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ABSTRACT

The-purpose-of—this—descriptive_ study;was_to

1nvest1gate student select1on and training procedures used
~ during a Confl1ct Management Tra1n1ng Program Confl1ct
Management represents a peer counsel1ng program using
students to help resolve conflicts between other students in
. a school system Student helpers are taught spec1f1c‘

micro- counsel1ng sk1lls as well as a clear set of procedural

steps.

The literature reviewed provided little information:
about either Conflict Management Programs or peer coun§eltng
at the-elementary school level, Support tor use of peer
counsel1ng at the senior high and college level using. short
term tra1n1ng programs_of.20 to 40 hours was found. Tra1n1ng
in micro-counseling sKills.of empathy, client respect and
body language were frequently'noted. Training teChniquesi
wh1ch generally SUpported the active 1nvolvement of the
tra1nee and benef1t to the helper in terms of 1mproved self
concept were also recorded. o .

The sample for this study cons1sted of a total of 25
students in grades five and six from four Edmonton Publ1c
School elementary classes. Students were chosen by the1rb

4schools to participate in the last Conflict Management

Tra1n1ng Program of the 1982-83 school year

. "’

- Class nom1nat1ons as gauged through soc1ograms were
] \:;;Eihwad 1th school nom1nat1ons to exam1ne school select1on .

procedures. Trainee mxcro-counsel1ng~skjlls and learned .

?



procedures were measured using pre- post assessments of .
R demonsjrated_skjjjs_Jn a_mock_| roleﬁplay 1nvolang_tra1ned____;__
- confederates Trainee self concept was also measured
| ut1l121ng self- adm1n1stered pre- post test measures.’ A time
per1od of approxtmately'f1ve weeks elapsed oetween testing ,
sessions. | - | .
Results of th1s study prov1ded ‘general support for the

select1on procedures used by schools A demonstrated :

) d1fference 1n tra1nee micro- counsel1ng SKl]] level and

>

learned procedures was clearly 1nd1cated ‘No change 1n

-t tra1nee self concept was noted
' Impl1cat1ons and suggest1ons for further research
- emphas1zed the need for ‘1
\vﬂfl'a compar1son study of three frequently used trainee |
,-yi : seleci1on procedures,}requests for volunteers,
R faculty nom1nat1ons, and emper1cal nom1nat1ons,i
’:/;1gf: the development of personal1ty prof1les of
successfuﬂ Confl1ct Management tra1nees
//(‘_:‘ | 3. the'exam1nat1on, through further research of the
| - effects og d1ffer1ng Var1ables 1nvolved 1n the

N

Confl1ct Management formal and 1nformal tra1n1ng

2

program,
4. an evalution'of-the effectiyeness of Conflict
Managemeht techniques upon which the selection and

). “training procedures are based:.
\f . o= . ‘--’ N
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I. INTRODUCTION o &

A. Background

au

School guidance and counseling programs and services .,

-_—have—included—afbnoad—ﬂange~oﬁ—senwdCes-ﬁon—siudéﬁié,
teachers and parents. Alberta Educationfs'TasK Fdrce Repd;t'
on Guidance and Counseling (1981), indicated that these
services and programs,

-.should/must:

a. Enhance the goals of schoo]1ng of A]berta
Education.

Develop individuality and social responsibility.
Help. students become effective problem solvers.
Be available to all students.

Be integrated with the education process.

Be developmental as well as prescriptive or
remedial.

Be staffed by personnel with effective p]ann1ng
and evaluation skills.

Provide the separate but re]ated functions of
guidance and counseling. (p. iv) =,

N

0 000

J Q

To provide these services and programs human
resources within the school system must be readily
available and in ample numbers. Several authors,
including Brown, Wehe,.ZunKer'and.Haslam,\1969; Carr and
Saunders, 13980; Fink, Grandjean, Martin and Bertolini,J

1978 ;- Hamburg and Varenhorst,'1972; Rockwell and Dustih;
A 1979} and Wolff, 1969, have attested to'the inadequate
suppiy of these skilled bersonnel in educational
settings. Conclusions from the_TasK'Forée Report on
- Guidance and- Counseling (1981) indicated "Regretfully,
that many Alberta schools do not prov1de gu1dance and

'counse11ng programs wh1ch offer a fu]] range of



services" (p. ix). \\

Scarce human resources coupled with economiohljy
' dictated budgetary restraint necessitate the use o

innovative approaches towards meeting the needs of

counseling_and_guidance_programs.

vPeer counssling, a process of using student helper

uor facf]itators.to deal with other students encoontering
difficulties, has recently gained prominence within

>~ school systems (Pyle, 1977; Roiche; 18979; Rapp, . DworKin,
Moss, 1978). Whi]e.many different forms of peer |

- counseling programs exist, 'the Edmonton Public School
Boaro (EPSB) has most recently begun using one variation
known as Conflict Managemenmt. Conflict Managehent |
estab11shed as its objectives to

a. Provide a pos1t1ve a]ternat1ve for d1sc1p11ne

b.. Reduce the amount of time teachers,

"~ administrators, ard counselors spend on

conflic .

Reduce tension between students.

Improve school climate.

Prove that students (even disruptive students)
can handle sophisticated responsibility.

f. Provide an opportunity for power orientated
children to have a positive impact on the
school. (Krenz, 1982, p.1, see Appendix A for
complete derivation)

o Qo0

.

- While being a relatively new concept for EPSB; a high
interest by schools has been demonstrated; In the 1981-1982
school year, three'schools.initiafed Conflict Managemenf
Programs utilizing peer counselors“ In fhé 1982-1983 school
year; more than 40 schools rece1ved tra1n1ng -and began

‘1mp1ementat1on of ‘the concept However there_rema1ned littie

.



or no research regarding this approach, especially as it
related to elementary school children.
Of particular interest were both the selection

procedures used for identifying "helpers" and tne training

procedures used. Conflict Management Used a brief formal
ttaining program which was supplemented by "on-the-job"

experience.

B. Purpose of the Study '

Three areas of study were indentified. Firstly, dtd the
selection procedurés'used by schools to choose trainees
aecurately ascertain those students identified by their
peers as Jeaders within the class? Seeond]y, did the
trainingiprogram result in micro-codnseling skill
deve lopment and the learning of requ1red procedures7
Th1rd1y,-d1d the training program have any effect on the
self concept of the tra1nee°

The purpose of th1s‘descriptiye,3tudy, then, was to
explore the suitability ofvthe hetper selection andptraininé
processes, as well as thein effect on the helper’s selftb.

concept.

C.fLimitatljhs of the Study |

A major h1ff1cu1ty in determ1n1ng the effect1veness of -
the. training program was found in -the de]ay between tra1n1ng )
- periods. While the_number of hours of4formaJ tnann1ng

totaled approximately six, there were actually two-three



hour sessions which had a two week delay befween them. The
second'session was also followed by a further two week
period after which a final briéf “trouble shooting" meeting
6ccurred..Thus, it became difficult to delineate the

R

variables which could be affecting the performance of the

facilitators. A

It may also be argued that it may not be the actual
training program itself which acted as the independent
variable, but rather the characteristics of the individual
trainers. For that reason a careful explanation of the
training program has been made in Chapter III for ‘those
wishing to replicate it |

A further difficulty rglated to .the population sample.
Statistical inference haS»ééen made but must be cautiously
viewed~becéuse of the the-small numbers ofﬁsubjeCts"uéed. It
should also be realized that if positive treﬁds‘were noted
in this descriptive study then future eXpanded'use of
Conflict Management would probébly occur withih EPSB.

This study did not .have a true control group.
DifficuTty iﬁlobtaining the‘necessary sample as_well as
agprové] for téstjng priof to the'commencemént of
facilitator training'prevented'this. As this was to.be a:
descriptive stUdy, the cohtrol'groﬁp was not. deemed

7gcessary.



. D. Organ1zat10n‘of the Study '
Chapter I conta1ns a condensed reV1ew o&,the

'lvterature,regard1ng peer counse11ng In Chapter 111 the
selection process and” tra1n1ng programs are descr1bed in

'deta1l Chapter 1V comtdins the study des1gn including the

methods and procedures used in adm1n1ster1ng the sociogram
and%other tests The “interview used ‘to’ measure the

" micro-counseling skills 1s a]so outllned in this chapter.
The results of the study aresreported in Chapter V. Chapter
VI consists of a summary and discussion, as well as the |

recommendations for" further study.



1I. REVIEW OF RELATED LITERATURE
Interést'in peer counsé]ing has prdVed str?ng, as can be
eVidenceq by the number of published art(gleé available
through the Educational Resources Informatiomeentrel(ERIC)L

A bibliography developed from that source by McKée and

McDowel1 (1981) listed in excess of 80.titles covering the

period from'May, 1978 to July, 1981.

A, Peer Counseling Defined |
Brammer (1977) broadly defined ﬁ helper as being an
. indiQidua] who he{ped sbmeone help hfmse]ft "'Meeting thé
other’s needs’ ié a common descriptive phrase but the'real
goal of all he]ping,isfseif-help which means teaching peop]é :
"to meet needs thrbughutheir own efforts” (p. 303). Brammer -
(1977) wegt on to deséribe.peer he]persfor dbunselors as
being, "The same or neaﬁ in ége to the cliehts and often
have similar>prob1ems that they have overcome” (p.1307)h
Drummond (1980) created:some quésfioh as to how c]gse

in age client and he]per must be in order for peer"
counséling to occur. She supported the view that larger age
» _ N , _ b
‘differences became less relevant as supervision, training
and guidance increésed. |
Buck‘(1977),ﬁ{h qguoting from another source, defined
lpeer counseling as: _
A learning‘situationv1ﬁﬁwhich students counsel and _
help facilitate the growth and development of other
students. That is, students develop and utilize o
their leadership skills in a positive, helping,
service-type relationship with their. peers. Such
involvement of students with students with selected

6 .



1nd1v1dua]s functioning as leaders, tends to
" increase the possibility that a designated
individual’s progress in the social, academic and
emotional spheres will reach its h1ghest potent1a1
. (Zunker and Brown, 1966). (p. 362)

Wh11e focus1ng more specwfica]]y on ‘the adolescent,.

tCarr (1981) " supported Buck’s view of peer. counsel1ng as

;be1ng a learn1ng s1tuat1on when he- descr1bed it as, “A
'.de11berate and systemat1c form of psychoTog1ca1 educat1on
-(p 4). ) .‘ | | |

The def1n1t1on of peer counsel1ng as offered by BucK

(1977) was adOpted for the purpose of the present study

v | | .g §ﬁ<
VB H1stor1ca1 Perspect1ve of Peer Usage ki |
' Peers have been - ut111zed in a variety of ro]es w1th a -
"var1ety of populat1ons Long estab11shed groups 1nc1ud1ng
'_Parents Anonymous and ATcoho]1cs Anonymous have explo1ted
‘the 1nf1uence of adults towards the Jmprovement of peer ﬁ.f'
5kbehav1or (Brammer 1977 Garbar1no & dacobson, 1978 |
(-yRe1sman, 1965,\Vr1end 1969a) Carr(1981) noted more recent ?

'L adult. 1nf1uence groups 1nc1ud1ng, "Women s, groups, weight
twatchers, cancer pat1ents, fam1ly.groups, s1ngle parents
.(and) Parents. of Murdered Ch11dren (p )t
| $In,educat10na1 sett1ngs, ear]y uses of peers ina.:

7he1p1ng role f1rst ga1ned prom1nency at the co]lege ]evel

Brown (1965) noted a. survey conducted by Hardee and . Powe]l

<7(1959) wh1ch revea]ed that 147 out of 218 colleges used some o

form of peer counse11ng Most of these col]eges used peers'

. to ass1st 1n the 1n1t1a] or1entat1on and adJustment of :,;'



‘freshmen to college life. BrownA(lQGS),used peerucouHSelors
in three ways: “Env1ronment or1entat1on, academ1c adJustment 3
and educat1onal plann1ng (p. 842) S1gn1f1cantly h1gher :
measures of study behav1or (g < 01) as well as 1mproved

letter grades in" the, exper1mental group of 216 subJects werer'

'reported

ZunKer andnBrownﬁllgésl also;used’peer counselors  to
'proyide academic adjustment'counseling'to‘college freshmen B
.and reported equal effect1veness when compar1sons were made
with matched groups counseled by profess1onal counselors
Brown, Wehe, Zunker and Haslam (1969) appl1ed a s1m1lar f/;
- strategy with 124 college freshmen’ 1dent1f1ed as potent1al
dropouts, and reported mean1ngful results on all measures

. Other uses of peer counselors in the late s1xt%es |

"‘1ncluded a youthl1ne fortadolescents and young adults

(Drummond 1980), cross age tutor1ng 1nvolv1ng Jun1or h1gh
and elementary school- aged: ch1ldren (Chandler, 1980) and
peer counsel1ng in grsups w1th Jun1or h1gh students for
flacadem1c ach1evement (Vr1end 1969b) Pos1t1ve results or
%trends were noted "in these s1tuat1ons | _ -
| _ Two further stud1es 1nvolv1ng college students offered
“-sl1ghtly altered foc1 Pyle- and Snyder (1971) prov1ded |
’ff1nanc1al 1ncent1ves of bursar1es and scholarshlps in-
fexchange for peer counselor t1me (as opposed to elther
~course credxts or volunteer status ). Woundenberg and Payne
(1978) placed peer counselors in a help1ng role. w1th the

'1ntent of aétually develop1ng pos1t1ve growth and -

,/“ ’ . ’ : . . -



) development w1th1n the helpers as well as the helpees
’Results from the study, wh1ch had a small sample (N 17)

"supported the1r content1on

)

Scott and Warner (1974) Tnva'revlew‘of published"'

» literature summar1zed the then current pract1ces

~ Peer: counsel1ng programs have been. establ1shed to. be ~
" .used in-crisis intervention (eg., drug problems)
' provide information services, to develop
1nterpersona] and social skills, to improve academ1c.
‘and decision maK1ng sK1lls,,and s1mply to provade _
fr1endsh1p
By far.the largest number of stud1es deal1ng
‘with peer counseling have been conducted at the '
: college level. (p 229)

.These successful college programs, us1ng peer counselors 1n'r

5a var1ety of roles,‘excluded d1rect 1nput from profess1onalg,

~

'counselors dur1ng counsel1ng sess1ons Clear superv1s1on was'
: prov1ded but peer counselors in most programs did not have

1jthe attendance of fully qual1f1ed counselors wh1le

counsel1ng fellow students

, As peer programs ga1ned exposure, authors such as

bHamburg and Varenhorst (1972) w1shed to, "See the pr1nc1ple:
hhextended to the secondary schools (p. 567) These authors_
‘jhelped develop a dlStPlCt w1de program in Palo Alto, ,1_,3‘5.
"*Cal1forn1a,. nvolv1ng three Jun1or h1gh and three sentorf'f*”

‘:h1gh schools w1th a total student populat1on of |
fffapprox1mately 7000 One hundred and f1fty f1ve of these

,students were tra1ned as peer counselors and used as:

Ass1stants in solv1ng personal problems, teach1ng

'social skills; giving information about® jobs, o

,volunteer oppor tunities ‘and mental health resources - .-
~in the community;- acting as.-models; developing . . -
_er1endsh1ps, acting.as a bridge to adult world for '
;'d1saffected students, and f1nally, over a per1od of
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o » @r
t1me,.serv1ng as agents of change where the school

atmosphere is characterized by coldness and. -
‘1nd1fference (Hamburg and Varenhorst 1972, p. 567)

SubJect1ve results from th1s study offered pos1t1ve support ‘

: for usage of peer counselors at the secondary level

Varenhorst (11974) descr1bed the work of secondary

\

school peer counselors as paraprofess1onal" (p. 274) and

lent support to her prev1ous worK w1th Hamburg in 1972

, add1ng new. student or1entat1on as a peer counselor serv1ce

Pyle (1977) also referred to the value of us1ng peer

-counselors "to ass1st m1nor1ty students to adJust to new..: h

env1ronments" (p.. 278)

I
%

The quest1on of whether student helpers at the
secondary‘devel could or should operate groups establ1shed

for the purpose of personal and/or achem1c adJustment ]

- w1thout dlrect superv1sor part1c1pat1on of tra1ned

profess1onals was explored by d1fferent authors Varenhorst'
(1974) promoted group leadersh1p by a profess1onal with
support from peer counselors Frank Ferd1nand and Ba1ley
(1975) had peer counselors worK in: pa1rs w1th groups ‘and
report to a tra1ned surperv1sor Mosher and Spr1nthall |
(1970) extended the pract1cum concept establ1shed at the- B
college and un1vers1ty level to secondary student helpers
Empha515 1n the latter two: stud1es centered .on the 1mproved L
funct1on1ng of the helper as. well as the helpee Ra1che. :

(1979) saw the Jun1or h1gh peer counselor as be1ng a strong

- adJunct to the qual1f1ed adult counselor

The peer counselor can help by encourag1ng troubled

t'y youth to see the adult counselor Supply1ng a model



offer1ng support and perform1ng other serv1ces that‘
will enhance the adult’'s efforts can all be part of " . -
‘the peer counselor’'s role. As Vriend (1969) “noted, *
. "The helper principle has great potential for ..
.schools since helpers from the same age level and
backgrounds can often find the right 1d1om, the

right example, and generally serve as a’ communicator
‘between’ adult and child" (p. 51). (p.89) . :

';Rapp,;DivorKin.and.qus (1978) referred to students in the1r

"junior high-project‘as helpers .rather than counselors or
paraprofess1onals and delegated the helpers to pos1t1ve role
model respons1b1l1t1es tutor1ng, or1ent1ng new students and
general act1v1t1es common ‘to good school citizens. Grady~,'
(1980) reported on a s1m1lar program, with some "’ .one-
to- one counseling | “ N |
Acceptance of peer counsel1ng pract1ces at the |
l=elementary or pr1mary level is. st1ll in its 1nfancy Scott

and’ Warner (1974) noted only one study at th1s level

| 'the1r l1terature rev1ew of 61 peer programs' In the1r study,

"'Kern and K1rby (1971) compared the effect1veness of perspnal'
t=adJustment groups for elementary students Half the . groups

"were led by profess1onal counselors w1th heavy support from

'[i des1gnated peer helpers .The rema1n1ng groups rel1ed solely

eoon counselor 1nput Results prov1ded sustenance to the use

dlof peer counselors under the gu1dance of a profess1onal

‘counselor, although the sample was small (N= 12) A

LnsubJect1ve evaluat1on of a\sxm1ﬂar program descrlbed by |
'McCann (1975) ut1l1zed peers in a student drop in centre,
*aga1n under the d1rect superv1s1on of an adult counselor

fand found parallel results.
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' Summary : ' o 4

A d1st1nct1ve trend towards the use of youngermand
younger peer counselors or peer helpers was noted Wh1le
early models centered on the use of adults and college

students as peer counselors, recent studies have seen

children in the upper elementary gradés_partlctpatﬁng“wlth—~—————~
trained counselors in programs to help fellow students. The
Pennsylvania State Department of Education (1977), in a
position.statement, summarized the four major forms that
peer counseling usually assUmed' "Informal, unsponsored peer
counseling; group counsel1ng, student tutor1ng, formal‘
sponsored peer counseling” (p. 24).

| | / S ' S #
C. Peer CounselJng Rat1onale

: A log1cal bas1s for- the use of peer counsel1ng has been
developed from—sqx compl1mentary perspect1ves shortage of.
profe551onally tra1ned ‘counselors, preference of fr1ends and’
peers “over ‘adult counselors, lack of understand1ng caused~by"
the "generation gap,"” effectjveness of paraprofess1onals,
value of peer-counselors in preventfon, and direct benefits
' to the helper as well as he lpee. Support from the l1terature

- can be found for each of. these rat1onale

,Supply and Demand ‘
: Kern and K1rby (1971) commented that there was a

. o a-’
serious shortage of tra1ned profess1onaﬂ counselors in

_ compar1son to the ever- 1ncreas1ng numbers of school age
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students who required professional assistance. Several
'authofs echoed thiévsubp]y-demand,prob]em (Brown, Wehe,
LZunker & Hasl m, 1969; Rapp, Divorkin & Moss, 13878; Rockwell'\
,&.Dustin, 1979; Varenhorst, 1974; Winters & Arent, 1969;

ZunKer & Brown, 1966). Gruver- (1971) stated that fWith

presenf méthods and models in the mental health field it is
simply not possible to satisfy theieVer increasing social

demands'fgr‘profe§sional personné]" (p. 111). Ten years

‘later, Carr (1981) testified to Gruver's acburady:

Despite increases in professional personnel and- ,
advances in effective therapeuticciﬁterventions, the .
problems of teenagers continue to outspace the
growth and availability of formal help. Skyrocket ing
costs for services, unmanageable case loads and long
waiting lists, growing cynicism about the skills of
professionals, and frightening statistics about
adolescent death and disability, violence and
depression require the enlistment of adolescents
themselves in helping each other. Students ‘generally
Know much sooner than adults. when another student is
- ‘experiencing trouble, and can be in closer more '
- spontaneous contact. Peer counselors .supplement
existing ‘counseling services; and can free -
. counselors to work with or refer seriously troubled
|  students. Peer counselors can also serve as a bridge
. to get a troubled friend involved in professional .
help. (p. 12) L . o

Peer:counseJing,_then, éaﬁ provide anfihmediate and
évailable_éo]utfqn to the manpower,dilemma; Fink'ét al.
(1@78) ésserted‘that beér.couhseling,_"Should'first expand.
'the-reéoUrces_of_school coqnséling.servicesAin terms of
manpoWer_and range bf prégham_offerihgs; (p; 80)..BPOWﬁ'
(1965) a]éo.offered thaf.it'was.in féct'cheaper.and more
pﬁactical, in'teéhéléf supefvision.andlphysica]jsetting'

requirements, to use peers.
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Peer Preference
Students seek help from other students in their peer
~ group when confronted with difficult personal, social or

academic prOblems. For them, significant others are

frequently their,immediate;vsame-sex.friends and not
prqt95§jonalbcounsélors. Professfona] counselors terd to‘
de;W”Miii“SQQOdl rglated issues. Regardless of what |
prqfessiohaljcounseling is ayai]able or age level of
studéhts, it is- fellow studentsvfhat are most often tufhed
to for support (Carr, 1981; Pennsy]vaqiédState Déﬁarfment of
Eduéatipn,‘1977; Pyle & Snyder, 1971; Rockwell & Dustin,

. 1979; Sparks, 1977). |

Raiche (1979)'contehded‘that there was justification

—

S .

]

for this choice of peers:

_When an- adult counselor begins to communicate with a
child, the child's perception of that counselor is
colored by .the child’s .transferring to counséling
what was learned in previous experiences with
adults. The relationships between adults and
children in our culture often involve, among other
things, the adult accepting responsibility for the
child, providing values to the child, directing the
child to do what the adult deems best for the
child’s growth, and, when necessary, restricting or

- punishing the child to teach survival and soc’ally

_adcepted behaviors. Although these aspects of the
adult/child relationship may be common, counseling
is a special relationship -requires the child to have. .
different perceptions of  the counselor. The
perceptions and expectations the child brings into -
"the session with 'the adult counselor have the

-potential to impede the counseling relationship. For

. these same reasons, the peer counselor is more
likely to be sought out and used by the members of
his or her group.(p. 89) ] ,

Peer counseling Offers students the alternative to discuSs

concerns with trained peers.



Generation Gap

The adolescent is seen es “1iving in a society of‘hjs
own" {Vriend, 196§b, p. 8é5). quite apart.from the adult
world of the professional cSUnselor. He has particuler

. concerns and priorities quite apart from what, "Adults

perceive as'the‘majorﬂproblems"ﬁ(Carr, 1981, p.S), which
create a distance or Tgapf-in terms of understanding between -
them. Brammer (1971) suggested, “A new type of intermediate
role mode]-to bridge the. generation gap" (p.  307) among
adults and children. Vriend (1969aJ implied this eoUId be
done 1f one was to: o

Take the adolescent society as it exists and channel

its influence so that the child moves in directions

conducive to effective behavior— When a shift in ,

behavior is supported by a group %tandard, the new

behavior of students will be reinforced by the group

members. The leadership of students who have already

experlenced success in the desired behavior can be a

utilized to implement "different behavior "in their

- peers in the safe climate of the group. Peers can

1nfluence others to structure and carry out practice’

in improving specific skills, and to provide support

and rewards helpful to students seek1ng a start1ng

point for’ new behavior. (p. 50)
‘This behav1or "shift" can:be produced either by student to
student counse11ng or with students act1ng as a
1ntermed1arjes Buck (1977) exp]ored the use of senior h1gh
sChooI students working d1rect1y~w1th other.students wh11e'
vGruver'(JQZJ) indicated support for students involved ‘in a

"bridging" role between counselors and students.
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Paraprofessional'Efféctiveness-

| Paraprofessionals, or lay persons, have been shéwn to.
be effective in working with troubled peers. fhéir
effectiveneés has been reported with populations

experiencing conflicts which ranged from the very minor to

the more acute (Brammer, 1977; Brown, Wehe, Zunker & Haslam,
1969; Funk et al., 1978; Pyle & Smyder, 1971). Carr (1981)
noted that in educational settings:

The skills associated with. effective helping have
not only been described and demystified, but have
also been shown. to be learnable by a variety of lay:
persons,  including paraprofessionals {Carkhuff,
1968), hiigh schoot~students (Carr and Saunders,
'1979), junior high students (Carr, McDowell and
McKee, 1981), and elementary age students (Bowman
and ‘Myruck,, 1981). (p. 6) = '

There has also been some support which hés suggested

baraprofessiona]s may have_advantages over their

§

professiona1_counterpanfélin théf they are-probab1y7more
similar to their'clientsaif they are peers éhd‘caq fh&s;
"Empathize with,'and be_effeCt%Qe wifpin a,clieht’s fréme:of
reference (Carkhuff, 1968b)"~(Hoffman & Warner, Jr.,»1976;

. p.v49451 Sbme studies;‘as desdribed by‘Gruver (1971) halvle,~
indicated'superjoriﬁy of lay persoﬁs'oyeb préfessioﬁals:

More provocative is the evidence that some non--
professionals -are more effective than their .

. professional €ounterparts in working with some

- populations which are presently receiving = .
professional focus. Zunker and Brown (1966) for

~example, found. that student counselors were more
effective in counseling college students than were
the professional counselors. Poser’s (1966) college.
girls produced more positive changes in hospitalized
chronic schizophrenic patients than did the
professional staff. (p. 112) o
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Prevent1on

For school systems, peer counsel1ng programs have
provided much needed support to prevent1on efforts.
Department of Health and Human Services (1981) commented

l \

that, "Peer programs have been. a ma1nstay of prevention

programs for schools of all K1nds (p. 3)..

Sheer availability of peers allows for opportUnity for
‘troubled students to f1nd assistance. Peer coufiselors can "v
therefore reduce both the frequency and the strength of
‘destruct1ve forces w1th1n the school env1ronment (Carr
f 1981 Pyle & Snyder 1971) The1r numbers . also prov1de for .
development of a school or. system wide ‘network Wthh can
spread and grow to encompass greater numbers ‘as more peer o
counselors’ are tra1ned and .as they effect the1r fellow |
students. Finn l1981),referred to this as,_lMult1pl1er
., effects and teachable moments ‘benefits" (p. 93); Finklet al.
(1978l as a school-Wide network of.sensitive and empathic .

students" (p. 80).

Value to Peer Counselors e T

Other stud1es have further shown that, in addition
to the considerable help that can be rendered by
“students to each other, there is a highly

. significant gain to the helping person. Therefore, .
in assigning a student to help another student, the
1ntervent1qn is of mutual benefit. (Hamburg &
Varenhorst, 1872, p. 567) i

!

;Th1s symb1ot1c relat1onsh1p between helper and helpee has
‘been demonstrated at the college level (Woundenberg & Payne,

‘ 978)!_sen1or high schoolsl(F1nK et al.,_1978l,~Jun1or high

A
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schools (Chandler, 1980) and elémentary schools (W1nters &
Arent; 1969). In add1twon to 1mproved skills in
1nterpersona1 1nteract1ons.and genera] knowledge, an

| improved self concept has also been demonstrated tRaiChe,

1979:. Rapp et al., 1978).

D. Peer Counse]or Recru1tment and Se]ect1on
Recru1tment and select1on processes are dependent upon
the goa]s of the peer counse]1ng program, tra1n1ng ,' |
. procedures to be used and target populations. Severa]
methods present themse]ves as poss1b111t1es, 1nc]ud1ng
ask1ng for volunteers, hav1ng students nom1nate other

'students, staff nomwnat1ons. parent nom1nat1ons, emp1r1ca1

'nom1nat1ons and direct observat1ons of students. Support forv'

these methods, or a comb1nat1on of, is ev1denced 1n_ther

literature (Carr, 1981; RocKwe]] & Dustin, 1979) .

'Vo]unteers

Hamburg and Varenhorst (1972) -as wett‘as Varenhorst
“(1974), established programs at the-secondary leveIIWhiCh
allowed for vo]unteers to be accepted for . tra1n1ng w1thout
screening. Hamburg and Varenhorst (1972) be11eved that the -;’
1nherent benef1ts to those students rece1v1ng the tra1n1ng,
fas we]l as the str1ct requ1rements of the tra1n1ng program,
tended to stft out undesirable students and prov1ded ample

o Just1f1cat1on for the1r se]ect1on procedures The1r Focus

was upon students who demonstrated postt1ve personal
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characteristics, a strong sense of‘responsibility, high -
.fdedication to their ‘work, and a feé]ing of involvement"
(Hamburg & Varenhorst 1872, p. 570).

In training programs offered through the Department of

‘Hea1th ‘and Human Resources (1981) alv members of the student

‘body were eligible and ~"for the sake of fa1rness, names are
1_drawn;random1y so'that there fs no'e]itism'assocﬁated with
the'Course" (p. 7). . |

| The use of'votunteersvwhere a conditﬁon or condttions
were p]aced on their f1na1 acceptance was noted. Finklet al.
(1978) requ1red 1etters of. recommendat1on wh1le Rapp " et a]
(1978) expected teacher references and a fo]]ow up 1nterv1ew
.W1th the schoo] counse1ors before students became,e11g1b1e .

for tra1n1ng

Facu]ty Nom1nat1ons
. Cho1ce of tra1nees for peer counse11ng programs rested )
with the: educatlonal facu]ty in col]ege sett1ngs (Brown,
‘i1965 Pyle & Snyder,-1971, Scott & Warner, Jdr., 1974) and
‘sen1or h1gh schools (Pyle, 1977 dohnson M1ske1 & Crawfordv
1978) | o
" Brown (1965) estab]1shed an e1ght step process wh1ch -

cons1dered the student’s ‘"Scholast1c ab1l1ty, study . i

or1entat1on, academ1c h?story, peer acceptance, 1eadersh1p
,eXper1ence, ‘and conversat1ona1 effect1veness (p' 813)

wh11e Pyle (1977) asked faculty members to nom1nate studentsr

-~ who met the fol]ow1ng cr1ter1a
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a. An ability to communicate effectively w1th younger
-students and peers as evidenced by previous
successful exper1ence in some Kind of leadership

- position. |

b. A positive self concept as exemp11f1ed by an
openness to éonstruct1ve criticism and the ab1l1ty

. to handle a variety of situations with poise.

c. A concern for the problems and needs of other
students ‘as demonstrated by close peer relationships
and: friendships beyond the confines of cliques..

d. An unsheltered bacKkground and Tife style that

‘ provide evidence of an ability to empathize with the .’

problems and needs: of students from a variety of L

backgrqunds and. exper1ences (p 279) e p
, ’ ’ 4

.The 1mportance of inclusion of m1nor1ty group members as
peer counselors has been stressed in severa] stud1es
Students from s1m11ar soc1oeconom1c and ethnlc
”backgrounds may‘be able to respond to the needs of those
peers whom trad1t1ona1]y have avo1ded counse11ng (Scott
&-Warner,»dr ’1974) ”See1ng ‘the world from the same
‘_slant may depend on an awareness of cultural exper1ences_:
' shared by the helper. and the he]pee (Brammer, 1877) .
dohnson, M1ske1 and Crawford (1978) prov1ded an example

of minority group se]ect1on. '

‘Students, teachers, administrators, and security
officers were asked to nominate students whom
they. considered to be student leaders. The names
of nominees were compiled, and a representative
cross section of students was selected. Some of -
the. part1c1pants were leaders of -formal
organizations, such as student government,
athletics and traditional school clubs. An .
~additional, equally -important group of leaders -, .
- represented racial ‘groups, parking lot sitters, -~
" chronic absentees,  and socioeconomic cliques. In . - -
'short, a diverse and, in-traditional.terms, an :
gnconvent1ona1 set of ]eaders was chosen (p T
60 : . . ) 4 3
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Emp1r1ca1 Nom1nat1ons R L Yo SR -
| StJdents have always turned to fel]ow students/for |
adv1ce and assistance. These natura]" counsetors operate*'

: w1th1n an. 1nformal network not a1ways obv1ous to schoo]

staff members. In se]ect1ng potent1a1 peer counselors there

is also a~built=in r1sk_factor that“faculty se1ect1ons may‘—~—~
. //

_represent m1rror images or extensions of themse]ves wh1ch"

omay in turn negate their acceptance by peers (Ra1che, 1979)

Raiche (1979) said: Ca _ e "

b

The variable that governs whether or .not & counselor -
will be selected by peers is not likely to be " R
changed greatly during training. The 1ikelihood »f @ - =
- peer being selected seems pre- -established,.and those - .
" peers with the potent1a1 are already be1ng sought
~ out for help. The task is not to select peers who
- may be chosen but to select those already: be1ng
_.chosen and train them. to be more effect1ve in their
present roles. (p 90)

_ The use of soc1ograms which rely on - student nom1nat1on
‘represents one method of 1ocat1ng natural" counse]ors:-"
‘already being sought by peers for 1nformal counse11ng
”:chCann (1975) used th1s approach with e]ementary students

'from three grade s1x classes after a d1scuss1éh of peer
.:counselor character1st1cs Kern and K1rby (1971) used the
'Soc1al Power Inventory (wh1ch y1e1ds much the same
'1nformat1on as a’ soc1ogram) to choose potent1a] trainees
”{from twelve c]asses of " f1fth and s1xth grade students The :

use of these measures at the e]ementary school level was |
sUpported bykpoth former studies. SR |

. FranK et al (1975) attempted the ut1l1zat1on of a

soc1ograms approach to the select1on of peer counse]ors at'
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the h1gh schood level and reported that th1s techn1que was
not effect1ve A*"popular1ty contest" resulted and the

screened for a var1ety of character1st1cs

o

authors resorted to requests for volunteers who were heav1ly o

~‘"E““Peer'“Counselor‘*‘Tra1n1ng - ‘
Tra1n1ng programs for peer couhselors were ta1lored to
meet the needs of spec1f1c goals. and obJectl;es accord1ng to
the1r target populat1ons Wh1le common strands could
somet1mes be observed,_each study had 1ts own tangent1al

5 thread wh1ch developed a novel,pattern of its own:f

Sk1ll Learn1ng :ﬂ

. . |
‘ Most stud1es SUpported sK1ll development accord1ng to
Carkhuff’s work (1971) as noted by Scott and Warner (1974)
i'Traan1ng peer counselors has generally 1nvolved the
development of: interpersonal or human relations -
-"sKills. Carkhuff’s (1971) model for human relations
tra1n1ng has been used extensively for this purpose.
The publication "The Art of Helping” (1972) should -
‘also be -a. useﬁul tra1n1ng tool. (p. 230)
These sk1lls 1ncluded empathy, regard and genu1neness _
~towards cl1ents (Hoffman & Warner,'dr., 1976 Ra1che, 1979),"
' As well the 1mportance of spec1ftc skill development -
, 1nclud1ng reflect1ve l1sten1ng (Grady, 1980 McCann,:1975
‘Ra1che, 1979) dec1s1on maK1ng (McCann, 1975 Vanenhorst
,1g74) group 1nteract10n (F1nK et al. 1975) and follow1ng

‘

, spec1f1c procedures (Kern & K1rby, 1971) was observed
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vTra1n1ng Techn1ques

A wide spectrum of techn1ques were supported w1th a
hv.!

- maJor emphas1s be1ng p]aced on. act1ve part1c1pat1on by the

"learner. Buck,.1977,‘summar1zed these approaches wh1ch

"incﬁuded:

—1+—Task--Exercises

\_1"07_- o s ow

2.

'S1mulated Problem S1tuat1ons

IR

Lectures

..»Role P]ay1ng
.~ Group D1scuss1ons
..-Express1ve and Creat1ve Act1v1t1e5j

;Aud1o Visual A1ds

BucK (1977) as well as Vr1end (1969b) also gave support for

the use of groups-as a tra1n1ng med1um

pract1cum was conc]uded.

-S1nce students, Tike: everyone e]se, spend the

majority of their time in various types of groups,

‘most of the experiences selected for use in the*

"tra1n1ng program were implemented in a.group g

setting: The .rationale for using the group: process

~ was related to the f1nd1ngs 4in the literature

 (Chester & Fox; 1966; Himer, 1970; Schmuch, 1968).

that a student’s genera] level of adJustment

correlates positively with his effectiveness as a

member in all or ‘some of the groups in wh1ch he

"funct1ons (Buck, 1877, p. 363)

. “

Finn (1981) and Varenhorst (1974) both 1ncluded a

pract1cum component in the1r tra1n1ng programs Students“vr

’were not cons1dered f1nlshed the1r tra1n1ng unt1l the
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Durat1on of Tra1n1ng ‘
| Level of expert1se requtred of tra1nees generally
'determ1ned the tra1n1ng program length Elementary school v
t peer counselors (Kern & K1rby, 1971 ~McCann, 1975) were m
tra1ned 1n the shortest t1me length cover1ng the fewest
‘“sK1ll5"lless than nine- hours)——Sen1or h1gh —and- collegemlevelmmn_m
trainees. were found to- spend upwards of 40 hours 1n training..
"(Brown, 1965 Pyle & Snyder,‘1971) Secondary and college |
Tevel programs also tended to 1nclude full day workshops 'l |
1{‘(EranK et,alr,,19751 Gradyj 1980), or mult1ple day retreats
_(Drumond, 1980). . o BT |

RO

'Summary h

Hoffman & Warner 'u‘ 1(1976)‘_at the conclus1on of an .

3

extens1ve l1terature rev1ew summar1zed peer counselor'
ﬂtra1n1ng programs

. The results of- the tra1n1ng reported in- the L
‘literature indicate that paraprofessionals can be
" trained to communicate at effective levels of =
-~ empathy, respect,'concreteness, genu1ness,
. confrontation; and immediacy. It bhas-been . -
.- - established that significant gains: cdn*be real1zed
. ‘with as little as one hour of training, but °
~minimally effective commun1th1on seems -to requ1re;j
- at least 20 training hours. Given, then, that lay t‘.F
personnel can be trained to be effect1ve N '
. communicators,; - the next question: concerns how ;
- effective. they are with spec1f1ed tasks 1n var1ous'
o worK sett1ngs (p 494) ‘ I




111. SELECTION PROCEDURES AND SKILL LEARNING
. .
A Select1on PrOCedures' o ‘ Coh
A total of twenty f1ve students in grades flve and six
P

were selected from four elementary school populat1ons in the

‘-Edmonton Public School System. The student helpers selected.

in each Of the schools were chosen us1ng sl1ghtly d1fferent
tmethods Wh1le peers were heav1ly 1nVolved in th1s process,
Ziexplanat1ons to students pr1or to, formal nom1nat1ons, actual
,Hvot1ng procedures and use of staff veto powers resUlted 1n.

'1each~school.adopt1ng un1que flnal selectlon_cr1ter1a.

tB Call1ngwood Elementary School'_ |
- At Call1ngwood the school counselor respons1ble for
.Tcoord1nat1on of. the,Coan1ct Management Program approached l,i
.-Jthe grade f1ve spl1t f1ve/s1x and grade six classes s
:-1nd1v1dually, prov1d1ng them w1th the follow1ng 1nformat1on
‘a.° An eXplanat1on of the Confl1ct Management Program, G
' bf: A copy of Alberta Alcohol1sm and Drug- Abuse D
; Comm1ss1on (A, A D A.C.). dec1s1on maK1ng gu1del1nes
Students were next 1nvolved 1n a bra1nstorm1ng exer01se:'

f(paper and pen01l as well as,oral) to develop a l1st of

Eucharacter1st1cs common to the 1deal student helper F1nally,_g

-students were then asked to secgetly nom1nate three students -

tfrom the1r class whom they bel1eved most closely co

‘;'<approx1mated the 1deal student helper Us1ng th1s

’.1nformat1on, the co'nselor selected the top e1ght students
' - ‘ : ! . . . "~1..

ey,

;25‘f
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and’gave staff members the opportun1ty to d1scuss their.
u1tab1l1ty for the program. The pr1n01pal was then of fered
the final veto power No alterat1ons were made to the

student seﬂect1ons, although some reservat1ons were

expressed concern1ng the lack of male student helpers as

_m_onlydonemwas_choﬁen-
C Cap1lano Elementary School
| Th% pr1nc1pal ‘at Capilano School dJscussed leadersh1p
qual1t1es with the gradesfive and six classes (separately)
and asked students to rank order the top five students
possess1ng those qual1t1es Scores from each room were.then .
condensed result1ng in a top male and female from each
- class. At the pr1nc1pal s d1scret1on, a female w1th the
second h1ghest score in one of the classes was selected
Comm1tment and leadersh1p ab1l1t1es were stressed over‘
'. popular1t¥. | |
| D Delwood Elementary School o | f .o
The s/hool counselor approached e%ch of six grade five
'br six cleses 1nd1v1dually to carry out the select1on |
process fter a d1scuss1on of leadershlp and leadersh1p
sK1lls tne class was asked quest1ons such as, " Who would
. you follow 1f they told you to ;:ﬂ?“J or}-"Who'would you -
l1sten to if they sa1d to stop f1ght1ng7" Students”Were
next asked to select three males and thgee females from

_the1r room, using a secret ballot Resultsggere then -
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pr1vately tabulated by the counselor The top six.students

names were randomly put on the board and the students were

. asked to choose the top three students from these, based on

the same criteria. These results were then tabulated and

from this list of three students, the class was.flnally‘

-.asked to choose their best candidate. Results_of‘this final
vote were not publ1shed at this point. Each. class'provlded a,

'ranked order of the top three students in terms of

:leadersh1p ab1l1ty as determ1ned by the students

The top student nominated by class. peers was accepted
cfrom four classes In-the f1fth claSS, the counselor and
'teacher felt the - student selected was 1nappropr1“te as the _

. student was new to the-school In the sixth class, the

‘ student chosen was" shortly to change schools In'both cases.

' the second cho1ces nom1nated by students from each class

‘ were accepted.

- E“'Keheew1n Elementary School'
Keheew1n Elementary selected the1r student helpers by

ﬁgrst 1n1t1at1ng a large group d1scuss1on with- all D1v1s1on'

II students in one locat1on q

A |

) the three classes took part in the discussion wh1ch fOCUssed
N \

'son leadersh1p qual1t1es, the Confl1ct Management Program and

pr1nc1pal and teachers of

\
N

'what respons1b1l1t1es student helpers would have Next ‘ N
. v N
'-students were asked to choose, by secret ballot a student AN
: from either the grade f1ve or six class whom they felt would
i

,be qual1f1ed to be a student helper The top four grade six

's

L P P
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students and top three grade five.studentsdwere ﬂpen_'

_ . x
~accepted as student helpers eligible for training.

,fF.~StUdentsHe1per Training Procedures
’ | Tra1n1ng of\student helpers (as we]l as support adults
1nvolved) occurred primarily dur1ng two three hour sess1ons
These sess1ons had a two week t1me ]apse between them dur1ng
wh1ch actua] commencement of Conflict Management Programs
w1th1n each school were to have begun Dur1ng th1s two weeK
perlod tra1ners were aval]able for consultat1on The flrst '
three hour sess1on was structured to prov1de suff1c1ent |
1nformat1on and sk1l]s to al]ow for ‘the Programs |
.commencement. After the_comp]et1on of.the second_three-hour
f’session,»a trouble shooting sesston waslarranged.for:all
'TschooTs‘trained durtngrthe previous year} irainers continUed
ato provtde consultative servtcésvwhere requeSted. APPendtx'E‘
out11nes the spec1f1c agenda for each sess1on | N
Dur1ng the two three hour sess1ods two Key tra1ners
’T were used, somet1mes separate]y w1th d1st1nct groups(such as

adults and ch11dren) but more often in concert with each

other and w1th the whole group Each- tra1ner genera]ly ‘took .,".

]eadershlp respons1b1l1ty for the 1ntroduct1on of spec1f1c
topics as they were presented but both strongly supported

ach other after the 1n1t1a] 1ntroduct1on of'the top1c A

genera] 1ntroduct1on was prov1ded by a th1rd member of the

A

support team
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G. Tra1n1ng Procedure Rationale

Spec1f1c support for the tra1n1ng procedures used in

'Conf11ct Management was. not provided w1th ‘other Conf11ct
Management documentat1ont A search of the»l1terature also
.did not reveal any direct Studies of Conflict Management or'
a rat1ona1e for its tra1n1ng procedures It wouldvappear; \
_however, that its theoretical" framework is supported by work
 done by Rudo]f Dre1kurs |

| Drewkurs viewed man as. a soc1a1 be1ng who was - dependent,
~on the group for ‘survival. All act1on-(behav1or) was
-purposefu] -and geared towards adaptat1on to ‘the soc1ety
"AI] h1s act1ons, emot1ons, qualities and character1st1cs :
serve the same purpose They show him trying . to adapt to'
soctety“:(Dreikurs. 1950 p. 13). He descr1bed ch11dren s
':purposeful behav1or ‘as be1ng e1ther attent1on seeking,
‘power seek1ng, revenge- or1ented or 1nadequacy or1ented
MWh1]e attent1on -seek1ng behav1or could represent ,
appropr1ate behav1or (act1ve construct1ve)

»‘1nadequacy or1ented or assumed d1sab111ty }

(pass1ve destruct1ve) represented very ser1ous 1nappropr1ate_g
: behav1or (Dre1Kurs, 1974) | |

Dre1Kurs (1970) referred to four pr1nc1p1es as’

'-'essent1a1 requ1rements for conf11ct solving:

a. Al] conf11cts can be reso]ved on]y on- the basis of
" mutual respect. This excludes fighting or giving in.
.F1ght1ng violates respect for the opponent; giving
in, respect or onese]f Log1ca1 consequences perm1t
.an a]ternat1v§
b. In any conflict s1tuat1on one has to p1npo1nt the
‘rea] jissue. And the real issue is never the whole of

- -
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the conflict; underneath each argument is the

problem of persona] involvement on the part of each

participant, personality concerns like status and
- —-*ppest1ge»— the-desire-to- WTn,—~the—feaE—Of ]OS]ng! _of

being unfairly treated, of being deprived on one’s
rights. By not recognizing the importance of
persona] involvement, people, turn mere d1sagreement
into.unsolvable conf11cts
“c. Conflicts can be resolved only by agreement Instead
of agreeing to f1ght to overpower, or to abuse, the
participants in"the conflict must agree to work, out
~an amicable solution. o
~d. Conflicts can be resolved on]y through part1c1pat1on[
in decision mak1ng, through ‘shared responsibility..
Cooperat1on has to:be won instead of demanded; that
~is, the opponents have to dec1de 1n favor of peace
instead of war.(p. 46) | : o

,These four pr1nc1p1es were c]ear]y found in the procedural
steps learned by_Confljct Management,tra1nees_(5ee Append1x"
| It would therefore appear that the conceptua] model for}

‘vConf11ct Management was: based on Rudolph Dre1Kur s work
an.-Spectfic Training'Methods

‘Large Grou » | »
The m Jor1ty of act1v1t1es occurred 1n ‘a large group
"sett1ng wh ch 1nc]uded adm1n1strators, schoo] secretar1es,

parent representat1on, program coord1nators (frequently the:

sch001 counse]or) and student he]pers Tra1ners, espec1a11y; :

in the open1ng remarKs,Lnoted the s1gn1f1cance of act1ve
_part1c1pat1on in the tra1n1ng process by the key adu]ts in
order that these adu]ts have both ownersh1p in the program
'and yet a]so real1ze that a certa1n amount of power or

.author1ty must be re11nqu1shed to the student he]pers =
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“The adult body particlpating'in'training was provided

w1th spec1f1c role- related 1nformat1on by one of " the

tra1ners in. a segregated sess1on dur1ng the first three= hour**““~—4~
: sess1on As well, support1ve wrltten mater1als outl1n1ng
much of what occurred dur1ng the tra1n1ng, in add1t1on to
suggested support measures "which could be used by schools,
was prov1ded to all schools‘1nvolve (see Append1x C for
complete der1vat1on) o "' |
Large group sett1ngs were used to prov1de 1ntroduct1ons

to many of. the pract1cal exerc1ses engaged in by student
‘helpers Th1s format allowed tra1ners to prov1de o
1'1nstruct1ons qu1cKly, role play examples for ‘the large
f”group, draw on volunteers, and prov1de answers “to quest1ons

of concern to the ent1re g oup Tra1ners also used th1s.u
vuformat to demonstrate a micro- counsel1ng sK1ll wh1ch was
'heav1ly stressed throughout the tra1n1ng per1ods, that of
:treflect1ve l1sten1ng Exerc1ses wh1ch occurred in the large
.group gradually requ1red more and more 1nteract1on between
‘student helpers from. d1fferent schools Conclud1ng éﬁirc1ses
- dur1ng the second sess1on requzred student helpers to worK :
f,w1th student helpers‘from other schools ' |

The large group arrangement was also used to prov1de a.

,'discu5510n_arena for participants.-

Small Groups' |
Wh1le general 1nformat1on sharlng, demonstrat1ons, and

problem soleng occurred in the.largevgroup settlng,:thev
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small group format was used abundantly to pract1ce and -

“develop spec1f1c micro - counsel1ng sK1lls‘ Adults accepted

the role dur1ng most of these m1n1-sess1ons of e1ther
observers or crjtjcalqanalysts Where an exerc1se requ1red a
.spectfic‘number‘of participants, adults f1lled‘thevrequ1red |
vacancies in some groups B | h

Student helpers worKed pr1mar1ly with other 1nd1v1duals
;from the1r school and 1n d1dact1c format1ons dur1ng the" ‘
dn1t1al exerc1ses As students became more: exper1enced in
role- play1ng and conf1dent in their. own ab1l1t1es, larger
' groups of three, four and f1ve members, 1nvolv1ng students.

.from other schools, were formed

_V1sual D1splays v 1 ‘
An 1n1t1al sl1de presentat1on of Confl1ct Management in
ct1on at a local elementary school was presented to the
- large group In add1t1on overheads outl1n1ng 1mportant L
vprocedures, t1ps for success and common problems were used
thh1s mater1al was both d1scussed and made ava1lable to

s;part1c1pants.

fFee Assessment FaCIl1ty Locat1on Nutr1tlon Break
A twenty f1ve dollar fee was assessed each
'part1c1pat1ng school to cover the cost of rental of at,'

v‘locat1on for tra1n1ng and a "nutr1t1on breaK“ dur1ng both of

.'”the three hour sess1ons The locatlon chosen (K1nsmen

gAquat1c Centre) allowed students to sw1m after complet1on of

- . BN N
- .
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the final three-hour sesslon} This locatlon was'also_chosenb

«

_to provide a neutral setting apart from ‘the school

\\y N o | .i | ”.' a5

——environment~

Sk1ll Learn1ng
Key micro- counsellng sK1lls were heav1ly emphas1zed and
:;pract1ced throughout the tra1n1ng sesstons Re1nforcement i
‘through verbal pra1se in small groups ‘and large group |
'3se551ons was prov1ded by both the tra1ners and other adults

:,present

Eye" Contact and Body Language e

v Early emphas1s was placed/on the value of eye contact

fdurlng the 1nterv1ew between combatants and student helpers L

.The s1gn1f1cance of eye contact was demonstrated then
apract1ced w1th and w1thout an observer,ius1ng cha1rs w1th
.’part1c1pants placed bacK to bacK as well as fac1ng each |
_'other In later” role play1ng the more subtle messages that
can be gtven through body language were d1scussed and some
"examples pract1ced A part1cular emphas1s on “In51ncere
jComm1tments"'was stressed dur1ng the latter part of the ‘7‘

tra1n1ng (see Appehd1x D for complete der1vat1on)

fReflect1ve L1sten1ng
Students observed a role play s1tuat1on presented by _
the tra1ners, dlscussed the key 1deas beh1nd reflect1ve -

,l1sten1ng through a’ large group d1scuss1on wh1ch rel1ed on

-

o

. .
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both inductive reasoning by the student helpers and<

cont1nued active ref]ect1ng by the tra1ners, and then

commenced actual pract1ce 5f the ™ techn1que“"0bservers were;—“-w~—*
.‘rusual]y used Trainers 1n1t1a11y presented neutra] top1cs |

‘ffor students to use- as discussion points and gradually made

1these 1ssues e1ther more persona] or complex, or a]lowed the ’
.'”students to choose the1r own. "Rea] 11fe" conf11ct |
's1tuat1ons chosen by students were used throughout ‘the

second three hour sess1on whenever th1s sk111 was pract1ced

‘Paraphras1ngv : ; |

. A]though not c]early 1abe11ed or dea]t w1th as: a
“‘spec1f1c counse11ng sK111 tra1ners d1d d1scuss the va]ue of
summ1ng up ~what the student combatant appeared to really
'“’be say1ng as compared to stra1gh%areflect1ve 11sten1ng The
..d1Ff1culty w1th stra1ght "parrot1ng was a]so clar1f1ed to
_students Adu]t observers work1ng with small groups dur1ng
the- second three hour sess1on Frequent]y tr1ed to prov1de

5feedback to group members who were s1mp1y parrot1ng

‘ Prob1em-Solvvng and Comprom1s1ng ._ N

| The concern of who owned the prob]em and methods of
ﬁresolut1ons prov1ded a- Framework for the team procedures

b Once students understood that it was’ not the1r prob]em to
F:solve and that. combatants were respons1ble for solut1ons and
'“comprom1ses, the ro]e of the student helpers was far more ',f

_ 'v1sab1e ﬁ‘vﬂ
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While student helpers were taught reflective 11sten1ng,

the 51gn1f1cance of body 1anguage (part1cu1ar11y eye contact

“and facial gestures) as we]l asTsome” paraphras1ngv~1t wash
clearly" stated that the combatants had the ma jor ro]e to )
piay in reso]ut1on of the conf11ct.»Thevstudent helpers were
lfree to clarify and exp1atn'what»they saw and heard, but it
-was the combatants who:had.responsibilttieS'for solutions.
'Awarness of Reso]ut1on Procedures
“A very prom1nent component of the tra1n1ng program
"revolved around the clear set of procedures that student
}he]pers were to fol]ow These procedures were d1scussed in
fsthe 1arge group, v1ewed on an overhead and handout and
wpract1ced in severa] ro]e play s1tuat1ons Procedu.cc were:"

'of two K1nds, what to do when w1th the combatants anc

-genera] off1ce procedures Each had the1r own emphas1s, w1th';

the former be1ng more relevant to the student he]pers and
gthe latter to the adm1n1strators, secretarles, superv1sors‘

.and parents (see Appendlx E for complete der1vatlon)

; Se111ng the Program

Student helpers. and support1ng adults were presented

},w1th mater1als and suggest1ons wh1ch could be used to

'1ntroduce the concept of Conf11ct Management 1nto the1r homeni ”

schoo]s (see Append1x F- for comp]ete der1vat1on).



AT Popu 1a t ion— —— , < : 2

IV. DESIGN OF THE STUDY ,

’

l

The. popuiation of this study consisted of 25 f1fth and
‘s1xth grade students who attended school w1th1n the Edmonton
.Pub11c Schoo] System. Four schoo]s part1c1pated w1th each
.school contr1but1ng at 1east four students. of e1ther sex.
There were 15 females and 10 males The subJects ranged in

-age from 10. to 12 years w1th a- mean age of 10.8 years

B Procedures | '; T

SubJects se]ected for test1ng 1ncluded all students who
\.part1c1pated in the f1nal Conf11ct Management Tra1n1ng | |
_’Program of the 1982-83 school year. Approx1mate1y two weeks
hpr1or to commencement of the actual tra1n1ng program ;the
vPlers Harris Ch11dren s Se]f Concept Scale and a set of g
Semant1c D1fferent1al Scales were adm1n1stered to the 25
vgstudents In add1t1on, each class in each of the four
'sch001s wh1ch contr1buted a minimum of one member to thet
study populat1on comp]eted a c]ass soc1og am o

F1na11y, subJects were cast in a three m1nute mock".[
‘_he1p1ng ro]e w1th two studeqts who had supposedly /
‘exper1enced a conf11ct but who were. in fact, confederates

Approx1mate1y one month after comp]et1on ‘of - the f1nal
tra1n1ng sess1on student he]pers were reassessed using the
P1ers Harris Children’'s Se]f _Concept Scale. and Semantic
D1fferent1a1 Scales, as wel] as being p]aced in a second

‘e

36
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unigue "mock" conflict situation.

_MMCTwIest“Instnuments

o

P1ers Harrls Ch1ldren s Self Concept Scale .

‘ Th1s scale was used as a measure of general self'
concept Developed in 1969 by co- authors P1ers and Harr1s asv
a self report measure of self concept 1t was constructed
us1ng 80 1tems wh1ch cons1sted of forced cho1ce “YES NO"

, responses The 80 1tems were. extracted from. ders1lds (1952)
orlg1nal.pool:of 152,1tems. Nearly 50%-of the* first- personvl;
declarative StateMents were worded to SUpport a posltiQe“

.self concept'and the remainder'to support a negative self -
concept Response set b1as was therefore reduced ”

Piers (1969) reported that wh1le cluster scores for

| behav1or 1ntellectual and school status, phys1cal |
appearance and attr1butes, anxiety, popular1ty and
happ1ness. and sat1sfact1on could be obta1ned thls

.l_}nformat1on was_at best "tentat1ve (p. 20) . These clusters

E paralleled dersilds’(1952)hcategories of phys1cal

;éharacteristlcs and'appearance, clothing’andvgrooming,
healthvand physical soundness, home.and family, enjOYment
and recreat1on, bilitynin Sports and play, ability in
school 1ntellectual ab1l1t1es, spec1al talents, and

| personal1ty character 1nner'resources emot1onal tendenc1es

T Standard1zat1on of the P1ers Harr1s Ch1ldren S Self

'rConcept:Scale was based_on‘a'sample of 1183 ch1ldren 1n‘
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grades 4 to'12 Re]1ab111ty was measured in terms of
1nterna1 cons1stency (.78 to. 93) and test- retest_

_N_rellabJJJtyui 71_to .77).

Convergent val1d1ty was reported by Mayer (1965) who - ‘

. compared P1ers Harr1s scores w1th scores obtalned on the
L1ps1tt Ch11dren s Self Concept Scale (1958) and obta1ned’a

‘correlat1on of .68. The sample used ‘consisted of 98 spec1al
educat1on students aged 12 to 16 years Th1s was further f*
supported. by Cox (1966) who noted that the scale oorre]ated
negat1ve1y w1th anx1ety “and hea]th problems (-'48 to - 69)

- in a samp]e of 97 ‘children in grades s1x to n1ne M111en
(1966) in five stud1es us1ng student samp]es from grades 4
6, 8, 10 or - 12 a]so found negat1ve correlat1ons, ( .54 to

Com 69) between the Ch11C|en S. Man1fest Anx1ety Sca]e and A
P1ers Harr1s Ch11dren s Se]f Concept Sca]e Cox (1968) :
reported coeff1c1ents rang1ng from' 31 to 43 between
teacher and peer rat1ngs of self concept soc1a1'
effectlveness or superego strength and ch1]dren @ persona] ;"
rat1ngs Plers (1969) also 1nd1cated correlat1ons for.f7' -

C teacher .and peer rat1ngs with the P1ers Harris Chlldren s
Self Concept Scale rang1ng from 06 to 49 and commented |
that g1rls and- peer rat1ngs corresponded better w1th |
se1f report than teacher rat1ngs » | FR

h'L Pred1ct1ve va11d1ty of the P1ers Harrts Ch11drens Selffﬂ
Concept Sca]e in terms of corre]at1ons w1th measures of iiv |
1nte11egence and ach1evement were reported in several |

stud1es,out11ned;by P1ers-(1969) Corre]at1ons ranged from



-.06 to a h1gh of .50.

The - 1nstrument was des1gned pr1mar1ly for research

B purposes, and th1s use has ‘been" supported in a rev1ew by

Bentler (1970) Anderson (1979) noteda12 recent stud1es
ldwh1ch 1nvolved th1s test as a measure ‘of ch1ldrens self .
concept | ] ‘ _ A . _ |

- The P1ers Harr1s Ch1ldren s Self Concept Scale is found

in Append1x G.

Semant1c D1fferent1al Scales ‘
Semant1c D1fferent1al Scales were constructed and used
: as‘a second measure of student self concept ‘
'~ o The concept of semant1c scales was developed by Osgood
: (1957) based on earl1er work of Karwosk1 Osgood (1957) B
.def1ned semant1c d1fferent1at1on as,l"The success1ve .v; .

‘allocat1on of a concept to a po1nt in. the mult1d1mens1onal

T semant1c space by select1on from among a set o?:P1ven sealed e

-f_semant1c alternat1ves"(p 23) | |
cemant1c D1fferent1al Scales do not represent a_

spec1f1c standard1zed test they are a. concept/scale O

1nteract1on constructed to meet the un1que spec1f1cat1ons of 5‘7"‘

”the researcher Th1s techn1que attempts to measure what

. mean1ng a part1cular concept mlght have for subJects based
' on d1mens1ons wh1ch have been emp1r1cally def1ned and .
”factor analyzed (M1ndaK 1969) These scales are often’

tfchosen from 50 pa1rs ‘of polar adJect1ves developed by Osgood

d (1957) wh1ch he determ1ned to have heavy factor load1ngs 1n"57'



- =t P
. three areas, "Evaluative, potency and activity". (p. 38).
‘Measures relating to attitude are represented by -the

evaluative factor.

't sca]es was authent1cated through compar1son W1th two other

Re]1ab11ty of evaluat1ve sca]es, as recorded by Osgood
Suci’ and ‘Tannenbaum (1958) used a test,retest format with .

‘135 subJects and ranged from 87 ‘to .93, These same authors

vfurther estab11shed test- retest re]1ab111ty correlat1ng data’f

'from 40 1tems across 100 subJects and resu1t1ng in a

. |
coeff1c1ent of -85 (Osgood et al, 1958,¢p 127) denk1ns,

Russel and Suci (1958) obta1ned a corre}at1on coeff1c1ent of.‘.

97 for a test- retest re11ab111ty study‘completed
spec1f1ca11y to prov1de normative data ;egard1ng semant1c
d1fferent1a1 sca]es Concurrent va11d1ty for evaluat1ve‘,'h
scales Thurstone and Suttman. Corre1at1on coeff1c1ents f
«t ranged fromg.74 to .91, Face va]1d1ty was also supported in:

-studtes'by'Suc1 (1952) and Mundak (1969) Cross cu]tura] ‘
Apstud1es (Kumata & Schramn, 1956 Tanaka, Dyama & Osgood .
1963) g evelopmental stud1es (D1 Vesta,11966 Erv1h & .
Foster,:1960) stud1es in exper1menta1 psychology (Baxter,'

1962"dohns0n, Thomson & Fr1ncke, 1960), stud1es ‘in soc1a]

jpsychology (Br1nton, 1961 Sn1der, 1962) and stud1es in -

~persona11ty and c11n1ca1 psychology (Endler, 1961 Dsgood &--

'Sur1a, 1954) were 1nc1uded 1n a sourcebook ed1ted by Sn1den

: and Osgood (1969)

The Semanttc D1fferent1a1 Scales Cpnstructed for th1s

_study are found in Append1x H

[ . ) N
M ,.

o
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D Soc1ogram

be,

This measure was ut1l1zed to determ1ne students

‘1dent1f1ed by classmates as potent1al student helpers
denn1ngs (1959) def1ned soc1ometr1c techn1que as,

)
"The use of appropr1ate sociometric tests to reveal
groups structure and_ to identify ‘'subdivisions of ‘the
group and various types of group sdlutions, for
" example, - leaders, isolates r1val factions and so on”

(p. 11).
l-It s 1nherent‘value as a measurement procedure lies in 1ts
ab1l1ty to offer a p1cture of 1nteract1onL1n relat1on to
-1mportant cr1ter1a of group l1fe It is the dynam1c "
_1nteractuon which is focused upon, not 1nd1v1duals l1Jlng in
‘.a vacuum. Furthermore choices made by students seem. based -
‘_on the choosers need to secure emot1onal support and .
‘spec1f1c helpfulness the chosen individual ‘is expected to
tprov1de (denn1ngs,‘1959) Wh1le thése cho1ces explore one
;collect1ve at a t1me,:and are. focused on one cr1ter1on, the
:}chooser may sat1sfy other cr1ter1a not made ava1lable to the
l»anvest1gator The benef1ts of hav1ng group select1ons wh1ch
d1st1nQU1sh 1nd1v1duals by more cho1ces of them ‘then becomes l
ev1dent (denn1ngs 1950) .

‘ Test retest rel1ab1l1ty of soc1ometr1c techn1ques tn
”three d1fferent stud1es was reborted in denn1ngs (1950)
]These stud1es 1ncluded one by denn1ngs (1950) 1nvolv1ng
phdel1nquent adolescent females. ‘another. 1nvolv1ng youngsters';

in ansummer camp (Newsletter,_Feldste1n & Newcomb 1938)

'and a th1rd w1th college group d1scuss1on members (Zeleny,l

SRR
.
O



42

. 1939). All produced rel1ab1l1ty coeff1c1ents rang1ng from

'b~93~tQ .96. Th1s high rel1ab1l1ty was cred1ted to the

slowness with wh1ch the 1nd1quuals change in the1r choice
of one another (denn1ngs,.1950) | o
Val1d1ty of sociometric techn1que can best be supported
by actual review of‘behav1or data-and:case stud1es;_denn1ngs
(1950) stated, S |
"A sociometric test is val1d 1n the sense that the
behav1or wh1ch 1t was 1ntended to el1c1t actually -

appeared w1thout fals1f1cat1on of responses on the

part of the subJects (p 27) ' ' S '’

To this end denn1ngs (1959) alluded to the f
1ntercultural val1d1ty of this techn1que in worK done in
France Sweden, Belgu1m West Germanx, dapan, TurKey and

Canada’ (Preface p.VIII).

Pred1ct1ve val1d1ty was not establ1shed between age or -

i~nntelllgence 1n denn1ng s‘(1950) study of del1nquent

“

adolescent g1rls

- Construct1on of the quest1on followed gu1del1nes as
-;suggested by denn1ngs (1959) which empha51zed
a. the case of a speﬂ1f1c s1tuatlon,f~
ltb.i the l1nK1ng of chosen persons w1th the s1tuat1on
e 'us1ng one statement h_ A | o |
'clp'the avo1dance of words such as “best" and frlend",
d . * use of cho1ce sllps,_" H

e. *tFe choitce. of s1tuat1on wh1ch w1ll matter to the

ustucentsu

g
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The format of quest1on asked was also a mod1f1cat1on of" that

used by Kern and K1rby'(1971) Re]wab111ty ona test retest

basis" for the1r 1nstrument was reported as a .77 correlat1on

~ score. Va11d1ty was demonstrated by Gnagey (1860) who found

that students chosen as powerfu] members in the c]ass did in
fact wield the most 1nf1uence (Kern & K1rby, 1971) ,

A dec1s1on\to ask students to 1dent1fy only the1r top
or number one ch01ce for class leader was based on two
'factors At the t1me of the data co]]ect1on, it was be11eved
"by the researcher that on]y one male and/or fema]e from each

,‘part1ctpat1ng c]ass was be1ng nom1nated As we]] it was

"‘be11eved that a large number of c]asses were part1c1pat1ng

aand that data co]lect1on and analys1s wou]d be cons1derab1y

~s1mp1]1f1ed by a reduct1on in the number of nom1nat1ons The

actual number of c]asses and nomlnees were unknown to the

’jresearcher until’ arr1va1 at each school (In actual fact a;

o T1fth school scheduled to take part in tra1n1ng cancel]ed at

bthe Tast m1nute) McCann (1975) also used the s1ngle

'nom1nat10n approach : ih
. LSS

The d1rect1ons used to obta1n c]ass soctograms are

found 1n Append1x I.

E. Mock Conf11ct Management o fzftf'ﬁnf;wﬁfa;,,
’.4 Thts approach was structured to obta1n measures of

lspec1f1c micro- counse11ng sk111s as. well as learned

'procedural steps peer counse]ors were expected to comprehend i

dand use after training.

-



) . ‘ .
Four students:tn upper.elementary grades-and~from a

neutral school not'involved in the Confltct'Management‘

"Program were~trained to preSent.efther of'tw0'common
conflict s1tuat1ons (see Append1x J for complete

bder1vat1on) These students were unaware of the exact nature B
.of the study and were re1mbursed for the1r efforts Dur1ng
pre- test1ng, two of the four confederates presented one of .

the mock confl1cts to a peer counselor tra1nee Th1s

, n1nteract1on was aud1o taped Dur1ng post test1ng the

yalternate confl1ct was presented by the other two. combatants
‘and th1s was also aud1o reconded The confederates were | |
placed on a . rotat1ng schedule wh1ch forced each to play both
-‘roles in both confl1cts and w1th all other confederates at
"one tlme or another As well the order of 1nterV1ews was
»ma1nta1ned betwen pre and post test1ng to help off set the
'pract1ce effect as confederates became more exper1enced at

i yrole play1ng

Support for cho1ce of th1s techn1que came from researcht f'lfl"

'done by Carkhuff (1969) Carkhuff (}969) outl1ned work by

._'researchers who s1m1lar1ly cast tra1nc\cr in.a helper role

"ﬁ.and taped 1nteract1ons for analys1s (Anthony & Carkhuff

n'1969 Carkhuff & Banks, 1969 Carkhuff & Berenson,,1968
tharKhuff & Gr1ff1n, 1969 Greenberg, 1968 Holder, 1968

’7lKratochv1l 1969) Carkhuff (1969) also prov1ded support for
-scales wh1ch were used in th1k study The three scales
"selectedp‘“Empath1c Understand1ng in Interpersoﬂﬁl

Processes. "The Commun1cat1on of Respect in Interpersonal
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Processes", and "PerSonaTTy Relevant Concreteness or

Spec1f1c1ty of Express1on in Interpersonal Processes were:

VaT1dated in extens1ve process ~and outcome researcn ,
on counseT1ng and psychotherapy (summarized in Truax
. & Carkhuff, '1967) . and in part. from and ear11er
‘version: that has been similarily validated :
(summarized in Carkhuff, 1968; Carkhuff & Berenson,
1967). In-addition, s1m11ar,measures of similar
constructs have received support in the literature
of counseling and psychotherapy and educatton
‘-(Carkhuff 1969, P. 319). o .
The 1nd1v1dua1 scaTes used as weTT as Tearned
| procedural‘steps measuredvare Tocated»1n Appendjx,K.
F Treatment of the Data ;v.l _
Research: regard1ng the use of peer counselors or
";heTpers at the pre adolescent level rema1ned scarce Three -
‘stud1es (Kern & K1rby, T971 McCann, 1975 ‘Rapp et aT |
'1978) used upper eTementary students as peer heTpers, two ofy
‘these w1th students work1ng under the d1rect superv1s1on of ﬂv
htthe schooT counseTor,_and the th1rd w1th heTpers prov1d1ng
\s :
tutor1ng and new student or1entatlon ‘No studtes were :

) Tocated wh1ch used students to ass1st in the resolut1on of
-‘confl1cts between other peers . 17_7‘ ‘
Length of tra1n1ng and seTect1on procedures for
'adoTescent and post ado]escent peer counseT1ng programs P
_1nd1cated a w1de var1ety of be11efs among researchers
Hypotheses regard1ng the seTect1on and tra1n1ng

'vprocedures appropr1ate for eTementary peer counseTers

"engaged in confT1ct resoTutton must rema1n specuTat1ve and

S
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:make d1rect1ona1 pred1cat1ons for these hypotheses

: vd]ff1cu1t Therefore null. hypotheses were stated regard1ng :

o

the effect on measures Used.

G Hypothes1s Be1ng Tested | |
‘f Hypothes1s I: No SIgn1f1cant d1fference ex1sts between.
. trainees'»pre and post test scores of- se]f esteem as
determtned‘by the P1ers Harr1s Ch11dren S Se]f

a -

Concept Scalet | » PR
'.'Hypothes1s II: ’No.s1gn1f1cant d1fference ex1sts between‘
'tra1nees pre and post test _scores of se]f esteem as
determ1ned by the Semant1c D1fferent1al Scales S
7f‘Hypothes1s III No s1gn1f1cant d1fference ex1sts between
i tra1nees pre and post test scores of learned t”* K
? procedures h " ‘_ | b
nypothes1s IV No s1gn1f1cant d1fference ex1sts between
. tra1nees pre and post test scores of empathy as |
| measured by the Empath:c Understand1ng 1n:7'
Interpersonal Re]at1ons Scale. |
htupothes1s V\ No s1gn1f1cant d1fference ex1sts betweenf:
tra1nees pre and post test scores of respect for
. c11ent as measured by the Commun1cat1on of Respect
v1n Interpersona] Scale . , | v - t o
Hypothes1s VI No s1gn1f1cant d1fference ex1sts between
tra1nees pre and post test scores of concreteness

of express1on as measured by Persona]]y Relevant

Concreteness or Spec1f1c1ty of Express1on 1n yf“



i

Interpersondl Processes Scale. Z
i : C 1

fﬁ_"”"H’“Statist1caT“Procedures - ~.&¢:_ — o

The fol]ow1ng stat1st1ca1 procedurés were ut11}zed in
: \

P

;‘order to analyze the data col]ected from the study:

;‘1: ‘Pearson Produot Moment Correlat1on in: order to order to. |
‘determ1ne the degree of re]at1on between the s1x(’
nppre test and three post test dependent var1ables

"~2.d;Analys1s of var1ance wwth repeated measurements to test
hthe s1gn1f1cance of the d1fferences between ‘the means of o

N fthi "the pre and post test measures 'sT'

""‘i,l"_' .



‘chapter Or1g1na11y, 25 f1fth and sixth grade students were

I

‘to equ1pment fa11ure (1naud1b]e record1ngs)

‘3; 7Were tra1nees se]f concepts be1ng a]tered as a resu]t of

V. RESULTS AND.CONCLUSIONS

A 0verv1ew ‘ o : - : . étl

Stat15t1ca1 results of the data were comp11ed in th1s

selected. to part1c1pate in the study However. one student

_}was unava11ab1e for post test1ng (on hol1days) wh1ch reduced‘

7the sample to 24 As well measures requ1r1ng aud1o tap1ng

resu]ted 1n 1oss of data for a add1t1onal four students due

Three quest1ons were asked of th1s study

'\ o . . no

’ 1} Were se]ect1on procedures 1dent1fy1ng the des1red target Lo

o populat1on of classroom leaders7

_,2;:,Were tra1n1ng procedures effect1ve in teach1ng

’ m1cro counse11ng sK1lls and spec1f1c procedures7:°

R [tra1n1ng?

7t_B Se1ect1on Procedure TR e f;

L
Th1rteen c1assrooms prov1ded soc1ometr1c 1nformat1on

\

o ;wh1ch was reported in¢ f1gures 1 to 13 d‘ _m mi'”ﬁf'4:]g

C]ass soc1ograms 1dent1f1ed tra1nees as the most

'frequently nom1nated ma]e or fema]e 1n 9 of 13 c]asses -In_d

'»four c]asses where both male and fema]e tra1nees were

;nom1nated two of these classes had chosen the_inalnees_as.w

: fthe most frequently nom1nated students .

.:Tc;48'
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Albert

Donovan

‘Stefén f

' Sahdy.

Jason

Jawad

Andy

Johnathan|

. Bev*

“Colleen |

 Pamela

i

Debbie

‘Chris .|

‘;,7 (—| -Kelly .
. A '

| ‘ :

o <f7—'“Shanhdh
175
7'{———‘5:ShaWna

S <

"Bradford:<—%— AmyQ?f';f

) IR

‘Valerie‘i

'Kurtf

o
TR

. <\‘.’

",FiQUre 1. Class sociogram for Ca111ngwood Elementary School
o Conf11ct Management tra1nees are denoted by an. *
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50  4‘

. Wadex*

1. Marcy 

"~ Robinx*

Brian

A]fred

Dean -

" 'Bino

mJDéyid :

\Jason -

“Tammy

V .

 Heather

Wendy

Chbisv

Kurt .

Kim’

| "Jdennifer

A

Shay

RY

Al N
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Figure 2. Class sociogram for Callingwood Elementary School L

‘Conflict Management trainees are denoted by an *.
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Conflict-Management trainees are denoted by

Q

an- 3

-
. B
{——| Tammy
] : (— May* {——| Monical
Valerie*| - . : -
_ Corhﬁnn*l<——— Kimber ly|<* ‘Shona-
V L]
(—1 Te%ri
. [ [
. Michael
il —| Jgavis ;
' {;l— Binu <——| " Houy
«—| . Chris |
| <- ‘MohjCaQ
; »Anna v -
__Jd4—| shannon |
Vo v " ' —
o _ : ' » ;
Brett —>|.Robin* |<—| Jenny -
— | (absent) L
) ._-:i" -
| .iFiguréa3},CTaés sociogram for’Callingwood‘E]ementary73¢5661. :
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- Betty

Andrea

dohnf

Lonrie*“

|Mackenzie

~Andrew1

Tony

/

- Chris:

Davidt | .

Eric

o lisa

| Sabrina

~Damny’

(htmself) .

Lee -

Eveline

Bill-

Greg - |

Andrew2’

Dawn |’

| colin .

':~dan o

W

‘»’F1gure 4. Class- soc1ogram for Cap11ano Elementary Schoo]
E : Conf11ct Management tra1nees are denoted by an. *

.\\. .

.:;/  _

-y
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.U”. ‘
- : Kenda}lmA<r—— jBrian2
‘h> w
<——| Briant
¢<—|  Mmatt-
J<—| . Lisa |<—| Heather |
Brents |<=——| - Nicole | — —
S S - <——| Carmen
—[Qauline |
" f<——| Brian3 = Janice ¢— Carrie |
: - | R L)
N = - fﬂStebnantéfo”

@'_?

B F1gure 5 Class soc1ogram for Cap1lano Elementary School
: Confl1ct Management tra1nees ‘are denoted by an *
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'
Ny

Christy-|<— Lisa
leex A -

¢

Deanne

| orysia | | ou¥

‘Ronald

-Sean

Micheal

v S {  Shane
S P R R P 1{——|Nicholas ' S~
el - o — |

- Kim

Wendy .

Taros |. .

-fRoberf-7

AngeTa

o . '.'Kyle ﬁg.(++4 1TC6rey2"

~

F1gure 6 C]ass soc1ogram for Delwood%E}ementary Schoo] .
' ] Confl1ct Management tra1nees are. denoted by an *,
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1. Trevor 1#

. sylvia

e

{~——| -Amanda .

T
e
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Lo

'a. ' -

| (himself) -
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' ﬁl«“ ; {(——1| . Marcy

| Trevor2 "
\‘\ : L > .
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Figure .7.. Class gociogram. for Délwood Elementary,S$chool. 2
.. “Conflict*Management trainees are denoted by an *. . Vs
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! ' v
- : ‘ O
{—| Ronald" " =
f {(—|Jennifer |<— Trisha-}
A g ms L ' '
Edward |<——|[- Travis
‘ERogei"' "qgf'
.A“ . v. ‘ - ’ ~’;¥ : -
—|Patricia
Coralee’
o ——| “yamie
Trever: . )
|iRAonda™ |* . ‘
T R ' Gaylene
'y | :
CbC Laurel ; l
R ' - S,V
2| <——|- Darren .|<——| “Robert -
. S R S — N - Ladeen
) ’#&" . ‘ . A —— T ! ‘ C
el <—|* Jenny | Ruheyma -|—> =
W - ¢ . . ‘ - ‘ - I . .
- ‘ A i ) . V
; {—|Virginia — : A
‘ . v, oo - : - Tracy ‘
‘1"‘ .1"'. ( - 5 : ';", . ' ~x;. j ,
. -] Jasonix [%, S o .
: TS B .,‘."..' K : .. ; 
A ] A <3¥4' dason3 . |<——| Jason2 |<——| Anthony
A . . » S . L 3 -
By :f L A e - . p
; " | <—[ Donna |[<——| Trisa : '
b % | ) S — - *
® ‘Michelle|<——| Joanne:| " .
© | AFivinna o
G - v M - > 4. ‘ . e -
'.* . '& } v ] : L Nk
@1gure .,Class soc1ogram for- Delwoéd Elementary Schépf;.
. &Conf11ct Management trainees aré denoted by ah *ow



- Micheal |<— damie1'
{(— Matthew » N ' —

1 Craig =
A - 7 |<——]| Nathan

<=} : ¢<—| Rose
- Annette :

Robert.

{(—=j=xSarah. ., |

 ¢—| Erin - |<——|Cindy-Lou|<-

Gera]d. 

. 7¥"'v<—f— .Gordon 1<

e (o §Chhis

|<——| Shannon | . St 1 S A RPI IR

—=| T<—| shawna | - o

7 Pablo

J 0 Lv<4;f. Shery]
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|.“Coryx " |<—| Belinda | .

“,l<—| tamara |<—| Neilya  |<—| ‘wendy
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4.f‘
!

F1gure 9 C]ass soc1ogram for De]wood E]ementary School L
: Conf11ct Management tra1nees are denoted by an *.
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(—| Colleen [<—]| Corry
(—|Kimberly1 ‘
: (— Kihber]y2b
Leannia*
(— Sharon <
i} "_ ~ , ‘ru. ".-‘
< ,
1 ¢(—| Nadia |
, ,'. Fieo ?:"i ; ‘
| <——|Katherine
(— Cheryl(
N , -
{(—1| - Tami
<——| Bemin e ’
v . . %§  ‘:
Myra <—| Denise R g
o V -
L J<—|_Shauna )
. -Ken ~”'l.'a'r'a.s' .
: Perry - S ; -
E : . : — R
~ (—=| Karen '
(— Darré?]_ o
Jason : Y
> . ‘ n L 1
g (2 Melanie ‘ ,

r

v

&,

F1gure 10. Class soc1ogram for De]wood E]ementary School
' Conf11ct Management tra1neesﬁare denoted by an *
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- Figure 1.
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William
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pavidi
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"Class sociogram fOr Delwood.Elementary School. |
Conflict Management ‘trainees are denoted by-an * .
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 Figure 12:.C¥ss sociogram for Keheewin Elementary School.
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‘Conclus1ons

The results from ‘class soc1ograms generally prov1ded

'support for trainee select1on procedures Call1ngwood.

62

"'\:XN,Measurementv-
"'r.‘-"f;‘b vyt

v'»Score Rel1a2}1ty

4

o of:Alperta,;The rater was;prov1ded with three aud1owtapes '3’

‘effect1veness of tra1n1ng procedures ATT measures were B

‘Elementary chosevfnye of the top seven nominees (as

' indlcated'by the sociogram) Capilano Elementary_three of -

four Deleod Elementary three of s1x and Keheewin

IElementary’three of e1ght L 4)':" -

C. Tra1n1nq_Procedures ';‘,e o L ;‘,;3¢W'.n

- ,'f',.p) .

e Four 1ndependent measures were(E?ed to exam1ne ‘the’ l;v

.. .
\

appl1ed to tra1nees in a pre and” post test format ‘Measures -

v{kused 1ncluded

a;'fEmpath1c Understand1ng in Interpersonal Process A
= ~Scale for Measurement y |
'1b;f The Commun1cat1on of Respect in Interpersonal-

't'Processes A Scale for Measureff

. cterersonally Relevant ConcretenessAor Spec1f1c1ty of

“Express1on in Interpersonal Processes A Scale forb'

L . S
“d% Learned Procedure Checklist. -

Results obta1ned by the author for these scales were

ver1f1ed by an 1ndependent rater currently enrolled in the

' Doctoral Program of Educat1onal Psychology at the Un1vers1ty

~



and written scr1pts of the tapes and- asked to score the A
student helper accord1ng to specific test cr1ter1a (see '

. Append1x L for pre and post test examples). An agreement

Yy A;f

,1rate of 67% was obta1ned for the ‘third measure noted above “”Sﬁﬂ
n%ll~other measures‘]nd1cated agreement rates of 94% of

"better. These meaSUres'are'located{Appendlx'Ke

o .

Analys1s of Var1ance _ . . o ~.§_ Ly . . -

Results of one way analys1s of var1ance w1th repeated
_ measures were shown for each measure in tables 1 through‘4 i"

respect1vely

.

Results of the analys1s of var1anc€ w1th pre and

dpost test measures of tra1nee empathy and c\'mun1cat1on of
.fz .

K4
"

"resp\\t‘1nd1cated that a 51gn1f1cant d1fference (Q <. 05)
| ex1sted between the pre ‘and post test measures of the - "§p~
bvarIables For these scales a P value of .025 w1th_an F _.
rat1o of 5 942 was obtalned 1n both cases Similarily, then'

lb pre and post test measures of the var1ables, concreteness of -

K

~ QMSress1on and learned procedures, us1ng analys1@?of

- var1ance_results, 1nd1cated a s1gn1f1cant d1¥ference for

‘*;vp.<.01 Concreteness of Express1on Scale scores y1elded a P

._value.of 002 w1th an F rat1o of 12 175 Learned ProcedureS"
scores.resulted.1nva,P valuerof .001 and ‘an F rat1o of

. 94.950



B Taple'd
' ’ : ) ! ! ““; .

Teom

~. A. Cell Values for Empathy Sca]é“Scdres»'_ — o

e

Test N : ..,fMéaq R Standard Deviation .

‘Post-test 20 2,550 - 0605

Pre-test .20 - 2.100 -~ 0.641

()

P I N
) ""..-"' :

] ) o ! . : s

B. Summary of Analysis of Variance 'of Empathy Scores - . e
B A - ~ T N N - X '°'>,'__(‘.

AN . . .
. ts . . L e e [T e
S ' ST T

v

. Var1able Source of’ Sum of DegﬁeeS'of Mean ;w'F -7

'?&“‘ .
P‘.

Var1at1on Squares Freedom «Square Rat1o

' Empathy 5 Tr1a1s.‘;2.025' ?“ 1 2.025 5.942 025*_‘

ﬁ.EPPOP . 6.475 »19_ O 341

.’ .
i

F)



Table 2

r - . o i ) ' ok ' : .

Co .:.-r\-,A'
Rt L

A. Cell Values for Comnunication of ReSpée} Scale Scores

.rTest_',e.‘N ., Mean iS Standard DeViatidn B

fre-test 20 - 2.250 " 0.786
Post-test 20 . .  2.700 . . . 0.571

B, Summacy of. Analys1s of : Var1ance of
Commun1cat1on of Respect Scores

@S o

s

tj -
-

.__ 1p Variab1é Source of Sum4of Degrees of - Mean R 'P‘fS;:_
RTE T T Vér1at1on Squares Freedom L Square Ratio ~ *

Ll

B . By - : o »O — .‘ :
_AjCommUnicatiph Tr1a1‘ 2. 025 I ‘ 2 025 5. 942 025*
. of Respect = - Error 6.475 19 - ‘; o 341g -

ey . . . )
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Tab]ei3¢

“_—““_f‘FAT_Ceﬂﬂ4Va%ueS“forbencrefeneéséof“ExbressignwééaﬂeLSeQnés—+-4

;Teét . N Mean R St?ndard’Deviétibn‘

Pre-test 20 2450 0. 605 i
) Post test f2O o '3.300° . o 0. 865 ‘ " IR

~ B. Summary of Analysis of Variance of
. Concreteness of Expression Scores "

Var1able Source of Sum of Degreeé of Mean }?EF - P
. Var1at1on Squares Freedom ' Square Rat1o

v Concreteness Tr1a1 "7.225 ff1A  ‘ ;7:225 12,175 .002%
: of - Error 11,275 19 . - .0.593 T
Expression I J T




Table 4~

a

'y

A

'eAAf;CelJ_NaJhes;for,Learhed~Procedures'Scores'

'Testr._‘ fNj', . 4' Meah,’

Stendard Deviafiens"

Pre-test 20 . 2.100

 Prdostitest 200 - 7.450

o ojees .
2.438

8

:rB},Summary of Ana]ys1s of Var1ance of "

Learned Procedures Scores

il - -0

' Variable - Source of Sum of -
.7 Variation Squares’

Degrees

Freedom<,

of Mean. ‘F . P
Square Rat1o e

' 7Learned "Trfel . 286.225

~Procedures Error ~ 57.275

1

286 225 94. 950 001*

*; 3 014




'Pearson Correlat1on COfolClentS v

N T

The Pearson corre]at1on coeff1c1ents were calculated to

';determ1ne the degree of relat1onsh1p~between the dependent

var1ab1es Resu]ts were presented 1n table 5.

S1gn1f1cant re]at1onsh1ps were ev1denced between a]]

6551 to_;8227 Pearson corre]at1on coeff1c1ents for

’1e&rned procedures w1th others measures was s1gn1f1cant at

A~

’ . A L4 . ) -

'four measures at the~ 05 ]eve] of conf1dence and ranged from o

< ‘:,

;thev;01 1evel of conf1dence DU ﬁ'”-“vt' T _A}QL

f . - bR
[y

Conc]us1ons

b
/

- To. test the nul] hypothes1s, a one way analys1s for

'_hrepeated measures was performed on the data co]lected for:f'

: lﬁ‘» !,/*

-

Commun1cat1on of Respect 1n Interpersonal Processes Scale,

‘“itand Personally Relevant Concreteness or Spec1f1c1ty of

"».“1 AN

,Express1on in Interpersona] Processes Sca]e Ana]ys1s of the

1

o data 1nd1cated that there were s1gn1chant d1fferences 1n

'corretat1on coeff1c1ents alSo 1nd1ca§ed a- p051t1ve
'*s1gn1f1cant relatwonsh1p between all

;,;thenefore supported re;ectaeg;ef th nul] hypothes1s for

o ﬁ

pre post test scores for a]] *hree Me%sures Pearson

A - i -

J

]

~‘wn-t‘

4hree measures Results

., -‘..-...
. -

7

. trawnee m1cro counse11ng sk1lls v,jg» T ._;“”?~'¢&,V<j.. ;
: o SR & &

A one way ana]ys1s of varlance w1th repeated measures

that was performed on data obta1ngd f?pm pre post scores

,also 1nd1cated s1gn1f1cant d1fference among the pre post

hscores, whtch prov1ded support for re3ect1on of the nul

<

(3 : k T : ,",
o - [ . - . .7 o - e .

SR

‘h’“the Empath1c Understand1ng in Interpersonal Processes Scale, -

‘“.;w.‘y -
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hypotheéﬁs for this measure. A pos1t1ve s1gn1f1cant relat1on"

- as determkgfd by Pearson correlatJon coeff1c1ents was’ noted

ahi : .
f‘L's;between scores: for the Learned Procedures Check]1st and _
B R ‘ L
' ment1oned m)cro counse11ng sk1lls 7
e . R . v _
..... SRR N R
, ‘7,"1 ] “ ’ S A
e ' L , T YW o “
He]per Se]f Concept LR O . ST

Two 1ndependent méasures were ut1lqzed to determme*th%b

[ '\M L B (XN
: . N
= effects ofwthe tra?ﬁ1ng pg&gnam on-. traﬁnee self concept The
." 3 : “a J u,m;‘_ : o o IRE “ . -

. uv \'W
E1ers Harm1s Ch1jdren stSeﬁb

¥ T
ﬁbncgpisﬁcale andSSemant1c SRS
“ ot e B

. ij D1fferent1a1%§ca1es were adm1n1wt¢red¢uslngsa pre and LN

B ‘ . N
post test fogmat ?dr bgﬁ?, These#meé§ures are locatéd 1n»1 S
g . RO v - i '-!_’,‘: A

"° %ppend1ces G and H }*ﬁ$f -
&
‘ Ana1ys1s of Var1an0e .
) } Tables 6 and 7 npp'
_3*', e X4
;~N & ana]ys SoOf Varlancefhc i _ .
e both measures 1%1ustrated‘no s1gn1f1§§nt dyj#erences be?Ween ;
the pre and post “test means.’. | AT _g;_, _'““';
. > ! :' L L e - Q’ ‘i L \ ,: \‘ ’ ; -\; . ; v-.’ )‘.A:, ";“ ‘ ' .’v y .. . . ’,
B I R N ST ) .. . ? ~ Al . ﬁ :-'.~’ ‘ “_,‘,"‘j
- Pearson Corre]at1on Coeff1c1ents r N ip- R
EE .: \_ o . R . i
‘ Ca]cu“iat 1ons» e'F Pearson "’corre}at1on~ coeff1c1ents were )
completed to determ1ne the: degreeﬁof re]at1onsh1p betweeN' v _i
vfii}the P1ers Harr1s Ch1ldren s Sel Q§ncept Scale and Semant1c 'ﬂgl
s D1fferent1a1 Sca]esx F1ndnngs,were presented in: table 8 '
Sngn1f1gance at the 01 1eye1 of c}: ‘ence was ev1denced ';‘
n between both measures of self concept - o
s RS IR ;@” ::P s - LA o . é\
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N et e 3 - . ) - A -
Test @ ‘VN v+ Mean ~ *  + . Standard Deviation = -
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) 3 = ~ Y

" ’Pr-e test ""‘_11-"'_58,5
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“ o . Post test 10,782 L e
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R B Summary of Analyeks.of Variance of '~ = g
"Hg-x.{i*._;ngiers-Harrds'Self‘Céncept Scores . Lo

o of Degrees of "Mean ;RS P‘7
;-quarés Freedom . Square Rat1o
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T ~Table' 7 -

. v . . o [
@ . U . ~—— - . -
O -
RIS . . . .
. u.'.‘l ' r .

T’Concept“Scores ,'” ——= ——

&5
<
%

3 B o i : K e, . . . B = .

[T he *ee b NP ) g : . . - ) ‘ . “
G :Test. N o s Mean . Standard Deviation

. " v o . . o R - . .

s - - -

f- s Pre- test . .24 86.125. .o . 100995 - T s
Post test 24 . 3;187.833 e e ~11.454 . 2

- > . > Y |
o o Lo
tla . ) .
“ 1 . 1N Mo N . ;
> A 3 it el
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NS ) v
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L, . o . A b ° DA K .
N LA e - 3
3 ? N L e 4
- B .

5 SN T '=?5§' Bl
A s L B. Summarv .of Mnalysis .Of ‘Var iarice of | |
o 7y" ' Semant1c D1fferent1al Self Concept Scores ,y';;mgm

. - . ) . . ’.‘ - . .

. - . . . ’ .
g . - . . . L. oL .
. . Y o . - : . . . .
A N B -cy‘” — - - - — . L

Var1ab1e Source of-" Sum g? Degrees of Mean . F P
' Var1at1on Squares Freedom R Square Rat1o

PR

oself . Trial ,§4.969“ C 1 . 34.969 ..562° .461 .
' Concépt Error -1430.500 - 23 . 62,238 T - 4
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- Table 8

Pearson correlation coefficients:

Sca1estﬁ

Sé}f'Céncegi

oo

Tests: Piers

Ca : % Pre

Piers . Semantic- Semantﬁc L

Lt y ot - . ’ b
Post,. Pret . Post1 ; L
RN - ' Coeet L, '.“lL.)

© Piers = 1.000
. woe

Pre

" Piers.
_ Post

Semantic

" Pre.

" Semantic -
" Post .1 é"
‘f,;w’ p “3 .. (‘.

\

oo
LA

—,ﬂ K ) , a‘fg S

6964 8032 .6421° -
(p- OOO)** (p~ 001)** (p- OQQ)**

1 ooo 3621 o 6306 SR
(p- 041)* (p— 000)**

1,000 5066 X

ez, 005)** -

B

3

S ooo ~

coeff1c1ent .
- * p<. 05

Coa B _ A'-*‘*.. E< 017

Numbers in parentheses 1nd10ate the probab111L1es>
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Conclusions = ¢
- Ky : S R .
In order to test: the null hypotheses, a one way 'a', .1”“.

~ -~ v Vi
Ly 4
......

S analys1s of var1ance w1th repeated measures was performed on

~————the- data qoli cted fonwthe Plers Hanan,Chlldren_s Se1f

Concept Scale “and Semant1c D1Fferent1a1 ScaleJQ*Jhe ana]ystsw

d1d not 1nd1cate a s1gn1f1cant d1fference in pre- post test

’ &’“&

scores for e1ther measure. The null HMpoth@Ses for these L
R ‘l. - B “I:l:

measures were therefore accepted TP ST f

v IR & St .
Pearson correlat1ongpoeff1cuents 1nd1cated a po§1t1@b o

!10 . PV

s1dﬁ§u;cant re]atlon§h1b betWeenathe P]ers Harr1% Ch11dren s k3 .

-

“@I‘Self Concept ﬁcage andbSem@nt1c D1?ferent1al Sca]es There : )
: Loes I ”w& I
was no re]af1pnsh1p ev1denced between these measures and o
; ’ . (L] ‘I ‘b. :~- e ’ ‘.
Cak T e .
' ‘ R o
- : 4.
. o,
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' : suMMARY”,’upI3cu‘5310N AND RECOMMENDATIONS .
4' " ' , i :“ . ‘v. “A ’ .E - : ’
ifaw. A Peer CounSel1ng Def1ned ~j”‘

<

: S Ror the purpose of th1s study, BucK’s (1977) def1n1t1on

l .

of peer counSelors and counsel1ng was adopted
- ¥ v

"Students develop and ut1l1ze the1r leadersh1p sk1lls in a

FIR Y

.l pos1t1ve, heip1ng, seercé-type”nelat1onsh1p with the1r
- .pegrs (p. 362Y | INL'FL:7;;T$3“ “
. g L‘v“ _.,.: u¢ K&“ i,?e;f‘..%”‘ ST _ B
Bi.The&Purpose of the Study 5.'E;~if%, hfifi“-”'.i'%)
B Thq; &ypre o?ythe study Was to 1ntes?1gate st dent .
: seLect1on‘aﬁd“t*a1n1ng procedUres used dur1ng a: Confl1ct J
f*Mh agemehtvlf;?hang Program Emphaszs of the qnvestggat1on 3"5%
waz§u8o§;;2e5f0T10w1ng:quest1ons I § . ffthg;,fé . ,'
’"‘ -a. ‘We;eltraﬁnee‘selectlons'classroom leaders as v1ewed
by the1r ;eers7‘. L et d 5»%
o ";vtlb Dté;agtual train1hg proc;QurEs meet:t@ejr o
;gtgxff;‘vLJ,ObJectlves° - '%' " | . ,f' o
u?“gaépcjj Did tra1nees self concepts reflect a pos1t1ve‘ | -?”
o 'change as ;®result of part1c1pat1on in the tra1n1ng.
Y ;program?-» "~J R - .» .
' c The Sanple e ‘ Jj%?f'-’f e
s A total of 25 students in grades five and s1x fnom four
, Edmonton Publ1c School elementary classes were.. 1nvolved 1n
A(the s;udy Students were. tralnees chosen by’ their. school f
:;part1c1pate in: the last Confl1ct Management Tra1n1ng Program
SR PR RRINEE -
; S . . f§97 , L



’ A . : ) " . we X ” .“ : - 2
R - . | L TR . CONE LS 16 ,
g & Lo N ,
. of the 1982-83 school year. {” . $$§
S T IR I o

D. The Instruments :‘Wﬁ;_

o;_;“_m_m_Several struments were used in th1s study To rev1ew
l D 2
the tra1nee select1on procei%es a c]ass soc1ogram from each

class wh1ch contr1buted at 1east one trainee was collected
- r -

“"f,'Effects of . the tra1n1ng program upon the tra1nees general

se]f concept wﬁre ekam1ned by use of the Plers Harr1s {R

¥

Chl]dren‘s'Séﬁ?4Concept Scale and a set of Semant1c o '3
D1fferent1a] Scales To explore the effects of Cohfllct -’)ﬁif'*;

Management tra1n1ng technlques upon student m1cro counsel1ng

sk1lls and\ pcedures requ1wéd of student he]pers dur1ng e jgi x
@E 1 .t T
".actua] -s,a T

»4'")' '

Procedures Check11st were adm1n1stered
) . xp:f : . | ,,» ) )
E. The Methods S et ' |
:'- } ' ! ’ ) N .'

Class soc1ograms were obta1ned after se]ect1on of -

< L ) -

tra1nees by schools agg pr1dr to commencement of actual

) R

1 -

tma1nees pre and post treatm@gt Pre test1ng was ;ﬁtf, .
e
approx1mately one week pr1or ‘to* commencement of t2a1n1ng and

o o ;
e . ’ Y

post test1ng two weeks after complet1on,‘hjft®;
Tra1nees Were a}so pJaced'1n a he1p1ng role 1nvo]v1ng a

mock" conf11ct between two tra1ned confederates. Pre and

¥ . - o : . . v - R
Coe . '., . . =



post-test“resu1ts as measured on Carkhuff's Scales and”thef -
Learned Procedures ChecK11st wqre obta1ned

- AT1- test1ng occurred at the home school of the tra1nee
. . : »

'{-\

Ce Y e

F The F1nd1ngs

® Co N
Class soc1ograms g?;orsed selection procedures used by
'schools.1n choos1ngftra1nees for Conflict Management L

% LA
.

tra1n1ng S f:,'~,_”_;q
One'way analys1s of var1ance w1th repeated measures
performed on pre post data measur1ng spec1f1o

'm1cro counse11ng sk1lls (empathy, regard spec1f1c1ty) and
A ‘: g .

1earned proced es offered clear support for tra1n1ng

’

o procedures A strong pos1t1ve corre]at1onqbetween,57

Ly g e
1nstruments measur1ng m1cro counse11ng sk11]s as wel] as '
3 ,

1earned procedures was also ev1d§%ced ’.gf‘f“','}f
o Tra1nee se]f concept as measured by the Plers Harr1s g
Self Concept Scale and Semant1c D1fferent1a1 Sca]es d1d not

1nd1cate any mean1ngfu1 change

. G. D1scuss1on‘and Recommendat1ons
#s thés was - a descr1pt1ve study, 1nvolv1ng a sma]l_ |
4 ? samp]e s1ze and‘ﬁb control group, unterpretat1on'of results
R and recommendat1ons must be;focused on the popu]at1on |

-1nvolved and anterpolat1ons to other sett1ngs or groups

shoqu.be made w1th caut1on -

. e - L e .
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' ({)”"qu 5
Socig :

"r,J N * g\

Use of soc1ograms tg

“nprocedures clar1f1ed d1fftcu1t1es part1c1pat1ng schools‘

7

;faced in choos1ng students Many of the schools had adults.

'part1c1pat1ng in class dec1s1ons to a greater or 1esser

vdegree It 1s guggested that because o? th1s 1ntrus1on, the
.istudent nom1nees did- not accurate]y reflect the actua]
*;student preferences Group theory suggests that entnghpf a p

stranger 1nto a group forces restructur1ng of that group Ith
Eitherefore may have been more 1og1ca1 to have had c]assroom‘v o

'teachers 1nteraqﬁ w1th the1r classes to ftpaere

<

‘bnom1nat1ons If true c]assroom 1eaders are not 1nc]udeg in

_,v.‘the tra1n1ng, hese stu%ts may’ use the1r skﬂ]s to~

4 ¢ > .
. T e
Tolae L B .o .
.- R L ' ‘o 2t .Y ) R
: ; .

I 1’&“ \ A . ..v-*..‘ |
cu#ty in the method used‘&é'gather data —

’

for the soc1ogramﬂwas noted One of the clagses had three

‘tra1nees chosen from. 1ts members and another class had Lo
, _

o

seven In th1s stud1es [ soc1ogram students were g1ven the

A_opportun1ty to se]ect only one 1nd1v1dual as the1r ’hﬁf_“ ‘_dd

‘:LO

>'§f'nom1nat1on for theqr”c45§% “Tbéﬁﬁfore 1f one student ';‘ );
e . .'.

. rece1vzgfthe vast maJor1ty of nom1natlons, the second th1rd

b.‘”_- o e

and folrth place nom1nées 1n the same class would have very

\.f-

few votes left to be d1str1buted between them. Some tra1nees g‘;
: "‘(‘7' -“ >",f

‘%Ere %@.fact not chosen by any other peers, poss1b]y because s»{-

p.v'

. pe had s1mp1y used up the1r yote» denn1ngs (1959) a-s=4
| g:ssted that students should be asKed for the1r top three -;r

” .

cho1ces (ranked order) or a]low them an un11m1ted number of

e T
% L R Y - P T &
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s

e o cho1ces and have nom1nat1od*pqgnts awarded’accordingly

,~Schools us1ng soc1ograms to se]ect tra1nees wou]d therefore

4 (

be wise. to prov1de students the opportun1ty to nomlnate more o

.than one cand1date and attempts should be made to 11m1t the

i

.‘x',

’number of tra1nees actua]]y se]ected from each class

The format of the quest1on asked to obta1n class'
soc1ograms also requ1res careful cons1derat1on Wh11e the :

N\

f{quest1on asked for th1s study was carefully masked to h1de

“iany obv1ous re]at1onsh1p between«1t and the Conf]th

'j.Management Program denn1ngs(1950§ noted that"

B ,;»wh1ch they a‘e glven (pr;;ﬁn

L*fa' Future stud1es m1ght exp]ore the value of nomlnat1ons;3

Soc1ometr1c tests must hé&darea]1ty va]ue for the e

subJects ‘to whom- they we&eﬁadm1n1stered The L
" test- populat1on must havegb’hf1dehce that their: .

iexpressions will be used%ﬁ@r the group. functmons for

;nor1ty grOUp

1eaders, as. suggested by dohnso (1978) 1mp1@es that

-U .

t adJustment of soc1ogram results may be necessary M1nor1ty

ot ' “3

groups refers to those studentswwho b-"use of ethn1c
3' H "\
or1g1n, or more typ1ca1]y, behav1oz;',

schoo] are not represent1t1végof the maJor1ty v1ew The_u

d*att1tude towards.

fact that ib 'e'students are - part of a m1nor1ty means they

are un11ke1y to be se]ected by the maJor1ty e S

3
be1ng secured us1 a 1arger sampIe of the schoo] populat1on
\_ﬂt & :

"“”(such as- aT] Df@1s1on II studeﬂts) ,.or- degslopmentaof
, A

another approach to a]]ow for mu]t]p]e nom1nat1ons W1tE;n a b‘.'w

. R " oA

s1ngle class .o f;:fwfjw; s o '_,g,ff-c  gaE

i . '., ‘-"%F 3

: . . v"‘.."‘
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4

Because of the relat1ve neWness of peer ounsettng‘at‘
“the elementary schoo] 1evel “and more spec1f1ca]1y the |

ConT]tct Management Programy a compar1son study of tralnee

select1on approaches ut1ltz1ng recru1tment of volunteers as o

suggested by Hamburg and Varenhorst (f‘72) faculty .

nom1nat1ons (grown,‘1965 Pyle & Snyder, 1971'”00hnson,£§“f

aJ 1978) and. emp1r1cal nom1nattons (McCann, 1975x Ratwgﬁfi.‘

1979) is Just1f1ed . SR ';'3' .f.;Ju“

Tra1n1ng Prdcedures . *"g.‘ . -.{. : '}-j-f'_:;' L

¢ . . . <

Strong support for the efféct&yeness of tra1nang

LRV

procedures used Was obta1n§%‘through stat1st1ca1}ana1ys1s
However the use of these 3§at1st1cs must be tempered w1tr1 /
the nonstat1st1cal nature of th1s study Severa] components

vd‘of the tna1n1ng program rema1ned&vagueaand d1ff1cu1t to
. : o .
' e1ther contro] or measure Between the twO\formal three hour‘ :

tra1n1ng 595510!’15,,Ag ach schoo] prov1ded 1nFormé1 tra1n1ng R

Some schools pract1ced procedu;zs through role- play1ng, somg
’ 1ntroduced the program to some of the classes,'some actua]]y

& S
operatlonal1zed the program and one dld noth1ng These .

)

& . ‘*‘t""‘oq :
var1ables and others such as what happened durtng the two ﬁ% S
__-s :

T“>, weeKs after the f1naJ tra1n1ng 5e351on (e~g number of

S o e
conf]1cts, further role p1ay1ng, amount of 1ntervent1on by R
.,._»‘.c b

»

adm1n1strator) created d1ff1cu1t1es in. try1ng to ascerta1nf

R RN ‘.( A ’ c

qt wh1ch components resu]ted 1n the stat1st1ca11y s1gn1f1cant

"iresults as measured by the Empathy,_Respect Spe01f1c1ty of

N . . . - . N " . e e 1. . -" 3 . ‘
I . v . 5 S e . - S SAn . L . e .
: - o o - . s R . ) : ’ . f 3 Ve . D
. . LT s . . r ‘L . Lo N o L i e . o



81

~

there were def1n1te ga1ns made in micro- counsel1ng sK1lls_

~ and learned procedures for this group, 1t would be of value

.n,.

e

controlled var1ables to isolate those components of the :

3

formal and/or 1nformal tra1n1ng programs wh1ch resulted in . ,%
i

—.‘ ]

F these gains. Th]s is of part1cular value cohs1der1ng the'

- vo1d currently in the llterature regard1ng both elementary ‘
& 7 ,_"

peer counsel1nD programs and Confl1ct Management Prqgrams

. @e It s also ) rtant in terms of the*very short'formal b“;i,"t.
v ‘-" ] N , v ,»;. (.'
tra1n1ng t1me‘ynvolve¢» Hoffman and Warner (1976) 1n the1r R
' . g “ .v : .J

3,“,,

)
adequate grdwth in trai\ees after 20Wtoa40 hours of formaﬂ
N ® -

L 'tra1ang (and the maJor1ty of . these&programs were at the

pevtew of sqme,@BB art1cles, ,stated that most progragns showed %

"ﬂn
.sen1or h1gh college or adult level) Th1s program wouﬂg

| appear to have shown 1mprovement in traInees after only 51x.:jb

hOUrs of formalhfra1n1ng "=FVNJ$}1¥”',_;_E-'V
.‘~—' 'y '\ : i - - - T
The efFWcFE’cy of exam1n1ng fhe effect1veness of o gr
. ¢ . S
“:tra1n1ng procedures as suggested by Carkhuff (1969) E

Y

gh.plac1ng tra1nees 1n helper roles was also ev1denced V1deo ‘p ;

fu;*tap1ngwas compared fo aud1o p1ng would h%ye prov1ded

i 1nfonmgtjon regard1ng sk1ll developméht 1n eye contact and

'Empha51zed in tra1n1ng "l'TV;f;‘

- ey

7Tra1n1ng‘procedure§ were effect1ve 1n teach1ng sk1lls
ht%dent helpers It would be of value to 1nvestxgate 3

- e, the e&fect1veness of these sk1lls 1n actual confl1ct
EERN _j b

‘managementﬂsmtuat1ons Th1s would seem necessary to support
T e o ,

o e SRTEENE le & : r e



=‘.u. ;

™ i
.o : . @
the cho1ce of sK1lls be1ng taught f-;{; .'f < _:' o L A
L Stud1es by‘Kern and Kinby (1971) McCann (1975) and L ‘
%ﬂiRaTche (1979) 6@ elementary peer counsel1ng programs ‘
-;ut;lmzed student helpers 1n rolés under the d1rect . v S
ivsuper91s1on and presence of a. tra1ned schoo] counselor As
:the Confl1ct Management Pno@ram has student helpers worK1ng}
'1ndependent1y “of tra1ned personnel further empha51s 1s
‘placed 5% the. need to evaluate the pﬁograms overall '. )
ke effect1veness e " | ;‘ | | i;, !
?“5Conf11ct Management Programs ex1st at 4 or.and . ,;

o T : G v ’ R :
o se ior h1gh 1evel as wel] A study to d1fferent1ate between.ifpi”

'r1n1ng techn1ques wh1ch are effect1Ve w1th var1oqs age et
o | B LR AU IR
Ievels cbuld.bepofJ alue Y“' T TR A -“l- N
: Bt SPL LI C LR o
. ‘ : ‘ . , . .v-. v‘.. ( ‘ f‘) . . # . . ::“
S I A e e A s ;V'i“"7f°

Helper*Self Concept. K?QVQ'Lf‘f 3 ;;,i e '-‘=f”' S B
| ‘ e A i HE
No s1gn1f1cant change 1n he]per'self cdhcept as a “,‘;hgﬁ‘“

e Ner P L=
resU]t of the tra1n1ng program was ev1den¢ed Wh11e severa]'
‘ authors (Chamber,_1980 F1nk et al ,;1978 Hamburg % e

" \Varenhors¢ 1972 WOudenberg & Payne,_1978) have reported '

¥

that peer counse11ng programsvweaz.mutally benef%c1al tosthe

]

. 'heEper and helpée the concept ‘of e lf has rema1ned d1ff1cult AL

P

v g;to measure Amderson(19$9f disCussed ”ome of these reasons T_,;f_g

Q_-iF1rstly, 1t 1s d1ff1cu1t to 1dedt1fy 1tems that are .

_ ;gsens1t1ve in- refleet1ngdchange in self-perception as .
ST s reported by reSpondents,. art1cu1arly if the"
,'“"ch1]d has Timi ted. cognitive developpent’ because'bf , )
RN age. IS¢ cond1y,‘1t ngnot certa1n at what age or ,“" L e
~. +s . stage of cognntﬂve develop, ntan. 1nd1V1duaﬂ/1s able 7. ;ﬂﬁf
-+ . to'report: 1pformat1on abou }‘elf with’ some degree of BRI
accuracy and conSIStency a.1rd1y, defens1veness SR

A B oA

“fﬂygwhy-th1s d1ff1culty ha§ Petsﬂs{em_

/ N . i 7 ERNE TR Ce



—__unrealistic. Individuals with highly defensive
., “-behaviors who in a pre-test may report a healthy

83

" creates problems in research in that the impression .
some individuals hold of themselves may; be '

self.concept may after a developmental program allow
more realistic. impressions into their awareness and

. thus in the post-test may report a lower self
concept. Fourthly, children may assess their self

. concept in terms of socially approved responses thus

- responding on the scale according to what they.think -
the researcher wisHes to .hear rather than how they
really .feel about themselves. (p. 90) o E

In this sfudy some of the students score& neé} the.

maximum obtainable score on both self concept measures in

~

the'phe*teét phase. this may have created a ceiling effert,

as student scores had little or no room to increase in the

post-test phase. : -

~

It would the?efore~be of value to fdentify

tharacteristics .of trainees using personality measures to

help develop other measures of self coritept and a more
) . .
generat trainee profile. A/study to examine the
ar Yt

Chaﬁacteristics of ppoven‘$sﬁécéssfulf Conflict Management

peer counse]orS'is;justified:\$gbools wishing to select

future trainees would then have access-to a profile of

candidates who would likely benefit from the current
: \

training procedures.

o, : )
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APPENDIX A |

e . \

A
CUNFTTCT_MANAGEMENT A POSTITIVE ALTERNAT IVE\TU DISCIPLINE

(/4/ .rﬂ.‘

By: Mr. Dohg Krenz A551stant Pn\ ﬁé “Bannerman
. 1
) (/44 v S :

l,~ L
,,>"'!»~-r;".~1 .

. 4
b (]

eriment in three

' E]emezrat‘dry S¢hool o
A process that startedfout

g :
whaSvsprEad to -
o

.\‘ .
approx1mate1y 1/4 of I~§h§chools,,‘\the system, 1nclud1ng

. Edmonton Public Schﬁ@ﬂS%Last

Elementary, dJr. H1gh« SenTbr H1gh and Special Education
schools.
The'dbjectives of the program are:
1. To provide a pdsitive alternative for discipline.
2. To reduce the amount of time teachers,
adminiStrators; éndAcounselors spend of conflict.
3. To reducé tension between students. -
4. To improve school climate. |
5. To prove that students (even disruptive studeﬁts)
can handle sophisticated responsibi]ify.'
6. To providé an opportunity for power-orientated
children to have a positive impact on ‘the schopl.
The conflict'management team is composed of’
students.from fhe upper two grades in the school, at-
"~ least two staff members, a parent, the school seéretary
and a co-ordiﬁator of the program. The students are
selected on the basis of their existing leadership
ability by their péers. They are trained in
commUniéation and problem solving sKills and giveﬁ a

very. specific procedure to deal with interpersonal

92
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conflict. These students usually préve to be very active

power-orientated children in the school. A final

criterion in the sélection process is that minority
grdup students-haVewa'bepres;ﬁtatfve on the team.
Perhaps the most difficult.qppcept.to accept is
that some students Eéqsen will be diséip]iﬁe'probfems
themselves, and while it is not an objectiye_of'the“
program to.change their behavior what in fact usually
‘happens is'that‘the{r behavior does not change. To leave
these stUdents out however wbuld be algrave mistake
' because they would sabotage and undermine the program
and doom it to failure. By the same token being on the
team should n&t be used as a lever for maintaining a
certain academic standard. However team members are
rgéponsibJé for all work coveré@ while théy are out 6f
ciass and 1f'they~ihemselves are in conflict they haveA
the same options: as other students. If team membehs.are
caus%ng problems in school, they are subject to.fhe same
rulés and consequences as other students. .. |
Student facilitators‘work"in pairslUsing a simple
‘me “hodology. _ ‘ .
1. The conflicting students are asked if they want to
"work it out” with the.priﬁcipal or tHe conflict
management team. fThe\maéter of student choices is
very important). | | |
2. The~conf1fcting,studenfs must say yes to 3

‘
agreements.
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a. no name calling

b. no interruptions

c. ‘talk only to the student fac111tator Y

3. The facilitators 11sten to both sides of the story
and then attempt to .obtain an agreement from the
rival partners that would keep them out of further

difficulties. |

~ The training takes place over: 2 - S;ené’ha1T days
at a location away from;the‘school. The trainihg
'sessions are spaced two weeke apart so that the program
- can be implemented after the first traihing session and
problems can be solved at’ the ensuing sessionsJ.Role
play and interpersonal exerciee are the main vehicle for
develop1ng the competency 1eve1 to the degree necessary
for the program to be a success. Both staff and students
go through the tra1n1ng proceduré which supp11es an
interesting contrast in the rate.of-learn1ng in faver of
the students. Expectatibns and reEponsibtities are
\’clearly detineated to the team duriné‘tratning to ensure
-efficient operation of theﬂhrogram.‘SKﬁ]]s that are
| mastered'during the training sessione include problem
. solving, listening, compromise, refteCtive listehing,
’nonfverbal commenication, eye contact, empathy, body
language, responsible behavior,,recbrd Keeping,

reporting procedures, explaining and clarifying,

fo]]owing'a_procedure'and getting a commitment. The main

advantage to this format is that when the training is

»

/
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complete the program is ready to‘begin There is very

Jittle effort involved 'in ‘getting 1t going because ’ lﬁ'-

. .

"everything is Covered in the” tra1n1ng sess1ons Th1s has
tremendous advantage for staffs. because 1t greatly

reduces a]] of the time, effort mot1vat1on, and "what v

S

Cifs” that normal]y accompany a new program

Q:

- The progrdm is narrowly deflned 1h That the team LiA &

on]y deals w1th 1nterpersona1 confl1ot (verba1 or . *;J
physical) or rumors of same. The team does not break up

!,

fights, supervise the playgroUnd ha]lways or.’

classrooms, or work on persona]% academmc orfsoéiat
problems. In other words they are not an arm of the
adm1n1strat1on but funct1on rather 1ndependently 1n the f'
school be1ng respons1b1e to the students they he]p as} ;'
- well as their staff superv1so$ After each d1spute tsjfﬁ
settled a form is f111ed out 1nd1cat1ng var1ous 1“ B
stat1st1cal 1nformat1on but no’ names are put on the

.form., The team is u1t1mate1y accouhtable to the staff by

sta%f

report1ng stat1st1cs of the1r work to the month]

meeting.

By far the maJor1ty of . the work of the team :xdone " '. :

by -the student The staff respons1b1l1t1es cons1st of
be1ng an advocate, attend1ng the tra1n1ng sess1gns,

‘attend1ng month]y meet1ngs and wr1t1ng letters of

encouragement to the students (“ f%p’_ . :%f*7', ~§‘“£‘7“; .

That the student body sees the program as a’ b,wlinfgji

positive alternative is c]ear]y ev1denced by‘the fact . s

L

.N" -
o e T
. A
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that students. when given a chotce of seeing the team or
the principal, a]Ways choose the team. Also ‘the team is |

experiencing alot of self referrals for help,wi@h
. v L
conflicts.” v v . ’

That “the team is effective is ebidenced‘by_the fact

that “there are few repeat referrals. Available research
indicates that chi]dren are eXcet]ent solvers of other
children problems and many students who would not listen
tc an adult do listen and'are influenced by theirlleader
peers It s un11Ke1y that a child wllT not follow
through ‘with h1s plan for behav1or change 1f he has
‘agreed to do so with someone he respects and admires.
The crux of the program s:success lies in the

‘school adm1n1strat1on s w1]l1ngness to trust the '

"students The administrators have to be committed to the
idea that once student faC111tators takeva case the
adm1n1strat1on w111 not 1ntefer If it can t. be handled
by the student facilitators then the adm1n1strat1on

L takes over. _
o It seems that a great. dea] of energy is spent in
schools 1n.power conf11cts with students. This’ program

. capt1al1zes on the idea that it s fut11e to attempt to
take,power'anéjcontrol away from-students who 11Ke to
’playbthts type of game._The-gn]y other~a}ternat1ve that
has'a positiVe‘impact on the school.and students. '
Therefore adminiStratorskand teachers whcllike to have

‘totallcontrc] would find the‘program unwgrkabter Perhaps
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it is more important to have harmony "in schools as
opposed to total control.

r‘\The team also requires a suitable work place to
meet with the students:they are attempting to help. An

office, a classroom, storage closet, anywhere that can

be reserved for their exclus1ve use is a necessary
adjunct to the program. '

At the_e]ementary level, ‘the team uses recess plus
10 minUfes of class time for the conflict resolution |
process. At Jr. and Sr. Hioh, team members are
. timetabled into the daily program and are.given credits
for working in the program.

When the program begins, members of the conflict
management . team visit each c]assroom to roie p]ay a
situation and exp1a1n their program —~

The -outcomes are great]y reduced t1me spent on
conf11ct‘type problems by ad1mn1strators and counselors,
'a more v1ab]e option for settling of disputes, and a
_more”harmon1ous atmosphere in school and on the
playground. ,

~The botfom 1ine on conflict management is what haye
you got to lose? It is not a program that requ1res
tremendous amounts of money, t1me,,mater1a1s and
: equ1pment. The worst.that can possibly happen is some

staff and students trained in communication and problem

- solving skills which can’'t hurt anyone.



-

[

For further information coﬁtact D. Krenz at

Bannerman: School or at home 476-9555.
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APPENDIX B i \\

CONFLICT MANAGEMENT WORKSHOP DAY ONE 4\\\
1. Opening Remarks - Weicoﬁe

2. Slide Presentation of Conflict Managementrih'an

Edmonton—School

3. Communication SKills - Exercise
4, a) Stéff - Conflict Manégement-as an Alternative
b Students - Communication Skills Exercis
- Eye'Contact
- Refjective Listening
5. Procedures of Conflict Resolution: |
| - skills

- Rules

Procedure

Demonstration -

J

o | NUTRITION BREAK

1. Role Play #1 R
!—,Foiiow-up

Respbnéibi]iiy Game |

Role Play #2

Getting Started - Skit, etc.

13, IR U S O

Culminating Activity

89



100

CONFLICT = MANAGEMENT WORKSHOP DAY TWO.

¢

1. Review - Questions
2. Body Languége - non verbal
| - Reflective Liéteﬁing {n 3's
3. Skills in Process * - |
4. Insincerity and how to deal with it
NUTRITION BREAK
. Role play #3 - .
) o - Impbrfance of Body Language
- Eye Contact ’
- Reflective Listening
) L ﬁo]e of ObserQer"
2. Tﬁﬁ;b¥5r Success | ‘_‘
3. Expectations'aﬁd Respons{bi]ites

4.. CulmindfﬁngvActivity



APPENDIX C

- CONFLICT
RESOLUTION
| WORKSHOTP
e

 RESOURCE" STAFF
"~ Bob Dean .
Jim Hancheﬁuk” :

Doug Krenz
‘Hy.Pdffer-

jRon Sailer
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¢ WHAT DO_YOU NEED TQ .RUN THE PROGRAM? ¥

”1L; Give up

2; f}ainea

3. A place

some power -
3

studqnbs;énq staff advisor

3

ib work

-]
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—_—

4, Someone

BENEFITS OF THE

to oversee the program
£

>

PROGRAM.  **

1. Redueed

conf lcts

2. Time

3. School climate

SKILLS OF THE CONFLICT RESOLUTION PROCESS - °

PROBLEM SOLVING

- COMPROMISE
REFLECTIVE: LISTENING

EYE CONTACT.

.

. g .
ACTING RESPONSIBLE

RECORD KEEPING'
REPORTING TO STAFF
SEL- .3 THE PROGRAM

SKIT

SEATING ARRANGEMENTS
EXPLAINING AND CLARIFYING

" FOLLOWING A PROCEDURE

GETTING A COMMITMENT

Ly



ASSERTIVE'CONFLICT RESOLUTION

103

A positive alternative to discipline

-

2. Take students who exhibit leadership skills and teach
| them.compromise and communication,skills
3. Students solve conf]iets in a maximum of 10 minutes .
4. The focus of interaction is on problem solving '
5. Leaders’ behavier'and academic per formance are not
- contingent upon'being in the program - |
6. Leaders have the same rights- and privileges as other
students 1n the school
7. Best resolutions usua]iy come from the"edﬁbatants’
~ themselves | :
8. The program is seen as receiving fair treatment trom the
"~ student. body 3 |
Qi A'very-definite.precedune is adheredvto;
0. Accountabi]ity'through‘reCOPd_Keebing :
11. Parameters of operation o _: '. o k\
2. Respons1b111t1es of staff and parents |

a. Be an advocate

b. Attend the workshop and meetings

c. ,Wr1te 1etters of encouragement
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EXPECTATIONS-AND RESPONSIBILITIES -

p—y

Use the procedure

J

. 2. To work towards bgcoming a cohesive team
3'; To act responsible | ,
-4, To use only ‘10 minutes of school time pér contract’
5. To keep their alloted space neat and clean
6. To keep accuragg and complete Eécordé
7. To reportvperiodieal]y to staff
8. Behavior
9. §chbol work
10. Good example

ir s
-
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TIPS FOR _SUCCESS

" DON'T

—

give advice or-tell students what to do.
take sides.

let’ them break agreements.’

O 00O =N O O b w0 N

here & now get into the old stuff.

lTook for fault, get hung up on right or wrong.
change attitudes. '

put up with garbage.

put down people you are helping.

share information about conflicts - be confidential.
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STEPS FOR STUDENT HELPERS

1. AsK students. if they would ]iké to talk about the
conflict.
2. Give them a choice:

a. Go to office’

Y

b. Talk-with student helper
3. If Students helpers, get their names down and leave them
in office booK. | |
4,  At session:
a. agree to come here or go to office
b. rfeview the 3 rules |
. who would like to begin first?
5. listen to one fhén the other
- anything else to say? |
- what can we do about this?
- do youJéoth agree?
- is this the eﬁd of the matter?
- review agéfn the agreement.
REMEMBER ; |

Anytime youvdon’t listen, take them to the office.



APPENDIX- D

INSINCERE COMMITMENTS

Tone of voice

Sly smile

‘Not being able to 1ooK you  in the eye

CONFRONTING;INSINCERITY
. Your words‘say'yes but youf eyes say no.
L can’'t believe you as long as you have thaf smile on
yéerfacé. | - . ‘
I'm not convincéd it's going to work. |
Loék‘me in the eye énd tell me.

Te]L;me without that smile on your face.

N\
" »
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APPENDIX E

TEAM_PROCEDURE
1. Say "Do you wish to see the team or the principal?”.

| 2. vIntroduce.yOurse]f and state your job. - "We are here to

heJpAyouécéme~up‘wiIh_a_solutjon_ﬁon_younmgonflicil_;___ﬁuu~
3. Say "Do you want our help?". |

Three agreements:
. )
a. No interruptions

g

=Y

b. No name calling
c. Talk only to team members
5. Ask both combatants-if they agree
6. Ask who Qil] start and give eacﬁ beréon a chancewtg
explain;What_happéhéd |
7. Say "What‘can you do to solive the problém?".
8. 'If‘they are unwilling to work out a solution walk out
~ and report to your sﬁpervisor
9.: Reflect.back the solution 1

10.. Ask both parties "Is it over now?! | | (///

108
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6. Estiméted Time Used: ‘

Houﬁs , Minuteé
7. Your '

Commenté:

CONFLICT MANAGEMENT PROJECT. * A
PROJECT CASE FORM (SAMPLE)
Dater . |
Number of students involved in the Conflict:
Names of students:
1. What happgned?
2. Where?
Classroom Coming to School ____ Playground/
Leaving School ___  Class Line ____  Other
3. Case Referred By: ‘ " :
Principal 74:3 Vice Principal . Teacher ___ "
‘Teacher Aide ___ Self - Other ____
3. Brief;DescriptRon‘of )
Case: | '
5. Resolution: : - . | N
"Shake Hands (apologize) ___ Ignore each other __- .
Unresolved - | .. Other _;_




Signature'ofKStudents Counselors

Signature of Staff.AdVisor

110
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(First letter to student helpers - SAMPLE)
BRIGHTVIEW ELEMENTARY SCHOOL h

,15425-106 Avenue, Edmonton
"~ November 18, 1981

Dear -

Welcome to our Student Assistance team. You afe a very
fmportant part ofltHis team and we iook'forward to wquihg-
with you as ybub advisoré. We liked the way'you‘presented
the skit and started oUt‘program on.such_a good‘sérious !

- tone. Ve ask you to'contfﬁue td.také this job seriously and -
.trainxyourseif'to be ready for duty when needed.
Thank yoﬁ for your heip énd please talk to one df us if’

you need help at any't{mgh

-

Sincerely," '
" Mr. H. G. Puffer, Principal
Mr. d;‘S. Hancheruk, '

Assistant Principal

-
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(First Letter To Parents - SAMPLE)
BRIGHTVIEW ELEMENTARY SCHOOL

N

October 19, 1981

"Dear

‘

The purpose of this Tetter 1s‘to descrtbeta new and
tnteresting project involving Brightview School and to ask
your permissjon and support in havtng ' particpate.

(It is proposed that Brightview School join one’other
Elementary School, two Junior High Schools and one Senior
high échool_in afStudentiAssistance Project beginning this
fall. o | | S

Students at a]] 1evels are constant]y confronted w1th
situations involving a]] aspects of- conf11ct.from the
,simptest‘arguments‘to more serious feuds\and threatS"I -
.near}y every s1tuat1on, these problems are dea]t w1th by the
teachers, counse]ors and adm1n1strators of the schoo] This
is extreme1y time consumqng and in many cases effect1ve_
solutions“could.be arrived’at by another third party, i.e. a
Student Assistance Team.

In February . 1981 edUcators from Sacramento'Caltfornia,
spoKe to teachers on the merits of Student Ass1stance Teams
vTh1s holds some exc1t1ng and pract1ca1 poss1b111t1es for
:,your schools ‘and we have 1nv1ted these educators to conduct 1
.fa workshop at V1ctor1a Compos1te H1gh Schoo] students and a‘

'“'number of parents, counselors, ‘teachers and adm1n1strators
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We are confident that upper'Elementary students and
pérents will‘benefit‘from the experience and fjnd it '
interesting. Please refer to. the attached agendé~fon details

~of the workshop.ﬂA special efforf will be made to make

‘'younger students comfortable and make the experience as

.enJoyable as poss1b]e .

1 would apprec1ate your phone call (484-6631) or 1
will contact you at your earliest opportun1ty to d1scuss
this in more detail and I w111‘apprec1ate your,cooperat]on
e}1n cons1der1ng th1s matter | : | ‘/ |

1T would" be happy‘fb prov1de transportation to and from }
“the sess1ons at Victoria Compos1te H1g% Schoo] for those
peop]e who requ1re it. |
‘Sincerely,". |

H. G. Puffer, Principal |
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v(Second Letter To;Parents - SAMPLE)
 BRIGHTVIEW ELEMENTARY SCHOOL-

15425- 106 Avenue Edmon ton
‘ ' : November 18 1981

‘ .

‘Dear Parents: |
'We are happy to report that our'Student-Assistance'team'

is now ready to start work They w111 provide a serv1ce to

'vfellow students and the schoo] in helping 1nd1v1dua1

-students and groups of students in conf11ct - to so]ve thetr

“__problems

There are bound to be arguments,vd1sagreements,‘name
ca111ng, rumours, threats and even flghts between people
when 250- boys and g1rls come - together every day The Student“
Ass1stance team will be very he]pfu] in most cases of.
'.conf11ot We, w111 always ‘be ready to. g1ve adv1ce and-
"assistance It shou]d be po1nted out that th1s team is not -
expected to deal with any d1fferenoes 1nVOIV1ng schoo] .
‘rules. These w111 cont1nue to be dealt w1th only by the
‘teachers and adm1n1strators Student Ass1stance are’ to act
has fac111tators only and under no c1rcumstances are they
‘.expected to taKe s1des in any s1tuat1on |

, We are gratefu] to you for a]]ow1ng your ch11d to'
.become 1nvolved in the workshop and this 1mportant work We~,y
‘hlwould be happy to ta]K to you more about the Student
:‘Ass1stance Program at any t1me P]ease do not he51state to

cal] 484 6631



.'Sincerely,

H.G.'Puffén,'Principa1

J.S. Hancheruk,

Assistant Principal

115
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| | (SAMPLE)
BRIGHTVIEW SCHOOL
CONFLICT MANAGEMENT STUDENT HELPERS

\\

PROGRAM SUMMARY A

November 17 - February 24
No.»Qf Cases No. of Students vape of Situation
B | '}(P]ayground)_‘ _
45 Vj ':n | - 105 . f ' fighting, calling names,

:threat;‘1eftéout,arguhent,

fJoKe hit by sttaKe,'
nght over some book
KTcKTng, snowballTng,

-throw1ng, rumours,,’

puncthg.
Resolutions | ”
| shake hands' 20
ignore 16
Tr .“kother f)'- _.f_ 8
: ;Munresolvedl:l MTMT-;_ n

1._“Thanks to all teachers who have helped make thTs processg,

'a success
c_2,-uConf11ct Management prov1des you alternatTves for -
playground Tnc1dents S | ' |

1) Dea] w1th it on the spot your se]f
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2) Offer choice to students invo{Qed
© - office

—$sfudent helpers

'3) .Violation of school rules - Black Book

s
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CONFLICT MANAGEMENT PROdECT

QUTLINE FOR CLASSROOM PRESENTATIONS

. Introduce team members and name all of the other team
member5w4n04ud%ngfthe—stafﬁ—membensTMLThempeasonmweeglkemeuu
what we are doing, is that we will be helping'students
settle BrobTems involving Etudents. In a minute,,we’ll

" show you‘how we do this. We help when we want to; we

have the right not to involve ounee’veS'land you have'ﬁ

the r1ght to refuse our he]p When we dea’ with a A
problem the adm1n1strat1on stays out It beg1ns and ends
with us, unless the peop]e 1nvolved don t want a
_‘settTement -- then we say to one of the staff peop]e,‘
we.couldn t handte ith.”
.. Do a skit and facilitation
. QéeetTonband answer period

N 'IntroductiOn and Agreements

- a. - Name

b. What is the Conf11ct Management7. ,T
‘Agreements

a.- Do they both want fac111tators°

b. Not to 1nterrupt7‘ |

;o. TaTK only to the fac111tator7

[
-
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APPENDIX G

t

IERS-HARRIS |
ELF CONCEPT SCALE

(The way 1 fee} about myself)

’.

 _-by

Ellen V.

‘Dale B.

o

Pub1i

piers, Ph.D.
and

Harris, Ph.D.

shed’by“,

Counselér'Recordings and,Tésts

BOX 6184 ACKLEN STATION

NASHVILLE, TENNESSEE 37212
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THE,WAY 1. FEEL ABOUT MYSELF

NAME:
" AGE - GIRL ‘OR BOY
GRADE.. SCHOOL

i

DATE

_ Copyright Ellen V. Piers and Dale B. Harris, 1969

[
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| f [
Here are a set of statements Some of them are true of you

and so you w11] c1rc1e the v s Some are not true of you and
SO you will circle the no. Answer every question even if

‘some ‘are hard to deCide, but do not circTe both yes and no.

Remember, circle the yes if the statement if the statement

1s generally 11Ke you or c1rc1e the no if the statement is
generally no like you. " There are no r1ght and wrong answers.

| Only youjcan tell;us-how you feel,about yourse]f so we hope

':yougwill marK the way you really feel inside.

My classmates maRe fun of me . ,‘- ) 'yes no
I am a happy person‘ L : L" - ) yes no
.’“It is, hard for me to maKe fr1ends4 4 = yes no V;
I am often_sad _ | . "" N - yes . no
Clamsmart . - ~  yeso
Lamshy - P . yesno
. Ilget nervous when the teacher cal]s on me - _tyes no |
My Wooks bother me E e T ves no.

" When I;grow qp, I wi]]{be an'impontant pérSon"-"yes no
"-i,get worried-when'we have.testspin7schoolit' s._ryes no-
I am unpopu]ar j'; .p_v ‘ | ) o 7g‘k‘. " yes no
I am well behaved in schoo] o ?h | : ‘...'t »yés~n§

It 1s usua]]y my fault when someth1ng goes wrong ‘yes not.

I cause troub]e to ‘my fam1ly ,” A ’ 1‘-° o yes no .
I am strong o -"~'._, R s ers”nor__’
I have good 1deas T “,’1 _ I - yes no

- . c )



I.

I
I

I}
I

P |

I
I
I
|
Tl
| I
I
I

+

am an important member of my family
usuallvaanf my own wey

am good et making'things with my handé .
give uh easily |

am good in my school work

yes

‘yes

yes

yes

yes

dd:mangfbad;things
can drewvwell

am good in music
behave bad]y at home

am slow in finishing ‘my school work
am an important memper of my_c]ass

am nervous

vhave pretty .eyes.

can give a goodjbEpQrt in front of the class

In school I am a dreamer

1

pick on my brother(s) and s1ster(s)

My fr1ends 11Ke my 1deas

1

i

I
1

often get_1nto trouble.

am obediemtvat.home‘

amA1u¢Ky"

worry a lot

My parents expect to much from me

1

.
f:I

‘feel left out offthings_

11Ke be1ng the.way.I am-

have nice hair v
often vo]unteer in schoo1

w1sh I were d1fferent,mm

‘

‘F—‘_::N':f)

' yesi

—yes-

yes
ves
yes
yes
yes
yes
yee

yes

. yes

yes

yes

yes

 yes

yes

yes

yes

yes

yes

yes

yes

no
no
no
no

no

no—

no
no

no

122

no -

no

no

no .

no

no

‘No

no

no -

no

no .

no

no

no

no

no
no

no
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i sleep well at night : o . yes no
I'hate school ) ‘ yes no
1 a&ramong the last to be chosen for ‘games yes no
I g; sick a lot IR . ' yes no
I am often mean to other people : “yes no

M““‘””“MychHSSmatés—Tﬁ“schooT—TthK—i”have—gobd“ideas——_yeano—*"—*“

I am unhappy T | _ " yes no -
I have.many ffiends _ | yes no
I am chgerfu] - ’ p yesfno
.1 am dumb about most th%ngs , . a yes no
1 am good looKing - 0’ | . . Yyes no
I have lots of bep _ : ' yes no
I get iht§ a lot of fights ' ' Jyes no
I am pbpular'wifh the boyS - | - yes no
PeopTe'picklon me o S yesino
My.fémi]y.is disappojnted in’me ‘ | - yes no
I have.a p]eﬁsant face“ v < | . yes no. -

When I try to make something, éverYthihg seems

to go wrong  yes no

Id

I am picked on-at home - i “ T . yes no
“I am a“Teader in games and sports - yes no

I am clumsy . o yes no

In games and sports, I.watch instead of play ' yesfnb

I forget what [ learn z : yeggnd
1 am easy ‘to get a]ong.With S yes no.

I lose my temper éasily' YV yes no

0’1 am popular with the girls  ' f\ . yes no
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am a good reader ‘ - yes no
would rather WQPK alone than}with‘a group yes. no
.]ike my brother(§7§1er). ‘ yes no
hav¢ a gbod figure. . yes_nd
am often afraidu | 'yes no

am always‘droppingfbr bbéaking‘thingé yes.ndf
ban'be trusted | ' ' :yes nd
 ém different from other pebplé‘ lyes-no
" think bad thoughts - " yes no

éry'easf1y - . | | yes.no :
I ‘ yes no

am a .good person -

-

‘Score:



APPENDIX H

Directions for Administering "Me" Test:

Pass out the test sheets w1th the "Pract1ce side up.
Ask students to place the1r names’ (f1rst and Tast) and the
name of the1r'school on. the-sheet Make sure students are
_spread out so that conf1dent1a11ty 18 assured
| "Th1s is a way for me to understand how you - feel
about yourse]f You w111 see some words down the - two
s1des of your paper Each word on the left is paired.
w1th a word on the right; 11Ke IIT w1th'Healthy andv
fHot Wi th Co]d You have probab]y not1ced that these'
_ilpa1rs are a]so oppos1tes Between each pa1r of words
are seyen‘spaces Your are to put a check mark in-
'the space,that te]Ts how you feel rlght now, _[,-r
regardingfeach pair. For example (demonsfratelth1s)
~if. you were fee11ng Very I]T r1ght now you wou]d
.put a check marK 1n the spot cTosest to the word
S 111, If you were fee]1ng Very HeaTthy r1ght now you:
Twoqu put your check mark in- the space cTosest to R
'the word Hea]thy If you were fee11ng ne1the;"ﬁqiﬁ
Hea]thy or.I]T . you woqu put a check marK”Tn the

- middTe bTanK 11Ke th1s.;.,.Go ahead and f111 Jn_both '

pa1 PS now

YOU PUT A CHECK MARK IN THE SIXTH BLANK TOWARD HEALTHY AND

THE THIRD BLANK TOWARDS HOT

K

25w



(demonstrat1ng with sheet v1s1b1e to all), "I am fee11ng .
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t ’ .

After a few seconds'WHen everyone is finished, say

T qu1te hea]thy, but not very “healthy. T am also feeling Just“““““““’

a bit hot so I put a check mark here (point)."

,"Any'questions?"

"Remember , this~is not a test There are.no right or

wriong answérs; SO be as honest as you can. Turn your

Pd

: paper over now: and do the same th1ng on th1s s1de as

h_you_d1d‘on the pract1ce s1de. There ls‘no t]me

: iimit,ieveﬁyone Wilﬂ.be”altowed to finish."

' Practice

Hot.

0000 0 (O () Healthy
O 0 0.0 0 0 (O Cold
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W N, O B W N

(87] -5 W N —_ O .

. Neat -

Interesting:

Dumb‘-

“Strong‘ ,g; -
Thouéht]ess'
.f:Ugly'
SQCcégsFu];'w
Clean.

jAC1um§yft:§h
CKind
. Positive

. Fbolish .

ad .

ta

. ‘Gareful fl-f

o Timid

Name

. !School

Date

()

Boring

: Messy;f

‘Smért.'_ B
-_Wéakgf"‘ E
77Thou§htfu14. T
Beautiful -
i UnsuCCessfuiI.F*.

“Qirty

Skillful .° -

| M_é‘a_h'j- o
:;Négétive -
vwfséQ '
Good
i_Céreieés i

Brave



APPENDIX I

(SAY)

"He]lo my name is _ . 1 am a: cl1n1ca1 ‘
researcher with the Un1vers1ty of A]berta do1ng a
yvery spec1al-pr03ect Your class(es) has been chosen .
from‘a]1iof'thevclasses in Edmonton to participate
) Jin, th1s prOJect ! | .‘ o . | ‘y -
(PASS. OUT PAPER AND ASK STUDENTS T0 PUT THEIR FULL NAME AND -
NAME OF THEIR SCHOOL ON IT CAREFULLY ) o | ‘
h "L1sten careful]y, I'm go1ng to te]] you a. short
story wh1ch 1s about a]] of you Put your heads downp
on your desk.. (Pause unt1] students have the1r heads o
- JA_On their desks) Pretend that your c]ass 1s on a’ veryvtdim
o spec1a1 f1e1d tr1p You are f1y1ng in an a1rp]ane"
over. the ocean Suddenly your plane develops eng1ne'
_'trouble and you beg1n to ]ose alt1tude Your p1iot |
spots an. 1sland and heads towards it. You crash 1and
‘E1n a forest on the 1stand and a]] of. the ad%ats or
grownups on board are K111ed On]y you and your - ,‘:a
'classmates surv1ved As far as you: ‘Know, there 1s no;x;
.‘.one e]se on the 1sland No one knows what to do YOU'.
must choose someone to be the 1eader Th1nk about |
f‘who you would chose from your class, ‘but do not say '
tanyth1ng r1ght now. L
(PAUSE) | o
Now ra1se your head and wr1te the person S ‘name on

» the p1ece of paper I gave you Remember not to say

128
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anything.




APPENDIX U

(saY)

'"Hi{'my.namerﬁs MrtiCanntff‘and‘I,am a researcher'
:_with'tne Untversity'of.ATberta"‘Tn:a3minute; you'are"
- going to meet two students that haQe a 5rob1ém' I
,want you to do your best to try and help them so]ve
: '.the1r probTem any way you can ‘v
(ENTER THE ROOM WHERE THE TWO STUDENT IN CONFLICT ARE )
"The tape recorder is on so I can tell how th1ngs went

‘.

| ,(TURN ON THE TAPE RECORDER )

- "Thws is . L _ who w111 he]p you

*;{"Walk out and say,;"I’TT be back 1n a few m1nutes’

-?-:a. S

s

O

. e
&

e
2
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 Situation A.-

e

TToutside” at recess Dn the™ p]ayground a second student wants

helper

fa student he]per - 'g ",;‘_ N S fi%: o UVZ ' ,_3;¢{

" One student given bermission by‘teacher to take a ball.

to p]ay w1th the balil. The f1rst student attempts to Keep

’.the bal] for h1mse]f and fee]s he has the r1ght to because

.‘the teacher gave h1m the ba]l Second student tr1ed to take

the ball and then k1cked 1t away the: f1rst chance he could

_F1rst student then fought or h1t second student A teacher

‘ or superv1sor 1ntervened and sent them both to see a student

NP

Situation“B |
, Student 1 has been mage door mon1tor by h1s teacher He ”[
is. to watch for K1ds tak1ng off the1r boots when they come

1n ‘the door Student 2 came 1n the door and started to g0'

'71ns1de w1thout remov1ng h1s boots Student 1 rudely told h1m'

to taKe h1s boots off or el%e and phys1ca11y put a hand on

”student 2 stopp1ng h1m Student 2 got mad and swore at e ijh-» e

'student 1. They began push1ng and a teacher sent both to see



.. APPENDIX K

Learned Procedures Checklist.

(f) iIhtréduthqn'

-(2) Three aéreements'
'~(35V-Listens?t6 oné sfde"
_(4).,Ref1ects back -
(5) LiStens to ofhéb;side"-

-,(6)_-§eF}ects:ba¢K". -
A7)y Asksjone for éo]ution

| (8)’ Reflects bacK -
9

Asks second for solution
" (10) Reflects back'. .

So(11) Cohéludes.f Is it over or principal?

{

132
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'SCALES FOR ASSESSMENT OF INTERPERSONAL FUNCTION

A
T

« . }

SCALE 1 : EMPATHIC UNDERSTANDING IN INTERPERSONAL PRDCESS
A SCALE FOR MEASUREMENT . '

Levei‘i
The;yerbal and oenaviorel expressions of the first person

‘either do not attend to or detract significantiy from the

verbai and beneyioral expressions‘of‘the'second personis),,»'

in that.they‘communicate significantiy'iess‘of the_Second.

:person’s'feeiingsvthan the‘seCond person_haswcommunicatedi’k

himself. ‘ - T

EXAMPLES: " The first’oerson,communicates no awareness oi-

| : evenothe most obvious,.eXpreSSed shrface feelings
Eof the second person The‘first person may be |
bbored or uninterested or 51mp1y operating from a
3preconce1ved frame of reference which . tota]Ty |
‘exciudes that of the other persin(s)

In summary, the first person doeseyerything-but.eﬁpress;'

that he is listening, understanding, or being sensitiveNto

| "even the feelings of the other person in such a way as to

detract Significantly from the communications of the second.

‘person. |
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Level 2 ’

T huWh1]e the- f1rst person responds_to the expressed- fee11n95“-“~-"~~
of . the second person(s), he does so in such»a way that he
subtracts noticeable affect from the communications of the

second person.

EXAMPLES: The first person may communicate"some_aWareness
of the'seCOnd person but these communications
‘drain off a level of the affect and d1stort the
; level of meaning. The first person may
comhuniCate hisfown ideas ofiwhat may be going
.. on, but these‘are‘COngruent with the expressions

-of the second pérSonr

'In sdmmary, the f1rst person tends to respond to other,

-

: than what the second person 1s express1ng or 1nd1cat1ng

Lo L

» - Level 3 L

The express1ons of the f1rst person in response to the;”
eXpressed fee11ngs of the second person(s) are essent1al]y
-1nterchangeable with those of the second person in that

they express essent1al1y the same affect and mean1ng

| EXAMPLEE-_.The firSt person responds ‘with accurate

understanding of ‘the surface'feeltngs_of the .
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" second person but may not réspond,to or may -

misinterpret the deeper feettngs.

A

In summary;:the'first person ts respondfng SO as to

,ne1ther subtract from nor add to the express1ons of the -

second’ person, but he. does not respond accurate]y to how

 that person rea]ly feels beneath the surface fee11ngs

tLeve1 3 const1tutes the m1n1ma1 1evel of fa01]1tat1ve L

[

1nterpersonal funct1on1ng.d
Level 4

The responses of" the f1rst person add not1ceab1y to the f

express1ons of .the second person(s) in such a way ‘as to

'express feel1ngs a. 1eve1 deeper than the second person was 3

ablewto express»h1mse]f,

'EXAMPLEf‘fThe facilitator communicates:his_underétanding‘

‘;of»the"expresstons‘of the second person‘at,a -
'1evel deeper than they were expressed and thUs
;enables the second person to exper1ence and/or
"fexpress fee11ngs he was unable to eXpress
prev1ous]y
-y
.In summary, the'facilitator’s'responses add’deeper“
fee11ng and mean1ng to the express1ons of the second

person
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LeVel}S )

- The first-person’s responses add‘stgnifiCantly}to-the
feeling and meaning-of the expressions of thelseCOnd;
pérsOn(s) in such a way as to tﬁ) accuratety express
fee]jngs levels below what‘the person himself was able
totexpress‘or (2) in the event of on go1ng deep self-
‘ explorat1on on the second person s part to be fully

w1th h1m in his deepest moments

,AEXAMFLESE'"The'facilitator:responds-With accuracy to all ..,ﬁd
- S ,of the person s deeper as wel] as surface -
_fee11ngs he is ‘together w1th the second s
.person or "tuned tn" onlhis wave 1ength Thej
fac111tator and the. other person might proceed
together to explore prev1ous]y<Dnexp]ored areas

”'of human ex1stence

in summary, the fac111tator is respond1ng with-a full
awareness of who the other person is and a comprehens1ve’
and accurate empath1c understand1ng of h1s deepest

fee11ngs'
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SCALE 2 ,
w“““'"THE”'COMMUNICATION OF~ RESPECT “IN- INTEn ERSGNAL PROCESSEq

P

A SCALE FOR MEASUREMENT
‘ [

Level 1

|
1
'

The verbal and‘behavioral expreséions of the first

|

person commun1cate a c]ear lack of‘respect {or negative

regard) for the second person(s) {u -
) -

EEXAMPLE; The f1rst person commun1cates to the second
person that the second person s fee]1ngs and . .
experiences are not worthy of cons1derat1on or
that the second'person'is capable of acting.
constroctively; Thelfirst person‘may becohe

} ‘the sole focus of eyaluation;
o In summary,.1n many ways the f1rst person commun1cates
Aa tota] lack of respect . for the fee11ngs, exper1ences, and

potent1als“of the second person.

.Leyelvz
The first person responds to the” second ‘person in such -
a way as to communicatej]ittte respect for the feelings,

e A
JERE N
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experiences, and potentials of the‘second‘person.

“‘EXAMPLE _“The f1rst person may respond mechan1ca]1y“or
pass1vely or 1gnore many oF the fee11ngs of the

B . -)
oo ;second person. ’

"
L s
e
P -

In summary.-in many ways the first person displaysVa.
.lack.of respect or.concern'for'the second penson’sa,
fee]ings,lexperiences, and potent1als |
oo . . LI ’
- level 3

v

'The'First”person commUniCates’a positive'reSpect and
: \ S
concern for the second person s fee11ngs, exper1ences, S

'and potent1als

EXAMELE;?‘Thehfirst person commUnicates respect,and concernb
'tiQf'QE;'for'the secondqperson's_ability'to ekpress -
‘himself and‘to deal-constructiyely wi th hts'
" life situation. D
Jv . .
In summary, in many ways the . farst person commun1cates '
:'fthat who the second personh1s and what he does matter

.to the flrst person Leve] 3 const1tutes the m1n1ma1

Vlevel of fac111tat1ve 1nterpersona1 funct1on1ng

v |

;"_Leyel-4h:
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The fac111tator cTearTy commun1cates a very deep respect

'and concern for the second person

~ EXAMPLE: The fac111tator s responses enables the second
'.person to feel free to be h1mseTf and to |
exper1ence be1ng vaTued as an 1nd1v1duaT
In summary, the fac1l1tator commun1cates a: very deep
”fcar1ng for the feeT1ngs, exper1ences, and potent1aTs of

. d‘. B’J"’." ‘

the second person 'f . ) R o 'ggv-

| LeveTT5

. ae

3 : . Ry
) 3 L
I .

‘The fac111tator commun1cates the very deepest respect"
1for the second person s worth as a person and h1s

N

protent}als as a_free individual. .

L.

'EXAMPLET- The fac111tator cares very deepTy for the human sﬁ
T | potent1aTs of the second person | o

. S \ |
In summary, the fac111tator 1s comm1tted to the vaTue |

of the other person as a human be1ng



o .SCALESQ
PERSONALLY RELEVANT CONCRETENESS OR SPECIFICLTY

140

OF EXPRESSION IN INTERPERSONAL PROCESSES
A SCALE FOR MEASUREMENT

N

/

-Leve] 1 o
| The f1rst person Teads or . aTTows all d1scuss1on -

"vw1th the second person(s) to deal onTy w1th vague

-and anonymous genera11t1es
‘_Examplef The f1rst person and the second person
level.,

In summary, the f1rst person maKes _.no attempt to |
;Tead the. d1scuss1on into the reaTm of personally
“-'relevant spec1f1c s1tuat1ons and fee11ngs '

. Level 2 - S
R : _‘"‘th's,,';
| ’f The f1rst persoh frequent]y Teads or aTTows even

. d1scuss1ons of mater1a] personal]y reTevant to the ij

jliSecond person(s) to be dea]t w1th on a vague and Sl

;abs_tr_act ]eve], _ g

,Examp]e The f1rst person and the second person may

dlscuss ‘the "real” feeT1ngs but they do S0 :E’

“on str1ct1y an abstract an h1gh]y 1nte11ectua1

3



at an abstract, intellectualized level.
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I'n"summary, the f1rst person does not e11c1t

d1scus51on of most personal]y relevant feel1ngs and -

_exper1ences in spec1f1c and concrete terms
Level 3

The f1rst _person at t1mes enables the second person(s)

- to d1scuss personally relevant mater1a1 in spec1f1c

0

and-concrete terminology.

e -

Example: The f1rst person w111 maKe 1t poss1b1e for the

}.d1scuss1on w1th the second person(s) to center

'd1rect1y around most th1ngs that are persona]ly '

_1mportant to the second person(s) a]though,r

:there-w11]-cont1nue-to be - areas not dealtdwithv

dconcrete]y and areas in which the second person

,does not deve]op fu]{y in spec1f1c1ty

', In summary, the f1rst person somet1mes gu1des the :

d1scuss1ons 1nto cons1derat1on of persona]]y re]evant

spec1f1c and concrete 1nstances, but these are not

"“always fu]ly deve]oped Level 3 constltutes the m1n1ma1vL '

"'-Leve1d4-

d]eve] of fac111tat1ve fdbct1on1ng

Y

4

&
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~The faci]itator is frequent]y helpfu] 1n enab}1ng

the: second person(s)uto fulty- develop in- concrete—~

- and specific terms almost all 1nstances of‘concern.

LvE .

AExamp1ef The fac111tator 1s ab]e on many occas1ons to '
. gu1de ‘the dlscu3510n to spec1f1c fee11ngs and
| exper1ences of persona]ly mean1ngfu1 mater1a]
In. summary, the fac11]tator 1s very helpful in. enab11ng
h~the d1scuss1on to center around spec1f1c and concrete o
'1nstances of most 1mportant and personal]y re]evant o o
'-fee11ngs and exper1ences . | |

1

Clevels - o

The fac1l1tator 1s a]ways he]pfu] 1n gu1d{ng the
'd1scuss1on so that the second person(s) may d1scuss -

F]uent]y, d1rect1y, and complete]y spec1f1c feel1ngs

| :and exper1ences R "_gj~“'

vEXampjes:‘The f1rst person 1nvolves the second person
2 -,'jn d1scuss1on of. spec1f1c fee11ngs, sxtuat1ons,‘
'and events, regard]ess of the1r emot1ona1
ﬁcontent.:.“
o 'ﬂf‘

In summary, the fac111tator fac11tates a d1rect ;gtty'{_ggn



expreSSion of all~persona11y‘re1évant feelings and

‘experiences in congrete and specific terms.
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APPENDIX‘L". ;

P

”~Samp]e of Aud1o Tape Record1nq of a Pre-test S1mulatlon

i

Student Helper. Ok, what(s»your guys es'problem?

(sH) "

"'_Jennyf,K,..]ike um}.tonefrecess,l hadypermissjondtcvtake'

() a-baJ1-fcr‘recess ontyﬂ..v |

‘SH{:Ummhmm | - | _

- J: fAnd she asked me- 1f she could play w1th me and I sa1d' ‘
.no SO’ I Kept on. play1ng w1th it wh11e she 11ke
-stand there and wa1ted sO. the next th1ng I dropped
stt;on the cement then she catched 1t then she K1cked
,ttfaway. - | o -
Mariaf-Yaa but Ivaskedtherdnicety.,’L said‘can,u,canal g
(M) »p]ay;withy.can I-p]ay wtth,thelhatl and“she‘satdf'
"_htSH: gSo why d1dn t you guys Just share it or anyth1ng° .

| U;_hﬁAnd I. Just wanted to: p]ay with 1t by myself but B
= “she I she dtdn t accept that answer So that”‘
~fWhy she Ktcked 1t away o : j | | : |
“-SH;vaell ]1Ke why d1dn t you play w1th 1t one recesshg'n.
2 and you' ‘the other7 Someth1ng Tike that. | 'A .
__tM:rivWell the teacher say who got 1t f1rst who can take ;
N it out. o t . |
:_SHEZ' Well 'ypu shputd.,.wellfi.hcw,manyyhatls.were. 1/
| therey JuSthne? : . | | | -/t'
M tQYUP:v - cf_:f““

"SHfH-Maybe,.tf you talked tc=ycur‘principa1 or yowr;;‘

o 144
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'teacher'maybe they could get another-one}‘ So if

there’'s more people they can a]] p]ay

ESH:

“SH

But™ stiT1 they even“wf “you™ have another one 1f<~ '

l;they got more, st111 peop]e w11] be umm ask1ng

for it.

We]] (COUGH) umm. lets see. s L. like you .

: guys each wanted to‘play alone. r1ght7 And say

.there was - two balls . like say..r‘you and you |

‘played w1th separate bat}s/ oK, and then two

,other peop]e p1ayed with another and another and o

' \ ' :
-fWeJ] 11Ke the peop]e go1ng to the teacher f1rst ,

fﬂ Maybe you shou]d go by 11Ke rows One .one - day .

}a chance to go up the1r first. "_1 R

»o
so on. K1nd of také turns

H

for recess ask .SO maybe some - peop]e ‘won'’ t have

'th1s row gets the bal] an they choose who ever

| wants 1t who ever gets to p]ay w1th it...or up

(

»~andfdown 11Ke one f1rst person second and so on.

ydown the 11ne ~:5 o v"r-'gf T »-f. oy

Yaa but she ~til11 want to play w1th it even 1f 1t S
R U S
wasn’ t her turn. o »77 R j“' PO IS
i ' '
Th the only. th1ng I can say 1s there S a]ot more-

. Kids than her 1sn t thene7 L1Ke what school is it?

xMcCauleyq

}SH:"’

We]l oK. tike say ‘yOu guy one person'goes‘tol

play w1th somebodytelse for that day r1ght° YoU’go -

"'p1ay tag or some1n and then another day somebody

) H "_rf

7



 SH:

v
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.‘else plays w1th 1t
- But on the: same day we both wanted to play w1th that

ba]l'

Well. (1naud1b1e) ..share it...
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Sample of Audio Tape'Recordtnq of a Post-Test Simulation

STUDENT HELPER: OK7 hi I'm go1ng ‘to help you f1nd a

(SH)—

solutwon to—your conf11ct"““There
. are three agreements, no name ca111ng,
talk on]y,‘wel]-talk only to me and - - .

umm. ..

- STUDENT: (Inaudible)

SH:

 KENNY:

'(K)

.SH:

- SH:

- Yaa. Ok, who wants to start?

Like I had perm1ss1on to take the ball out

V

r1ght7 And I was go1ng outs1de to play and she .
asks me if I...if she cou]d p]ay r1ght7

-

Umhmm . ‘
TR o

Then I saqd ng Then the ball bounced to her and

she and I sa1d give it to me, and she d1dn t

and she K1cked 1t away
So you were say1ng you had perm1ss1on‘to take the

ball out to aaand ubh. you were p]ay1ng w1th it

,tand it ro]]ed away7 o '(~4o.
Ro1led to her R P R
S N T
Oh'well yaa.;;and_umm..she; she got it and she  7."

',SHﬁh

; K]CKed 1t away .

MARIA

‘ (M)-
N
K:

- SH:

(Inayd1ble) he sa1d no. ;-w

FG ., . v T

' She d1dn 't have to K1cK the ba]]

So you asKed h1m to. see if you could play w1thf

the ball, he sa1d no. 5‘_.‘

Mmm, yaa.
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SH: What can you do to solve the prob]en?

K: I could share but I don't want to.

148

~—'“‘““"“"SH‘:‘“‘DK‘;_what—"cou*]‘d‘“you*do—‘to"“’so’lve“t’he~pro'b‘]'em"?
M: ‘(Inaudible).;.if 1 donft'KﬁoK it -away.

SH: You're saying, you'd. . .you would share it'bUt

d;YOu don’ t want to.

- 4

hy, why don t you. want to°

ff:“ ?I don-t want toI E
‘f’f ! re'sav1ng that you could stop Kxck1ng,

kgl 1ng the ba]l away 1f he 1ets you play
f. w1th 1t r1ght'7 B
.M:v‘tYahﬂ j;_
SH;; Ahh. | maybe you cou]d umm ask the pr1nc1pa1
o to get you two separate ba]]s7
K: Naa,‘he won'’ t let us. |

v

- M:  Each’ room on]y has one ball

SH: 1How come you won' t share it? ‘v“ : I’-".&

oK ~lIt’s my. ba]]'

.'“SH: 'And you can t. be fr1énds (Inaud1b1e)
B Kt'. S (Inaud1ble) she does rotten th1ngs
‘Shf She does rotten th1ngs to you7 f ' '

KE To everybodyI .

-VSH: 'Maybe if you stopped do1ng rotten th1ngs

ﬁAy_ L 'maybe hend let you p]ay_w1th the ball.
" SH: 50' Cwil I you stop doing Fotten things? - .

[} - . . )

: .o b3 - A LS “ . . Vo
oo, . e, . . ) N N . . . :
¢ . ~ . . - - : : .
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SHf

' and one of you, ca p]ay w1th go w1th anothen’

¢
“M: Yaa, I guess | |
SH: If she stops w111 you 1et her play with the ba117 :
K 1Nope' . e _ .
SH: Why not? R e
K: @ecause how do 1 Know she stopped maybe she. |
just d1d 1t on. purpose ' ‘
SH: * You're sure ‘you don’ t 11Ke her'7 oo e
‘. 'Yup.va , | - \:
SH: “ Does shefdolrotten things:to7you?*~w_f'.‘ .',-»_' JRE
- K: Yup. | - o g | | . - |
~ SH; - Do you do thjngsﬁto_ner? . :
™ Yaa.. | - -
SH: How come? | o
- K (Inaudib]e) don t want too' y‘r

:_Maybe you guys can play one w1th the bal]

- class- and stay on separate s1des of the f1eldd.



