345 

Counseling with students in their development of special abilities 

Ideal 12345 Actual 12345 

Counseling with students concerning discrepancy between ambitions 

and abilities. 

Ideal 12345 Actual 12345 

Counseling with students concerning military service. 

Ideal 12345 Actual 12345 

Counseling with students in regard to educational and vocational 

plans. 

Ideal 12345 Actual 12345 

Providing the student an opportunity to ’’talk through his 

problems". 

Ideal 12345 Actual 12345 

Counseling with professional staff in regard to school problems. 

Ideal 12345 Actual 12345 

Counseling with students concerning personal decisions. 

Ideal 12345 Actual 12345 

Conducting follow-up studies of graduates. 

Ideal 12345 Actual 12345 
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23. Conducting follow-up studies of dropouts. 
Ideal 12345 Actual 12345 

24. Evaluating students' adjustment in school environment. 
Ideal 12345 Actual 12345 

25. Evaluating student achievement as compared to capacity. 
Ideal 12345 Actual 12345 

26. Evaluating effectiveness of extra-curricular activities in meeting 
student needs. 

Ideal 12345 Actual 12345 

27. Conducting follow-up studies of students counseled by guidance 
personnel. 

Ideal 12345 Actual 12345 

28. Evaluating student adjustment to curriculum choices. 
Ideal 12345 Actual 12345 

29. Preparing an analysis of grades given each year by faculty. 
Ideal 12345 Actual 12345 

30. Evaluating effectiveness of school curriculum in meeting students' 
academic and social needs. 

Ideal 1 2 3 4 5 Actual 1 2 3 4 5 

31. Conducting follow-up studies to consider effectiveness of homework. 
Ideal 1 2 3 4 5 Actual 1 2 3 4 5 

32. Planning orientation activities for entering freshmen. 
Ideal 1 2 3 4 5 Actual 1 2 3 4 5 

33. Registering new students. 
Ideal 1 2 3 4 5 Actual 1 2 3 4 5 

34. Planning orientation for students transferring from another high 
school. 

Ideal 1 2 3 4 5 Actual 1 2 3 4 5 

35. Conducting orientation conferences for new teachers. 

Ideal 1 2 3 4 5 Actual 1 2 3 4 5 

36. Scheduling new students. 
Ideal 12345 Actual 12345 
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37. Preparing handbook of school rules and policies for distribution. 

Ideal 12345 Actual 12345 

38. Conducting follow-up of new students to determine adjustment to 

school environment. 

39. Conducting follow-up of new students to determine academic 

adjustment to school. 

40. Maintaining permanent records. 

Ideal 12345 Actual 12345 

41. Organizing school testing program. 

Ideal 12345 Actual 12345 

42. Administering standardization tests. 

Ideal 12345 Actual 12345 

43. Organizing the use of test results by faculty and administration. 

Ideal 12345 Actual 12345 

44. Identifying exceptional children. 

Ideal 12345 Actual 12345 

45. Visiting homes to confer with parents. 

Ideal 12345 Actual 12345 

46. Planning case conferences involving parents and teachers. 

Ideal 12345 Actual 12345 

47. Conducting a study of a student’s out-of-school experiences. 

Ideal 12345 Actual 12345 

48. Assisting teachers in diagnosing learning difficulties of 

students. 

Ideal 12345 Actual 12345 

49. Administering the program for reporting pupil progress to parents. 

Ideal 12345 Actual 12345 

Ideal 12345 Actual 12345 

Ideal 12345 Actual 12345 

50. Checking credits for graduation and college entrance 

Ideal 12345 Actual 12345 
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51. Writing letters of reference. 

Ideal 12345 Actual 12345 

52. Accumulating personality data on students. 

Ideal 12345 Actual 12345 

53. Providing occupational information. 

Ideal 12345 Actual 12345 

54. Providing college information. 

Ideal 12345 Actual 12345 

55. Providing information concerning study habits. 

Ideal 12345 Actual 12345 

56. Providing information concerning personal and social needs. 

Ideal 12345 Actual 12345 

57. Providing scholarship information. 

Ideal 12345 Actual 12345 

58. Providing information on child labor laws and work permits. 

Ideal 12345 Actual 12345 

59. Providing information on economic conditions related to future 

employment and education. 

Ideal 12345 Actual 12345 

60. Providing information on community referral resources. 

Ideal 12345 Actual 12345 

61. Assisting students with vocational plans. 

Ideal 12345 Actual 12345 

62. Assisting students with college plans. 

Ideal 12345 Actual 12345 

63. Teaching courses on occupational development. 

Ideal 12345 Actual 12345 

64. Conducting community surveys to determine occupational opportuni 

ties. 

Ideal 12345 Actual 12345 

65. Planning college night programs. 

Ideal 12345 Actual 12345 
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66. Planning career day programs. 
Ideal 12345 Actual 12345 

67. Coordinating the school audio-visual service. 
Ideal 12345 Actual 12345 

68. Making decisions concerning student disciplinary action. 

Ideal 12345 Actual 12345 

69. Teaching academic courses other than group guidance courses. 

Ideal 12345 Actual 12345 

70. Selecting and revising curriculum content. 
Ideal 12345 Actual 12345 

71. Working with students who are delinquent in attendance. 

Ideal 12345 Actual 12345 

72. Coordinating remedial work for students. 

Ideal 1 2 .3 4 5 Actual 1 2 3 4 5 

73. Planning PTA activities and programs. 
Ideal 12345 Actual 12345 

74. Compiling faculty newsletter pertaining to school program. 
Ideal 12345 Actual 12345 

75. Ordering school supplies and equipment. 
Ideal 12345 Actual 12345 

76. Preparing school information for distribution to public 
communication media. 

Ideal 12345 Actual 12345 

77. Planning assembly programs. 
Ideal 12345 Actual 12345 

Please feel free to make additional comments. 

n Check here if you would like to have a copy of the results of 

this study. 
Carol W. Darrah 

P.0. Box 705 

Belgrade, Montana 59714 

Phone: 3884738 



APPENDIX D 

The abbreviations Cl, CA, CTI, and CTA have been used in the 

table to identify the counselor ideal, counselor actual, counselor- 

trainee ideal, and counselor-trainee actual role perceptions 

respectively. 

The numbers 1 through 5 correspond to the following levels of 

responsibility: 1) personally perform, 2) primary responsibility, 

3) shared responsibility, 4) consultant, 5) no direct responsibility. 

Table 5 

Counselor and Counselor-Trainee Perceptions 
of Ideal and Actual Counselor's Role 

Item Response 1 2 3 4 5 Comparison x2 

1. Cl 16 6 6 2 0 CI-CA 2.14 
CA 13 7 5 4 1 CI-CTI 5.57 
CTI 7 5 7 5 1 CA-CTA 3.95 
CTA 14 5 5 0 1 CTI-CTA 7.67 

2. Cl 6 4 12 4 3 CI-CA .77 
CA 9 4 10 4 3 CI-CTI 6.43 
CTI 2 2 8 5 9 CA-CTA 2.55 
CTA 10 6 5 2 2 CTI-CTA 13.75 

3. Cl 2 2 16 9 1 CI-CA 9.21 
CA 1 1 8 12 8 CI-CTI 8.72 
CTI 1 5 7 7 6 CA-CTA 2.95 
CTA 1 3 3 11 7 CTI-CTA 3.05 

4. Cl 1 1 11 12 5 CI-CA 6.21 
CA 1 0 6 10 13 CI-CTI 6.91 
CTI 4 4 6 6 6 CA-CTA 4.78 
CTA 1 3 4 10 7 CTI-CTA 3.40 
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Table 5 (contd) 

Item Response 1 2 3 4 5 Comparison x2 

5. Cl 10 7 9 4 0 CI-CA 1.14 

CA 10 7 9 3 1 Cl-CTI 10.08 
CTI 3 7 5 6 5 CA-CTA 2.82 

CTA 12 6 3 3 1 CTI-CTA 9.63 

6. Cl 5 5 8 10 2 CI-CA 2.16 

CA 3 4 9 8 5 Cl-CTI 4.15 

CTI 3 5 9 4 5 CA-CTA 8.06 

CTA 5 5 12 3 0 CTI-CTA 6.05 

7. Cl 15 5 8 1 1 CI-CA 1.36 

CA 15 7 5 1 2 Cl-CTI 7.28 
CTI 9 3 5 7 2 CA-CTA 1.79 
CTA 9 8 5 2 1 CTI- CTA 5.37 

8. Cl 3 10 14 3 0 CI-CA 11.62 
CA 1 6 8 9 5 CI-CTI 3.61 
CTI 1 7 11 4 2 CA-CTA 2.42 

CTA 1 7 7 8 1 CTI-CTA 2.54 

9. Cl 2 1 7 • 13 6 CI-CA 1.93 
CA 1 2 9 9 8 CI-CTI 2.64 

CTI 0 2 8 10 6 CA-CTA 1.69 
CTA 1 2 4 10 8 CTI-CTA 2.60 

10. Cl 4 8 10 2 6 CI-CA 1.45 
CA 6 7 8 4 5 CI-CTI 6.93 
CTI 1 3 7 2 13 CA-CTA 3.04 
CTA 1 7 4 1 7 CTI-CTA 8.11 

11. Cl 22 3 3 0 1 CI-CA 3.23 
CA 17 8 3 0 2 CI-CTI 2.06 
CTI 23 2 1 0 0 CA-CTA 6.67 
CTA 11 6 5 3 0 CTI-CTA 11.89 

12. Cl 23 2 3 0 1 CI-CA 6.47 

CA 15 9 4 0 2 CI-CTI 4.76 
CTI 24 2 0 0 0 CA-CTA 4.51 

CTA 8 8 6 2 1 CTI-CTA 20.59 
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Table 5 (contd) 

Item Response 1 2 3 • 4 5 Comparison • x2 

13. Cl 16 8 4 1 0 CI-CA 4.88 
CA 12 5 7 4 1 CI-CTI 15.26 
CTI 26 0 0 0 0 CA-CTA 3.00 
CTA 7 9 4 4 1 CTI-CTA 28.93 

14. Cl 8 5 16 1 0 CI-CA 3.22 
CA 6 5 14 4 1 CI-CTI 9.63 
CTI 16 5 4 1 0 CA-CTA 2.02 
CTA 4 3 12 6 0 CTI-CTA 15.26 

15. Cl 12 5 10 3 0 CI-CA 4.18 
CA 8 5 12 2 3 CI-CTI 3.98 
CTI 14 6 6 0 0 CA-CTA 10.91 
CTA 0 3 12 7 3 CTI-CTA 26.99 

16. Cl 17 3 7 2 1 CI-CA 2.36 
CA 12 5 7 4 2 CI-CTI 10.67 
CTI 23 3 0 0 0 CA-CTA 2.46 
CTA 8 6 7 4 0 CTI-CTA 19.25 

17. Cl 9 5 10 4 2 CI-CTI 1.38 
CA 7 6 8 7 2 CI-CTI 1.84 
CTI 8 5 9 4 0 CA-CTA .64 
CTA 6 4 6 5 3 CTI-CTA 4.03 

18. Cl 21 5 2 1 1 CI-CA 1.71 
CA 17 6 3 3 1 CI-CTI 2.48 
CTI 15 6 4 1 0 CA-CTA .69 
CTA 12 7 2 3 1 CTI-CTA 3.06 

19. Cl 26 3 0 0 1 CI-CA 9.45 
CA 18 6 3 3 0 CA-CTA 1.20 
CTI 22 4 0 0 0 CA-CTA 5.95 
CTA 8 5 4 8 0 CTI-CTA 18.63 

20. Cl 14 6 7 3 0 CI-CA 7.53 
CA 6 5 9 6 3 CI-CTI 3.16 
CTI 15 4 7 0 0 CA-CTA 5.22 
CTA 1 2 10 7 5 CTI-CTA 25.44 
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Table 5 (contd) 

Item Response 1 2 3 4 5 Comparison x2 

21. Cl 17 6 3 3 1 CI-CA 3.13 

CA 12 6 8 3 1 Cl-CTI 5.56 

CTI 21 4 0 1 0 CA-CTA 2.59 

CTA 7 7 4 5 1 CTI-CTA 15.43 

22. Cl 9 10 9 1 1 CI-CA 11.98 

CA 8 8 2 4 8 CI-CTI 7.02 

CTI 1 10 11 2 2 CA-CTA 6.12 

CTA 4 3 7 3 8 CTI-CTA 10.24 

23. Cl 9 9 10 1 0 CI-CA 16.97 
CA 6 6 3 3 11 CI-CTI 5.50 
CTI ' 4 13 6 1 2 CA-CTA 4.67 
CTA 3 2 7 4 9 CTI-CTA 14.53 

24. Cl 7 7 11 3 1 CI-CA 4.88 
CA 3 4 13 5 4 CI-CTI 2.82 
CTI 9 9 6 1 1 CA-CTA 2.47 
CTA 1 4 10 8 2 CTI-CTA 15.09 

25. Cl 8 8 11 3 0 CI-CA 2.02 
CA 6 6 10 7 0 CI-CTI 2.10 
CTI 8 7 6 3 1 CA-CTA 1.00 
CTA 4 6 6 8 0 CTI-CTA 4.66 

26. Cl 3 1 13 10 3 CI-CA 12.05 
CA 0 0 7 10 13 CI-CTI 4.65 

CTI 3 3 13 3 4 CA-CTA 2.60 

CTA 1 1 5 7 11 CTI-CTA 10.41 

27. Cl 15 9 5 1 0 CI-CA 16.05 

CA 5 7 5 4 9 CI-CTI 1.87 
CTI 9 11 4 2 0 CA-CTA 4.68 

CTA 1 7 3 8 6 CTI-CTA 17.02 

28. Cl 4 12 11 2 0 CI-CA 8.72 

CA 2 5 13 6 3 CI-CTI 4.95 
CTI 5 7 8 3 3 CA-CTA 5.29 

CTA 2 3 5 10 5 CTI-CTA 7.83 
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Table 5 (contd) 

Item Response 1 2 3 4 5 Comparison x2 

29. Cl 2 2 8 4 14 CI-CA 4.33 
CA 1 0 6 2 20 CI-CTI 3.70 
CTI 0 3 6 7 10 CA-CTA 19.44 
CTA 1 4 4 11 5 CTI-CTA 4.08 

30. Cl 6 7 13 3 1 CI-CA 10.66 
CA 1 4 11 7 7 CI-CTI 3.53 
CTI 5 5 14 0 2 CA-CTA 4.41 
CTA 2 1 6 11 5 CTI-CTA 19.43 

31. Cl 1 1 6 12 10 CI-CA 10.38 
CA 0 1 2 5 22 CI-CTI 1.55 
CTI 0 2 4 11 9 CA-CTA 1.96 
CTA 0 2 3 6 4 CTI-CTA 2.68 

32. Cl 10 8 7 2 1 CI-CA 4.06 
CA 6 9 7 1 5 CI-CTI 9.51 
CTI 3 4 14 1 4 CA-CTA 4.49 
CTA 5 6 7 5 2 CTI-CTA 6.56 

33. Cl 15 8 4 2 1 CI-CA 3.60 

CA 17 3 4 3 3 CI-CTI 21.10 

CTI 2 4 8 1 11 CA-CTA 4.98 

CTA 12 3 8 2 0 CTI-CTA 18.61 

34. Cl 10 7 11 1 1 CI-CA 5.76 

CA 8 6 7 3 6 CI-CTI 5.18 

CTI 4 7 9 1 5 CA-CTA 3.26 

CTA 4 8 8 3 2 CTI-CTA 2.39 

35. Cl 13 8 6 2 1 CI-CA 3.06 
CA 15 5 5 1 4 CI-CTI 13.30 

CTI 3 4 8 3 8 CA-CTA 5.93 
CTA 13 6 2 3 0 CTI-CTA 18.20 

36. Cl 3 1 9 9 8 CI-CA 10.00 

CA 0 1 6 4 19 CI-CTI 9.30 

CTI 1 5 13 2 5 CA-CTA 10.07 

CTA 2 3 8 6 6 CTI-CTA 4.10 
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Table 5 (contd) 

Item Response 1 2 3 4 5 Comparison x2 

37. Cl 0 3 15 4 8 CI-CA 1.94 
CA 0 4 10 4 12 CI-CTI 4.65 
CTI 0 1 8 3 14 CA-CTA 9.51 
CTA 6 4 6 4 5 CTI-CTA 12.48 

38. Cl 9 8 8 3 2 CI-CA 9.35 
CA 3 4 9 5 9 CI-CTI 1.22 
CTI 7 5 10 3 1 CA-CTA 2.14 
CTA 3 6 4 5 7 CTI-CTA 9.25 

39. Cl 8 8 10 4 0 CI-CA 12.80 
CA 4 3 11 3 9 CI-CTI 3.54 
CTI 6 4 11 3 2 CA-CTA 4.08 
CTA 5 5 6 5 4 CTI-CTA 2.82 

40. Cl 8 7 9 1 5 CI-CA 2.13 
CA 11 3 10 1 5 CI-CTI 3.97 
CTI 6 5 4 3 8 CA-CTA 6.25 
CTA 10 8 5 1 1 CTI-CTA 8.23 

41. Cl 20 3 5 1 0 CI-CA .61 
CA 19 4 4 2 0 CI-CTI 9.71 

CTI 8 8 6 2 2 CA-CTA 2.99 
CTA 14 5 6 0 0 CTI-CTA 6.31 

42. Cl 15 7 5 1 1 CI-CA .63 

CA 17 7 3 1 1 CI-CTI 9.50 
CTI 5 6 6 5 4 CA-CTA 2.85 

CTA 16 3 5 1 0 CTI-CTA 13.51 

43. Cl 14 9 4 1 1 CI-CA 3.29 

CA 9 9 6 4 1 CI-CTI 2.43 
CTI 9 10 5 0 2 CA-CTA 3.59 
CTA 5 8 10 2 0 CTI-CTA 7.01 

44. Cl 8 6 15 1 0 CI-CA 7.03 
CA 3 5 15 5 2 CI-CTI 5.35 
CTI 11 8 5 1 0 CA-CTA 3.94 

CTA 3 6 8 7 0 CTI-CTA 10.03 
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Table 5 (contd) 

Item Response 1 2 3 4 5 Comparison x2 

45. Cl 10 5 5 5 5 CI-CA 9.86 
CA 3 1 6 10 10 CI-CTI 5.84 
CTI 13 4 6 3 0 CA-CTA 2.24 
CTA 1 3 4 8 9 CTI-CTA 22.09 

46. Cl 12 4 10 1 2 CI-CA 7.87 
CA 6 4 8 8 3 CI-CTI 1.00 
CTI 14 3 7 1 1 CA-CTA 4.30 
CTA 2 8 7 4 3 CTI-CTA 14.02 

47. Cl 3 4 7 5 10 CI-CA 8.44 
CA 1 2 2 4 21 CI-CTI 1.12 
CTI 1 5 6 5 8 CA-CTA 1.48 
CTA 1 1 2 6 14 CTI-CTA 6.38 

O
O
 Cl 8 9 11 2 0 CI-CA 6.11 

CA 3 8 11 7 1 CI-CTI 4.60 
CTI 9 11 4 1 1 CA-CTA 4.45 
CTA 3 2 9 8 3 CTI-CTA 17.59 

49. Cl 3 6 6 6 8 CI-CA 5.71 
CA 0 5 4 5 15 CI-CTI 2.90 
CTI 1 3 9 4 9 CA-CTA 5.20 
CTA 2 7 5 4 7 CTI-CTA 3.31 

50. Cl 19 4 5 1 1 CI-CA .44 
CA 19 4 4 2 1 CI-CTI 22.20 
CTI 2 8 4 5 7 CA-CTA 3.29 
CTA 14 7 3 0 1 CTI-CTA 18.70 

51. Cl 16 6 7 1 0 CI-CA 1.44 
CA 15 6 6 2 1 CI-CTI 8.36 
CTI 7 9 4 5 1 CA-CTA 3.27 
CTA 9 9 4 3 0 CTI-CTA 1.73 

52.' Cl 7 4 8 5 6 CI-CA 4.83 
CA 7 1 4 8 10 CI-CTI 3.24 
CTI 8 6 6 1 5 CA-CTA 18.81 
CTA 7 11 4 1 2 CTI-CTA 3.20 
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Table 5 (contd) 

Item Response 1 2 3 4 5 Comparison X 

53. Cl 19 5 5 1 0 CI-CA .92 
CA 19 6 3 2 0 CI-CTI 5.02 
CTI 11 5 9 0 1 CA-CTA 3.03 
CTA 16 6 2 0 1 CTI-CTA 5.45 

54. Cl 22 6 1 1 0 CI-CA 1.02 
CA 23 6 1 0 0 CI-CTI 8.22 
CTI 11 10 4 0 1 CA-CTA 4.24 
CTA 16 4 3 2 0 CTI-CTA 6.62 

55. Cl 12 9 5 2 2 CI-CA 7.22 
CA 5 6 11 5 3 CI-CTI 8.70 
CTI 3 11 9 3 0 CA-CTA 2.35 

CTA 5 3 7 8 2 CTI-CTA 9.58 

56. Cl 9 9 5 6 1 CI-CA 2.82 
CA 7 5 6 10 2 CI-CTI 4.51 

CTI 11 9 5 1 0 CA-CTA .68 
CTA 6 4 7 7 1 CTI-CTA 9.21 

57. Cl 25 4 0 1 0 CI-CA 2.80 

CA 21 5 2 2 0 CI-CTI 16.89 

CTI 8 12 3 2 1 CA-CTA 4.33 
CTA 11 7 5 2 0 CTI-CTA 3.27 

. 
0
0
 

L
O
 Cl 3 7 11 6 2 CI-CA 5.38 

CA 3 4 7 7 8 CI-CTI 7.02 

CTI 3 4 7 3 9 CA-CTA .52 

CTA 2 3 5 6 9 CTI-CTA 1.66 

59. Cl 12 6 7 2 2 CI-CA 2.29 

CA 8 7 6 4 4 CI-CTI 2.87 

CTI 6 7 6 4 3 CA-CTA 3.79 

CTA 5 3 8 2 7 CTI-CTA 4.23 

60. Cl 11 9 4 4 0 CI-CA 4.47 

CA 7 7 8 4 2 CI-CTI 2.29 

CTI 14 8 3 1 0 CA-CTA 2.60 

CTA 6 5 4 7 3 CTI-CTA 11.52 
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Table 5 (contd) 

Item Response 1 2 3 4 5 Comparison x2 

61. Cl 20 2 5 1 1 CI-CA .31 
CA 20 3 4 1 1 CI-CTI 3.33 
CTI 13 6 5 1 1 CA-CTA 4.45 
CTA 14 6 2 3 0 CTI-CTA 3.30 

62. Cl 20 3 4 1 1 CI-CA 1.28 
CA 19 4 5 0 1 CI-CTI 5.00 
CTI 12 8 4 0 1 CA-CTA 2.63 
CTA 14 7 3 0 0 CTI-CTA 1.34 

63. Cl 8 5 6 6 4 CI-CA 2.85 
CA 4 4 7 6 8 CI-CTI 4.68 
CTI 2 9 5 6 4 CA-CTA 2.01 
CTA 2 3 4 9 7 CTI-CTA 4.51 

64. Cl 4 10 7 7 1 CI-CA 22.01 

CA 2 . 2 7 2 16 CI-CTI 2.92 
CTI 2 7 7 6 4 CA-CTA 1.38 

CTA 2 2 6 4 11 CTI-CTA 6.50 

65. Cl 11 7 9 2 0 CI-CA 5.70 

CA 10 3 10 2 4 CI-CTI 10.90 

CTI 2 6 10 4 4 CA-CTA 9.04 

CTA 10 3 1 2 9 CTI-CTA 16.27 

66. Cl 10 9 9 0 1 CI-CA 7.68 

CA 9 3 10 1 6 CI-CTI 9.21 

CTI 2 7 12 3 2 CA-CTA 4.33 

CTA 11 5 4 2 3 CTI-CTA 10.95 

67. Cl 0 1 4 3 21 CI-CA .83 

CA 0 1 2 4 22 CI-CTI 2.79 

CTI 0 0 1 4 21 CA-CTA 6.18 
CTA 2 4 3 2 14 CTI-CTA 9.05 

68. Cl 2 2 3 7 15 CI-CA 4.12 

CA 1 0 5 4 19 CI-CTI 9.92 

CTI 0 1 12 4 9 CA-CTA 18.42 

CTA 2 10 4 4 5 CTI-CTA 14.49 
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Table 5 (contd) 

Item Response 1 2 3 4 5 Comparison x2 

69. Cl 1 1 5 0 22 CI-CA 6.60 
CA 7 2 5 0 14 Cl-CTI 8.37 
CTI 0 0 2 5 19 CA-CTA 12.09 
CTA 8 5 1 5 6 CTI-CTA 20.08 

70. Cl 5 2 15 4 3 CI-CA 6.73 
CA 1 1 12 6 9 CI-CTI 2.71 
CTI 2 2 11 7 4 CA-CTA 8.09 
CTA 3 4 8 8 2 CTI-CTA 2.05 

71. Cl 7 4 13 3 2 CI-CA 2.30 

CA 4 2 16 5 2 CI-CTI 13.19 

CTI 15 7 3 0 1 CA-CTA 6.97 
CTA 10 3 9 3 0 CTI-CTA 9.58 

. 
C
M
 Cl 2 2 15 4 6 CI-CA 5.56 

CA 0 0 13 7 9 CI-CTI 4.65 

CTI 1 4 7 7 7 CA-CTA 16.71 

CTA 3 8 6 5 3 CTI-CTA 4.33 

73. Cl 1 1 4 4 19 CI-CA 3.66 

CA 2 0 1 3 23 CI-CTI 6.67 

CTI 0 0 5 10 11 CA-CTA 20.18 

CTA 1 7 7 3 7 CTI-CTA 12.98 

74. Cl 2 2 8 6 11 CI-CA 11.51 

CA 0 0 3 3 23 CI-CTI 4.13 

CTI 0 1 4 6 15 CA-CTA 9.59 

CTA 2 2 3 7 11 CTI-CTA 3.15 

75. Cl 2 0 3 7 17 CI-CA .00 

CA 2 0 3 7 17 CI-CTI 4.09 

CTI 0 0 1 4 21 CA-CTA 6.17 

CTA 1 3 6 4 11 CTI-CTA 10.68 

76. Cl 2 3 12 6 6 CI-CA 1.50 

CA 1 4 9 6 9 CI-CTI 6.61 
CTI 0 1 6 8 11 CA-CTA 2.11 

CTA 2 6 6 3 8 CTI-CTA 8.30 
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Table 5 (contd) 

Item Response 1 2 3 4 5 Comparison x2 

77. Cl 0 0 2 6 21 CI-CA 3.47 
CA 0 1 0 4 23 CI-CTI 2.18 
CTI 0 0 1 10 15 CA-CTA 16.34 
CTA 2 4 5 6 8 CTI-CTA 11.78 


