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:jf ABSTRACT

This rasearch wés carried out for the purpose of investigating the
setf-a tua]izing process of studenif {n terus of their perceptions of
‘facflit .1ve.conditions iq the gtudent-teacher relationship. In.
addi tion, cadélﬁc'acpieveuz was examined ih regard to studént self-
actualizing®level and also in regard to studeﬁ?)pércgption of facilitative
egpditions in the student-teacher're1§t1onship. As well; the nature of

C%he.sfudent-teacher relationship was exbiored in respect to student
'perception‘6£jfacilitat1ve conditions in the relationship andlstuaent
raying and de;cription of the relationship.

anety-one,student nurses enrolled in the first year of a Dip]bma
in Nursing program at a large urban hospital vo1unféered to participate
in the study, The final samb]e-for the study consisted of 59 students.

The Personal Orientation Inyentory (POI) was administere? to

determine student level of self-actualization prior to the formation of

a ;tqgent-teacher relationship. This relationship involved a potential

. of 160 ‘hours of contact over a three and one-half month period At thé

end of this period students completed the Trﬁ’x Relationship
\Luestionnaire which measured the levels of empathy, nonpossessive
yarmtha and genuineness they perceived to exist in thg.relationship.
Additionally, students completed a rating and description ®f their
student-teacher relatfonship. Also at this time the POl was readminis-
tered to determine i1f the level of actualizing had increased or

‘decreased.

The analysis of the data by Welch t-tests revealed that students

J

- Y -



ca¥

ons in their studbnt-teacher relation§h1p In
regard tp achie ment. actuallizing students did not achieve-higher
grade po:Lt average than nog-actualizing students However, students
who achieved higher grade point average perceived more'ée eess '
.1n their, s tudent-teachér relitionship In addition,’ students\who\
indicated a superior relationship with their teacher perceived mo{

-empathy, nonpossessive warmth, and genuineness in the relationship

The nature of this relationship, ks described by students, bears much

similarity to the nature of the ideal student-teacher re]ationship

described in the ii?earch results of Tyler (1964). - -
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"INTRODUCTION TO THE STUDY

L4

Background of the Problem.

Evidenc? is mounting in the field of psychotherapy and counseling
which suggests that helpful and unhe]pfu] effects of therapy ﬁan be
largely attributed to the presence or abseqcé of certainvcore conditions
in the relationship between client and counselor (Carkhuff and )
Berenson, 1977; Truax and Carkhuff, 1967). These core conditions, ‘often
called facilitative conditions, were first defined by Carl Réger; (1957)
who, in addition, put forth th; hypothesis that these dimensions are the
necessary and sufficient conditions to promote positive persona]ity
change. The term ‘positive personality change' refers to thanées or
movement toward psycho]ogjca] health, in turn defined by some
psychp]ogists as growth toward self-actualizing or toward using one';
human potential (Maslow, 1954; Shostrom, 1976). Each individual has a
potential or capacity for creative expression, self-directjon, inter-
personal effectiveness, or, in larger terms: the capacity to find
fulfillment in 1iving (Maslow, 1954; Shostrom, 1976).

This therapy model, in which the presence of facilitative conditions
relates to the utilizing of human potential, has been generalized.to
other relationships primarily on the basis of claims such as Rogers'
that "“the therapeutic re]atiohéhip is only a special instance of inter-
personal re1ation§p1ps th general” (1961, p. 39). Accordingly, the
condi tions of empathy, nonpossessive warmth, and genuineness have been

applied to the Tearning environment and the interpersonal relationship

]
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betweerr student an& teacher. That the ideal studenf—teacher rélation- °
ship closely resembles the ideal therapeutic relationship was indicated
in the work of Tyler (1964). The core dimensions, then, which ars
effeetive in the therapeutic and counseling processes may be effective

in the student-teacher relationship as well. 1In applying the therapy

" model to the field of education the theorists and reseérchers have acted

on the belief that a central value in all. good tgéhhing and a goal- of
any edacation is that of student sélf-actuéiiiétion, or student growth
toward self-direction, creativity and intarpersona1 effectiveness (Combs,
1973; Gorman, 1972; Rogers, 1969). |

Research studies sp;cifically measuring increases or decreases in
self-actualization have been conducted primaril) in rélation to encounter
group experiences, human relationships tra1n1ng,4and counselor and teac-
her training experiences -(Knapp, 1976). Invesé:gét\gn of the perception
of core conditions has genéral]y focused on the tounseli;g relatsionship
and client gain or change as measured by a number of indexes (Carkhuff
and Berenson, 1977; Truax and Carkhuff 1967). Stud1es in both the field
of counseling and educat1on have explored therapist or teacher level of
self-actualization and effecqjveness in providing the facilitative
conditions to clients or students as rated by trained judges (Boston,
1975; Foulds, 1969; Hines, 1973; Selfridge, 1976). However, in terms
of the adult learngr in a post secondary educational %nstitution, there
is scant empirical evidence to support or refute the well-published
theoretical position that student growth, or self-actualization, is
linked to the facilitative conditions perceived to exist within the
student-teacher relationship. A study by Rosendahl (1973) only partly

supports the hypothesis that perception of core condftions in tum
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promotes an increase ‘in actualifation on the partjof studeni;.

In addition to the ﬁﬁ;sonal growth of students.:educators are
interested in stqdent academic ach1evemen£. Theory sugdests that the
ntrceptébh.of facilit;ti;e conditions within the student teacher
relationship promotes increased academic achievement. Empirical
investigation indicates a positive relétionship exists between the
presence of facilitative cgnditions in a learning environment and
academic ackievement of chfldfen. yqrd evidence supporting or refuting
the?;;pothes1s is lacking in regard to\adult learners. On the other
hand, reseérch~re1at1ng the self-actualization level and acade@ic
achievement has been conducted with adult students. The results tend .
to support, conditionally, the hypothesis that a positivg re]atignship
may exist between the two (Green, 1967; LeMay, 1969; LeMay and Danm, 1968).

Purpose of the Study.

UtiTizing the theoretical concepts and research evidence avai able,

. it is the‘éttenpt of this study to answer the following questions.

‘ (1) Afe there‘differences between students who show movement
toward self-actualization and movement away from self-
actualizatién and their perception 6f facilitative conditions
in the student-teacher relationship?

(2) Are there differences between self-actualized and non-self-
actualized students and their academic achievement?

(3) Are’ there differences in the academic achievement of students
and their perception of facilitative conditions in their
rélationship with their teacher?

(4) Are student descriptions of an ideal student-teacher relation-

ship similar to or different from the characteristics



delineated as befng necessary components of an {deal

student- teacher relationship? .

It is proposedlin this study to first pretest a nursing student
sample in regard to their level of selfaactualization,prior to their -
f;fming a student-teacher relationsh This relationship, extending

_{ bver a fifteen week period, 1nvolvesf::::\stent contact with one nursing
ins‘rucuor in a predominately clinical setting. The levels of enpathy.
nonpossessive warmth. genuinefiess and overall conditions perceived by
;he students to exist within the relationship will be measured at the
end of the fifteen week period. At this time students will rate and
déscribe their student- teacher‘relatlo;ship Also at the end of this
per1od, students will be post-tested to determine in what direction
their level of self-actualization has changed -\,‘

The data will be analyzed with statistical procedures wh1ch test

for the sign1f1cance of difference between means.

- Significance for Nursing. ' Lo

-

The research questions have developed from the investigator's
teachiﬁg experience in diploma and baccalaureate nursing programs. . As
a result, though the issues are significant in most eddcational settings,
they will be discussed in the context of nursing education. The
questions are worthy of investigation because of their implications for
evaluating nursing education objectives and the planning of ways to meet
student needs. '

Nursing educators are quick to espouse that psychologica] maturity
and self-development are inportant on-going goals for s tudent nurses,

%*particularly because they are in a helping relationship with others.

However, there is a need for evidence to suggest what factors in the



4 . .
learning environment may promote these goals, and if such goals can

be measured. . .

As well, nursﬁng educators need to know 1f student level of self-
actualization, which appears to be representative of psychological
health, has any bearing on their knowledge and practice of nursing.
Information in this regard could have implications for curriculum
planning and implementation.

Achievement in nursing mgy also be lirked to nhether students
perceive helping condi tions in their student-teacher relationships. It
is significant that the theory and practice of the helping relationship
is a vital part of a nursing curriculum. The elements basic to this
relationship are the facilitative conditions of empathy, warmth and
genuineness. While nursing educators hope these elements are
consistently and congruently modeled for students by teachers it is
uncertain 1f they are indeed perceived by students and if they in turn
influence students ach1evement l

Nursing students themselves are speaking out askiLg for a learning
climate through which they can deal with both their personal growth
needs and learning needs (Litwack, 1971). Nursing educators can better
plan to help students if they know what conditions within a teacher-
student relationship students find helpful to their learning.

Presumably, investigating these problems could in the long run
promote better patient care for it is with the nursing educator that
the student®is introduced to the philosophy and practice of nursing,
the quality of which is delivered to the health care consumer.




- CHAPTER II
THEORY AND RELATED RESEARCH

The content of chapter ;:; focuses upon a review of the relevant
.thepry and research pertaining to the problem. The concepts of sglf?
actualization and facilitative conditions, as well as the pertinent
studies in regard to each, are dealt with separately. The reIat1oﬁ§hip
between actualization gnd facilitative conditions is e;amingd in the
light of the'avai1able research. A section follows which 111u§trates
how. the two concepts have been applied fo the field of nursing‘education.
The chapter concludes with a summa}y of definitions and a statement of

~ ~

the hypotheses to be tested. e .
‘ /

Seif—Actua]ization. .

N

The Concept.
The term "self-actualization" coined by Kurt Goldstein (1939) refers

to the realization of one's poteﬁtia]s as a person which Goldstein
conéidered both a natural tendency and a basic human need. The meaning -
of the term is similar to the concepts of self-realization (Horney, 1950),
individuation (Jung, 1968), authenticity (Bugental, 1965) and full
humanness (Rogers, 1961). These concepts can all be taken "as
synonymous with psychological health" (Macklin, 1976, p. 45).

The concept of psychological health is based on the formulations
of growth theory. Hhii;];raditionp] psychological theory often deals
with pathology, considering health as the absence of pathology, growth
theory is concerned with health and the open-ended potentifalities of a
human being (Dandes, 1966). Maslow (1967) describes the concept of
actualization in terms of psychological health and growth in the

6
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following way: "All the evidence that we have (mostly clinical evidence)

indicates that it is‘reasnnablé‘to assume in practically every human

8.
re is an active

being and cerfainlylin almst every newborn baby, that
will toward health, an impulse toward growth, or towards the
actualization of human potentialities" (p.’~ 153).

Growth theorists conceive of man as some thing ot;er than q.pone
statically oriented organism. Rather, their view 6f man centers orf his
potentfaiity to fu]fil] his own self - to become a uniquely human,| fully
functioning person. That each person is unlike any other, and that
being oneself is both a responsibility and a privilege is expressed by
Martin Buber (1951) in the fol]owing passage: "Every person born into
this world represents something new, sonethiné that never existed before,
something original and unique.... Everyman's. foremost task is the /
actualization of his unique, unprecedented and urring
potentialitieﬁ, and not the repetition of somét:f::p::::\;;;\nfr: and
be it even thé.greatest, has glready achieved" (p. 16).

Definitions. |

The term se]f—actualiz;tion can be defined in several ways:
statistically and in terms sf being a process; in terms of beiqg a
state; and in the sense of being an educational model. These three °
\definitions, which are not mutually exclusive of each other, will be

further explored. ;

A Process.

In an unpublished doctoral dissertation, Lewis (cited in Shostrom,

1976, p. 64) presented a bell-shaped curve depicting three psychological

forms that make up the tota) population. These psychological forms
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Lewis described as deteriorating‘(which represents psychopathology),
maintaining, and actualizing (which represents psychological health).
The bell-sz::ed curve is presented in Figure 1.

The lower part of the curve represents a deteriorating ability

to intedrate thinking, feeling and body responses. As well, a lower

level of inner direction 1§‘represented.
g\\\\\The upper part of the curve represents 3 progressively higher level

e
of 1nte9:ating thinking, feeling and body responses. A relatively

higher level of inner direction is represented.

FIGURE 1
MAINTAINING, DETERIORATING, AND ACTUALIZING
PSYCHOLOGICAL FORMS IN THE TOTAL POPULATION

X '
' Normals
Psychotic . haracter: EGrowing Self-Actualized
i Disorders: ‘Normals
Deteriorating * Maintaining Actualizing

.
L
—d.

From Shos trom (1976)

The large middle part of the curve refe}s to normalcy and
.represents a maintenance of the three modes of expression through

manipulative behaviour. While actualizing represents experﬁgncing a
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unity n the three modes, evidenged as an expression of one's total

being: normalcy represents a lfm{ted. uneven or partial expression of
the modes.

With the statistical viewpoint in mind, self-actualizing is
defined by Shostrom (19(6) as "an active process of being and becoming
1ncréasing1y inner-directed and integrated at !he levels of thinking,
feeling, and body response. It is, therefore, not an end point but a
process of moving from normal manipulation toward growth, development,
and the unfolding of human potential® (p. 65). This active process is
described as one "... of growing, by continuously examining and
expanding one's assumptions about 1ife....continuously discovering a
viable ethic for living" (Shostrom, }97g; p. 65). .To underscore his
view of actualizing as a process rather than an end point, Shostrom
prefers the word actualizing to actualized. Applying this conception
to Lewis' bell curve, Shostrom (1976) indicates self-actualizing
'peopie are "those in the upper fifty percent of the curve" (p. 64).
Presumably this includes the upper half of the normal category in
addition to the growing norﬁa]s and self-dctualized. Though there is
some lack of clarity here, Shostrom is obviously concerned with more than
the small part of the curve which depicts the se]fiactualize&%

A State. ' d s

While Shostrom is concerned with the upper fifty percent of the
population to whom he refers as self-actualizing people, Maslow has |
been concerned more with the self-actualized which he has sgggested s
constitutes approximately one percent of the population. Self-
actualization, in one definition offered by Maslow (1962) suggests a

particular, unsustained state or peak experience. He defines it as
v
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"an episode, or a spurt in which the powers of the person come together
in a particularly efficient and intensely enjoyable way, and in which

he is more {ntegrated and less spljt, more open for experience, more
idiosyncratic, more perfectly expressive or spontaneous, or :ylly
funciioning, more creative, more humorous, more ego- transcending, more ¢
independent of his lower needs. He becomes in these episodes more truly
himself, more perfectly actualizing in his potentialities, closer to the
core of his Beiqg, more fully human" (p. 91). ‘

A Model. .

Therapists are making use of‘;he actualizing proceis in the context
of a therapy model which provides the framework for their practice
(Luthman and Kirschenbaum, 1974; Satir, 1967; Shostrom, 1976). Rather
than‘focusing on the pathology orientation of the medical model these
practitioners have chosen to look at behaviour "to determ;ne j%é growth .
intent...the growth needs...of the individual and the family" (Luthman
and K1rschenbaam, 1974, p. 12). ,

~Even the crisis of death is viewed as 'the final stage of growth'.

Dying represents a final opportunity for the individual to free himself

of culturally defined role expectations and stereotypes, which result 1h‘l~‘

7o
-

manipulative behaviour, and become aware of the infinite capacities
within himself. These inner resources can be used in service of his '
own and others' growth (KUbler:Ross, 1975).

In the educational realm, curriculums aimed at reaching students'
fundamental concerns and needs have been explored and expticitly
developed (Borton, 1970; Rogers, 1969; Héinstein and fantini, 1970).

The underlying philosophy of this humanistic approach o learning,

. \
o K
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based on a growth model, is summed up by Borton (1970): "an ¢ducation

witheut the understanding of self Is simply tratning in an irrelevant

accumulation of facts and theorfes"” (p. vit). @’
Maslow's Theoretical Premjses. -

(2 93

Mas low studied-healthy. creative people who he believed
demonstrated expression of their whole human potential (Maslow, 1954).
It is evident from hig writing that he also studied himself, at one
point stating "knowledge of one's own deep nature is also simultaneously
knowledge of human nature in general” (Maslow, 1971, p. xvi),

Early in his work, Mas]ow (1954) organized a hierarchy of needs
which he considered basic to human growth and development. He
delineated these need; as physiological needs (food, water and so on),
safety needs (the avoidance of pain), needs for belongingness and
Tove (intimacy, gregariousness, identification) and esteem needs (the
approval of self and others). Each of these needs becomes important
when those preceeding it on the hierarchy are satisfied.\'These needs,
which ensure the maintenance of life, are associated with the survival ’)
tendengy, referred to as deprivation motivation.

When the survival tendency is satisfied the need for self-
actualization and the need for cognitive understanding (both apparently
associated with the actualizing tendency) emerge. According to
M;slow (1954) it 1s the actualizing tendency, which he calls growth

motivation, that leads to the enhancement of 1§fe.

Figure 2 depicts the basic concepts discussed. ] - <!i :

-
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FIGURE 2
THE HIERARCHY OF NEEDS, MOTIVATIONS, AND TENDENCIES
BASIC TO GROWTH
(_ need for cognitive understanding ] Actualizing
growth Tendency
motivation )
Enhancement
need for self-actualization i of Life
[ es teem needs n
deprivation need for belongingness and love Survival
motivation .| Tendency
Maintenance
safety needs of Life
physiological needs _J

Thé self-actualized person, then, has satisfied the survi&a]
tendency and has actualized himself through the full expression of his
inhértnt potentialities. This state would seem to bespeak complete
psychological meturity and may account for the fact that Maslow was
unable to find self-actualizers among college stugtﬁzgi "I had to
conclude that self-actualization of the sort I had found in my older
subjects was not possible in our society for young developing people”
(Maslow, 1970, p. 150). ~

The basic premise that survival needs must be satisfied before
self-actualization can occur ha; been questioned by citing examples
from the lives of a number of creative people which suggests other-

wise. Maddi (1976, p. 101) suggests Maslow would have responded to
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this criticism by contending that his positiéh speaks to the general
rule, rather than the exception. For most people, Maslow might argue,
realizing their potential requires prior satisfaction of basic neéds.

As part of his work, Maslow (1954) described the characteristics
of self-actualized people. ,The common features of these individuals
include a realistic orientation; acceptance of self, others, and the
natural world; spontaneity; task-offentation rather than self-
preoccupation; sense of privacy; independence; viQid appreciativeness;
spirituality that is not necessarily, religious in a formal sense;
sense of identity with mankind; Fiéﬁings of intimacy with a few loved
ones; democratic values; recognitionho% the difference between means
and ends; humor that is philosoph¥cal rather than hosti]e;,ngafiveness,
and non-conformism (Maslow, 1954, pp.-200-201).

Empirical Analysis of Premises.

Several recent studies empirically test aspects of Maslow's theory.
Leith (1972) tested subjects on verbal creativity tests under two
conditions of stress. Presumably the stress was a threat to the basic
needs atifﬁellower end of Maslow's hierarchy. In this regard the stress
should act to decrease the number of and originality of the responses.

) According to Maslow's premise, unsatisfied or frustrated lower needs
make higher needs, such as creativity, unimportant. Instead, the
opposite effect occurred, in that there was an increase in the number
and originality of the responses.

In another study, Graham and Balloun (1973) tried to show,
through scored interviews,‘that satisfaction of a lower need would be
greater than that of a higher need in any pair of needs at different

levels in Maslow's hierarchy. The results generally supported Maslow's

]
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theory of hierarchical nature of needs.

The results of a study by Graff and Bradshaw (1970) revealed that
dormi tory assistants who showed higher self-actualization levels were
rated by students and deans as more fully dsing their talents, capacities
and potentialities. The researchers conclude that the description of
these indi?iduals does indeed fit Maslow's description of the self-
actualized person.

Maslow's theory was further confirmed with a study by Knapp (1965)
in which self-actualization, measured by the Personal Orientation
Inventory, was shown to be negatively related to the concept of
neuroticism as measured by the Eysenck Personality Inventory. On the
basis of the latter scores the co]]ege students were divided into
"neurotic" and "emotionally stable" groups. The more emotionally stable
were higher on all-self-actualizing scales which,vthe author states,
supports Maslow's position that he was describing psychologically

healthy people. —

Empirical data reported in Knapp (1976, p. 85) supports Maslow's
premise that self-actualization of the kind observed in older individuals
is not often found among young developing persons. Mean scores on self-
actualizing scales for adult samples tend to be higher than those based
on high-school samples. Advanced college student samples are higher
than beginning college étudents' and samples from both of these
populations are higher than high-school student samples. Knapp concludes
that the trend of increasing actualization up to the early and middle
adult years appears quite well established but less clear cut is the

trend after ages thirty to forty.
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Extension of the Theory.

[ 4

While Goldstein coined the term 'actualization' in reference to
an organism's process of growing, Aﬂfggﬁm Masliow, Carl Rogers and
Fritz Perls have elaborated upon the idea. Shos trom, in turn, ;as
synthesized some of the basic tenets of the above mentioned psycholo-
gists, particularly those of Maslow, into a system of actualizing
therapy. Though he uses the word therapy, he makes clear that his
system suggests a method,to any helping professiona{, including teachers
and nurses, for experiencing the prosgss of actualizing themselves and
fostering this movement toward full humanness in others with whom they
are in relationship (Shostrom, 1976).

¥

A most important contribution of Shostrom (1964), made in -~
consultation:with'Maslow, has been the construction of a comprehensive
measure of what appears to be the behaviours and values seen to be
important in the process of self-actualization. This iéﬁtrument, the
Personal Orientation Inventory (frequently referred to as the POI) has
greatly facilitated empirical research of the theoretical constructs
and the conditions promoting self-actualization. In his last book,
Maslow (1971) wrote: "Most of what I was able to see intuitively,
directly, personally, is being confirmed now with numbers, tagies, and
curves" (p. 28).

Polarities.

What appears to be an é‘a\(tension of Maslow's position 1fbs in what
Shostrom (1976) refers to as polarities and the principle of rhythmic
balance in life. The actualizing process, from Shostrom's point of
view, involves expressing the natural extremes of feeling that a;e

part and parcel of living. Feelings such is strength and weakness, for

[—d
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example, can be polarized on a strong-weak continuum. In a paradoxjcal
. manner each, on occasion, contains the othgr. Thus to be strong also
is to be weak from time t? time. Ignoring the polarity may mean a
locking in of expression of feelings promoting a manipulating
relationship in whi ch only one feeling polarity is considere¢ acceptable
to express. On the other hahd, Shostrom contiques, the’actua1}zing ‘
person is centered rhythmically, able to move along his polarities
expressing his thinking, feeling, ang'body responses in the here and
now. "The polarities are syqergized and potentiated into, one thing
which can be referred to as the couraga to be, or the freedom to be.

But there is a feeling of being together with oneself as one experiences
the various polar dimensions as a 'family' rather thand;E 'warring
factions'" (Shostrom, 1976, p. 280).

Other- Versus Inner- Directedness.

The concept of inner-directedness versus other-directedness
originated with David Riesman (1950) hoﬂever Shostrom (1964; 1972; 1976)
explored the idea in terms of nonéﬁﬁbet1ng polarities.

Being inner-directed means being energized from the core and -
polarities within as opposed to Séing other-directed and energized by '
people to whom one gives that author1ty. While the other-directed
person depends on the views of others, the inner-directed individual is
more independent, relying on internal motivations, which, over time
become generalized into an inner core of character traits and
principles (Shostrom, 1972, p. 17).

The source for this inner-directedness is implanted early in

Jife, primarily through the parents and gquhd by relatively few
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principles. The source for other-directedness seems to be

splintered between family and external authorities which in turn
promotes a controlling feeling of fear or anxiety. Thus the other-
directed individual may become dependent upon the opinion and approval
of others and in this way conforms to external influences (Shostrom,
1964). |

Se]f‘actualizing.persons have more of an autonomous, self-
supportive, or being-orientation and while sensitive to a degree to
the approval and affection of others, the source of their ;ction is
primarily inner-directed. Actualizing persons are more innef-directed
or self-supportive but some of the time they are other-directed,
seeking the support of others' views (Shostrom, 1976).

.Thé congept of inner- versus other- directedness was empirically
tested by Warehime and Foulds (1971) who hypoth;sized that inner-
directed subjects (as neas&red by the POI) would perceive tﬁenselveé
as having personal® control ové?itheir reinforcements while other-
directed subjects would perceive reinforcements beyond their personal
control. A significant rETationship was found in support of the
hypothesis.

A ratio, called the Support Ratib,/between other-directedness and
inner-directedness was established by Shostrom (1964) - through a ;eries
of research studies. The ratio between other-directedness and inner-
directedness, for the actualized group was, on the average 1:3
(Shostrom, 1964) and for the non-actualized group the average was
171!5‘(Fox, Knapp,. and Michael, 1968; Knapp, 1965).

Actualized persons, then, are inner-directed only to a degree

and while typically self-supportive are not totally so. A Support
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\ Ratio considerably above 1:3 is suggestive of excessive self—suppor—
‘tiveness and autonomy, while a ratio below 1:1 suggests a binding
situation where neither.conformity nor autonomy are well handled
(Shostrom, 1972).

Instead of a natural rhythmic f18w on the pblarities the average
person is stationed rather rigidly. Shostrom.(1976) accounts for that
situation in the following way: "Our natural rhythmic expression is
affected by those parents and teachers who take control of our lives
and .... teach us to see through ‘their eyes, to hear through their
eérs, and to respond through their own personal fears. Ffor moét
children 1life becomes simb]istica]ly good and bad, right and wrong,
acceptable and unacceptable. They give adults ... the right to ju;ge
their worth, to determine their merit, and to manipulate their love...
‘they give in to the 'shoulds' and 'have tos' and lose ;heir personal
rhythm" (p. 78). l A

Time Incompetence Versus Time Competence..

) A second funqamental concept developed by Shostrom (1964; 1972;
1976) is :Lat of time orientdtion J;scribed in terms of the polarit{es
of time competence and time incompetencé. Time competent means 1iving
primarily in the present but tying the past and future together.1n
meaningful continuity: dn the other hand, time incompetgnt means 1iving
primarily in the past with guilts, resentments and regrets, and or in
the future, with fears and idealized goals.

The self-actualizing person is mostly time competent in that the
past is used for reflective thinking and the future is seen in terms

of present goals. The non-self-actualized is, in comparison, mostly
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time incompetent wrapping up the pr;sent with exéessive concern for the
past or future. The past-oriented petson persists in "nibbling on the
undigested memories and hurts of the past" while the"future-6r1ented,
living with fears and fanciful goals, is the "obsessive worrier who
nibblgs at the future" (Shostrom, 1972, p. 16).

Through the same series of studies used to establish the Support
Ratio, Shostrom (1964)restablish;d a Time Ratio betweeﬁ time competence
and time incompetence. The ratio between the use of time and. the
misuse of time for self-actualizing persons was, on the average 1:8
(Shostrom, 1964); and for non-self-actualizing pérsdns the average was
1:2.9 (Fox, Knapp and Michael, 1968; Knapp, 1965). _

Thus , the self-aétualizing person, with a Time Ratio of 1:8 c;n be
considered time competent eight hours for\every one hour of time R
incompetence. In comparison, the non-self-actualizing person is time
incompetent approiimately'one hodr of every three hours time scompetency

(Shostrom, 1972, p. 15).

Table 1 summarizes.-the research results of the time and support

ratios.
TABLE 1 ' .
TIME AND SUPPORT RATIO AVERAGES FOR ACTUAh )
AND NON-ACTUALIZING GRO
Support Ratio Average atio Average
Outer:Inner Incompetent : Compe tent
Actualizing . ' 1:3 ' 1:8

Noh-actualizing 1:1.4 1:3 ’

/
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. Interrelationship of Time and Support.
Self—actu#‘T!ation involves both the development of time competence

and inner directedness of support. Shostrom (lQZ%, p. ]9)vsuggests the

interre]atioﬁrzf:-is due to the fact that the self-actua]iziﬁg person,
living in the present but relating it to both the past and future,

| relies more upon himself and his own‘support. As a result, this indivi-
dual can more_freely experience his own being moment to moment.
MasTow (1962) expres#es much the same idea as a contrast "between living
1 fully and preparing to live fully, between growing up and being grown"

: ’

(p. 30).

Perls, Hefferline and Goodman (1951, p. 38) indicate that the
Freudian viewpoint of concentrating on the past as a means to determine
present adjustment bromotes for the individual a definite orientation
to the past. The authors further suggest that the Adlerian stress on
goals promotes a future-orientation for the person. These Gestaltists
suggest that the person living in the past depends on blame and
resentment as a substitute for self-support. At the same time living
in the future means depending on expected events for motivation rather
than on one's self. The expected events are viewed as invented goals
the individual contrives because he is unable to accept himself as he

is presently (Perls, Hefferline and Goodman, 1951).

Potent1a1ityﬂ

Shostrom (1976) in contrast to Maslow sees a paradox in the
actualizing process which stems from an awareness, on the part of a
person, of two potentials within himself; the potentiéi for
deterioration, to the extent of psychosis, and the potential for

growing toward actualization. "This very awareness spurs the
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actualizing person into creative thinking, feeling, and body responses.
And it is the awareness of his own freedom to move either way that

gives him the limits of his potentials for deterioration, as well as

for growth. It is the potentiality for either psychosis or actua

that makes the living of each day a creative act" &hostrom. 1976,

4

"+ p. 156).

On the other hand, Maslow (1954) generally focused on the public
life and deeds of his well known subjects and did not to any extent
explore thgir Eersonal lives. He does not suggest, as does Shostrom,
that the achievement of potential on the part of his renowned subjects
was due to an awareness and a working %hrough of their personal

limitations.

Application to the Learning Environment.

Educational institutions can be viewed as providing students with
experiences which will aid in thé development and acquisition of skills
for life and living in their particular society. If a society values
psychological health, openmi’dedness, imagination, critical thinking,
and self-direction these would be cultivated in part through the
educational system. It }s the opinion of Dandes (1966) that such goals
are not always accomplished since "the educational means are often
inappropriate for the achievement of these ends" (p. 301). He
continues by stating that while society claims to value the growth of
the individual, educational, practices often inhibit that growth.
Instead of stimulating open-minded inquiry, critical thinking, and
self-direction, educational practices often stifle the fnquiring
student. Dandes suggests it is nécessary to examine the research in

the light of specified educational goals. For instance, if such goals

4
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include growth in self-direction, personal and social responsibility,
and critical problem solving certain teacher characteristics emefge
which seem to be associated with student development in these areas
(Combs, 1973; Dinkmeyer, 1971). In fact, the empirical investigation
by Dandes (1966) indicated that the greater the psychological health
of the teacher (as measured by the POI) the greater the possession of
attitudes and values characteristic of effective teaching. Dandes (1966)
concludes that as teachers are more self-actualizing they are more
effective as teachers which in tﬁrn enables them to encourage the
_ growth of their students, who in turn become more effective, more
responsible megbers of society.

The development of fully functioning human beings is not, according
to Dinkmeyer (1971) an "incidental by product of the educational process
... [it) is the central purpose of the educational process" (p. 66).
Stated more bluntly by Stern (1971) followingehis research report on
learning env;ronments for students, those “purported 1earn1ng
environments that fail fo proJide suitable conditions for self-
actualizing are simply custodial settings for holding people in the
various stages of thrall-like socialization" (p. 24).

Student—Teacher.Re]ationship.

Shostrom (1976, pp. 257 - 259) describes three relationship
patterns from which he believes society operates. These patterns

are depicted in Figure 3.

<+
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FIGURE 3

THE TRADITIONAL, HEDONISTIC, AND ACTUALIZING
RELATIONSHIP PATTERNS

Traditional Hedonistic Actualizing

Relationsgkf/ Relationship Relationship
Emphasis ‘Contractual @enital Core to core
Basic Principle Obligation Manijpulation Commi tment
Orientation Rule oriented Body-oriented Person oriented
Nature ‘/) A I -t It - it Thou - thou
Motivatian “Security based Fun based Growth based

From Shostrom (1976).

While Shostrom explores these relationship patterns in terms of
marriage, the traditional and actualizing patterns can be usefully
applied to the student-teacher relationship. |

* The traditional relationship is a contractual one based ontthe
theory of obligation that is imposed from the outside. This
relationship is traditionally role oriented. For example, one indivi-
dual such as the teacher has a déminant role while other individuals,
such as the students, have subordinate roles. It is through tradition
that the dominant role has been played by the teacher.

Using Martin Buber's (1937) concept, the relationship can be ~
described as having-an "I-it" orientation between teacher and student.
Usually the motivation for such a relationship lies in the security,

for both teacher and student, of following the expectation of the roles.

An alternative to the traditional relationship between teacher

k)
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and student is the actualizing relat{onshfp Core to core refers to
the achieving of a level through which all three aspects of being can
be expressed - the lntellectual, the feeling, and the body responses.
In order for teacher and students to achieve this goal they each have
to be conmitted to expressing themselves on these three levels. The-
commitment is necessary for it focuses energy and priority setting
on the three-fold goal. .

The actualizing relationship is freely chosen and is more enhancing
of teacher and student than any other relationship. Both have confident
feelings that the relat;onship will continue, though differences and '
conflict may arise.

In the actualizing relationship the basic orientation is on each
‘person s expression of his own personality. Teacher and students wou)
be expreSSIng their own unique "personhood". Again, using Buber's con-
cept, the actualizing relationship is<a "thou-thoy" relationship as
opposed to the superior "I" and inferior "it" of the traditional
student-teacher relationship.

The motivation for the actualizing relationship is based on an
inherent desire for growth. Through a gradual and continual process of
sharing the thinking, feeling, and body responses of one another,
tedthet and students grow. Pines (1976) underscores this concept when
he states that it is the interaction, especially with significant others,
which lends meaning to learning. An individual's uniqueness, Pines
cont1nues, is determined n;t in a vacuum but rather is determined in
a relatrbn to others. Hence, in referring to Buber's "I-thoy"

relationship, 1t becomes apparent that one cannot fully know the "I"
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without the "thou". :
-

Combs (1973) contends that successful teachers usc themselves,
their unique potential and personality, as "effective instruments” 1in
interaction with students. Accg;ding to Combs, learning 1s a human
event (which should not become a dehumanizing event) always consisting
of two parts; the presenting of information or experience, and the
discovery of the meanin§ Of the information provided. While Combs
believes the various educational systems handle the first part well,
he suggests the second part is frequently ignored. He bases his
argument on the premise that information and experience will affect'a
person's behaviour only in the degree to which he has discovered its.
personal meaning for him. Combs claims it is through human interactions,
the human relationship which concerns itself with how things look from
the otﬂér's point of view, that meaning can be explored and discovered.
It appeérs that Comﬁk is describing an actualizing student-teacher
relationship. : .

Academic Athievement.

Sevetal studies have contributed to an underst®nding af the
re]ation%hip between self-actualization and academic achievemgnt.

Studysng college underachievers and the effects of two géunseling
treatments, Leib and Snyder (1967) found that increases in inner-
directedness and semester grade point average were significantly related.
These results occured for the entire sample.

Johns (cited in Knapp, 1976, p. 19), working with first year male
any female college students reported a signficant correlation of .24

be tween grade?point average and time competence in the female group.
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This finding was supported in an unpublished doctoral dissertation |
(Green, 1967) which tested the relationship between the self-actualizing
level of sophmore nursing students and their grade point averages. Of.
the two major scales, inner direction and time competence, only time
competence showed a significant ré]ationship to grade point average.

Green also reported no significant relationship between either time

competence or inner directedness and the clinical practice grade of the
' .

R4

nursing students.

Studying a group of college underachievers and an academically
successful group, who were matched on ability, LeMay and Damm (1968)
found the academically successful group’significantly more inner directed.
- This finding Jed the authors to conclude that the academically successful
group demonst;gted their effectiveness in directing their own lives
relatively independently of peer pressure and urging, as opposed to
the underachievers. -

In each of the studies discussed both major dimensions of self-
actualization, inner directedness and time competence, were tested.

The results pregent an unclear picture in that either one dimension or
the other shows a positive® relationship to grade point average.

Leib and Snyder (1968) put forth the hypothesis that self-
actualization, as reflected in the Inner Directed Scale, and ability
may not be related direct]y but related secondarily through separate
yelatiomships with other variables. LeMay (1969) testing this hypo-
_thesis used the Inner Directed Scale of the POl, grade point averages,
and controlled for aptitude in a study of 400 undergraduates.

Findings were not significant for either the high or the low
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inte]]ectual-abi]ity~;rogps. However, there was a negative relation-
ship between actualizing and grade point average in the midd]e'ability
group. This finding, notes LeMay, suggests that average ability
students do not view attaining good grades as self—actua]izing
activity. LeMay further suggests that intelligenﬁe factors may
determine academic success for bright and dullggtudents more than for
"the average ability students. .

Intellectual aptitude, ther, may Bs one potentially important
moderator variable in the analysis of relationships between actualjzipgﬁ
and academic achievement. ’ .

Facilitative Canditions.

'Necessary and sufficient' Conditions.

Twenty years ago Carl Rogers (1957) delineated the psychological
conditions which he hypothesized were both necéssary and sufficient to
bring about constructive personality change. By constructive personality
change he meant changes toward greater personal integration and full
functioning. These conditions on the part of therapist or counselor
Rogers refers to as congruence, unconditional positive regard, and
empathic understanding. Rogers (1957; 1962) further describes and
defines the meaning of these conditions. .

Congruence.

Congruence means accurately representing oneself as opposed to \\\
presenting a front or a facade. Personal growtq‘is facilitated when
the therapist "is what he is/ openly being the feelings and attitudes
which at the moment are flowing in him" (Rogers, 1962, p. 417). The
therapist %s able to communicate these feelings, if appropriate and

beneficial to the client's welfare. The concept, as explained by
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Meador and Rogers (1973), suggests an attempt by the,therapist to be
fully present to the client and means an expression of‘thgéé feelings
which persist rather than a sharing of every nuance of feeling.
Congruence means meeting angther Qn,‘q; person to person basis
without defensiveness or hiding behind roles. It meaqs also, a
transparency on the part of the therapist §llow1ng his realness to be
seen by the client. Rogers (1962, p. 419) points out that congruence

may be the most crucial quality in a relationship.

Unconditional Positive Regard.

¥ Unconditional positive regard refers to the acceptance of another
without placing condition§ upon that acceptance or m;king that
acceptance selective, judgemental, reserved, or evaluative. It means
a prizing of the individual with an acceptance pf both weaknesses and
.strengths. It involves a caring for the client, in a non-possessive
way, as a person with potentialities. There is respect for the person
as a separate individual al]oﬁing him "to be whatever feelings are real
in him at the momgnt... a KAnd of liking which has strength and which
is not demanding" (Rogers, 1962, p. 420). |

Empathic Understanding.

Empathic un*standing, as descr]'bed by Rogers, means a sensing
and a penetrating of the feeling world of the client "as if it were
your own but without ever losing the 'as if' quality ... to sense the
client's anger, fear, or cohfusion as if it were your own, yet without
yoqs\own anger, fear,\?r confusion getting bound up in it" (Rogers,
1957, p. 99). Through this process the therapist can often go beyond

the words of the client to the surrounding feelings of which the
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client is hardly aware. As the world of the client is understood
by the therapist, he can then communicate to the client the
significant fragments of that understanding.

Rogers (1962) indicates that this kind of understanding is very
rare. People, whether helping professigﬁals or non-professionals,
"meither receive nor offer it Qery frequently. Instead, what is offered
is an evaluative understanding. Experiencing another's viewpoint, -
Rogers suggests, means risking changes in oneself. Since changes tend
to be resisted, the other's viewpoigt fs analyzed and evaluated in
terms oﬁ)oﬁe's own experiences. Change is likely to occur when the
therap%st or cpunselor can "grasp the moment to momenf experiencing
occuring in the inner world of the client, as the cliept sees it and
feels it without losing the sep ess of his own identity iq this
empathic process." (Rogers, 1962.'”420). _

While understaﬂU&hg accurately is very important the communication

of the intent to understand is also helpful. The intent to
understand communicates to the individual that his feelings and
experiences are worth understanding and fhat he himself has value and
worth (Rogers, 1962, p. 420). |
Not only is it necessary that the therapist or counselor
communicates these attitudes, but they must be perceived by the client.
Rogers (1962) emphasizes. that development in personality and change in
behaviour are predicted when the client perceives, to a minimal degree,
the genuineness, acceptance, and empathy of the counselor or therapist.
The philosophy implicit in Rogers' theorizing and from which he

makes his hypothesis is based on a deep respect for people and their
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potentialities. Without believing in the worth of an individual
it may not ?e possible to-‘experience desire to understagd, caring,
and enough se]f-respec; to make oneself known to another.

Measyrement of Conditions.

Charles Truax set about the task of developing measurements of
Rogers' core conditions. Initially the scales he developed were tied
to Rogers' labels but_ later evidence suggested slightly modified
identifying labels were more descriptive of the dimensfons. After
experimenting with the scales over a trial period Truax‘(Truax and
Carkhuff, 1967, p. 43) believed aécurate émpathy to be a more
appropriate term for empathic understanding, nonpossessive warmth
more descriptive than anonditional positive regard, and the word
genujneness more ;Eecigg than congruence. In developing the measure-
ment scales, Truax spelled out the operational mganing of the concepts.
The Truax scales (Truax and Carkhuff, 1967) and later modifications
of them (Carkhuff, 1969) continue to be used in live observations and
tape recordings to assess the levels of the conditions of.empathy,
warmth, and genuineness offered in counseling and therapy relation-
shibs. They are the basis for core condition ratings, and thus the
findings, in a large number of research studies. The scales have been
used ih training programs and for research purposes in other helping
professions including nursing (Kalisch, 1971).

In addition, Truax (Truax and Carkhuff, 1967, p. 74) translated
these scales into a Relationship Questionnaire which can be answered
by a client, student, or other he]pee; The questionnajre measures

the helpee's perception of empathy, nonpossessive warmth, and
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genuineness offered by the therﬁpist. teacher or-other helper. The y
development of the questionnaire closely followed the work of Barretfi
Lennard (1962) wh; had earlijer &eveloped a Relationship Inventory for

use with either, or both, client and therapist.

Effecti veness of Conditions.

There is a large body of research evilence (summarized in
Carkhuff and Berenson 1967 and 1977; Carkhuff, 1969; Truax and
Carkhuff, 1967) which 1ndicates the critica] importance of the three
core conditions to human encounters 1n which a change in behaviour is
the goal. Most of these gtudies involve therapist levels of the
conditions and client outcome. Taken together, the studieS suggest
that the greater the degree to which the core conditions are present
in a relationship, the more constructive the personality change on
the part of the c11ent on a variety of criteria (Carkhuff and
Berenson, 1977).

In addition, these findings hold for counselors and therapists
regardless of their theoretical orientatiqn, training, and academic
achie;ement (Truax and Carkhuff, 1967). The findings also hold for a
variety of clients including hospita]iged patients, out-patients,
college counselees and juvenile delinquents (Truax and Carkhuff, 1967).

Evidence from research over the past decade indicates, as well,
that significant relationships can have constructive or deteriorativg
consequences on intellectual, physical,and emotional functioning.
More simply, the interactions between helpers and helpees have a
‘for better or for worse' effect upon the helpee. The facilitating
or retarding effects “"can be accounted for by‘a core of dinenﬁions” -

the triad of conditions present in the relationship (Carkhuff and
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Berenson, 1977, p. 5).

Several studies have neasur;d client perception of the core
conditions through the use of the questionnaire or inventory filled out
by the c]ient. An often quoted study of client-perceived facilitative
conditiong was conducted by Barrett-Lennard (1962). The results of
that study cléar]y demonstrated that clients who showed the greatest
change throthOut therapy berceived significantly higher levels of
facilitative (therapeutic) conditions from their therapists than did
clients who showed the least change.

A study b§ Truax (1966) of pergeived core conditions and thera-
peutic outcome indicated a very strong relationshiﬁ between juvenile
délinq;:htiquerception of facilitative conditions from their
therapist and positive changes on a variety of outcome measures. This
study also supports Rogers' basic tenet that it is necessary for clients
to perceive the core conditions.

Application to the Learning Environment.

Counseling and psychotherapy can be viewed as ;spects of
~interpersonal reiations and 1eafning. Thus, the facilitative or core
conditions important to the therapeutic encounter have implications
for Sther relationships including the relationsﬁip between teacher and
student, parent and child, nurse and patient. In fact, the evidence
has important implications for personal conduct in any Qrman encounter.
Being facilitative toward another means grasping the meaning,
significano;) and content of another's experiences and feelings. To
do so requires acceptance and a non-possessive warmth of the person.
However, these two conditions are meiningful only in the context of

genuineness (Rogers, 1962). Unless, for example, a teacher is genuine
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in relating to the student, first grader or adult, the empathy and
 warmth are lost, or may even have a detrimental effect. "To bé under-
stood deeply or to receive communication in a 'warm' voi{ce can be
deeply threatening if it comes from‘*an unpredictable 'phony' or a
potential enemy® (Truax and Carkhuff, 1967, p. 142).

The research evidence 1ndfcates relationships, even though intended
to be helpful can be for be!ter or worse. While the teacher may be
focusing on changes ip the learning of arithmetic, psychology, nursing,
or any other content area, the encounter has the potential to be
helpful or harmful to the student. By the same token, every nurse-
patient relationship has the potential for positive or negative patient
learning and thange.v Parents, teachers, nurses - helpers who offer
either high or low levels of facilitative conditions have the potential
to effect furiher constructive change or deterioration for the
individual. .

Because of the crucial naturé of the he1ping relationship
Rogers (1962) and others (Berenson and Carkhuff, 1977; Truax and
Carkhuff, 19675 urge selection of individuals for training and
preparation as helpers (such as therdpists, counselors, educators and
nursés) who a1feady possess, in their ordinary relationships with
others, a high degree of the facilitative conditions. Further, the -
educational program for these individuals would plan for s tudent
experiencing of empathy, acceptance, and genuineness. By feeling
understood and accepted during their training and education, by being
in contact with genuineness in their instructors, these students

would grow into more competent practitioners (Carkhuff and Berenson,

-
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1977, p. 255; Rogers, 1962, p. 427).

The~statement, good teachers and gbod tﬁé;;pists are born not
made, 1s based upon the belief that the core d1mens}ons described are
part of the therapist's or teacher's personalifyi(Truax and Carkhuff,
1967, p. 107). While this statement 1s no doubt true there is
accumulating evidence froﬁrvarious disciplines which indicates
training in the communication of empathy, warmth, and genuineness can

lead to more effective relationships (Afken and Aiken, 1973; Kalish,
1971; Peitchinis, 1972; Truax and Carkhuff, 1967, pp. 108 - 112).

Student-teacher Relationship.

The rekearch findings ih fhe field of psychotherapy, in regard to
therapist facilitative attitudes and their impaet on the relationship
between therapist and client, have been applied to the classroom and
curriculdm experimentation (Aspy, 1965; Cdrkhuff, 1969; Rogers, 1969;
Schmuck and Séhmuck’, 1974; Weinstein and Fantini, 1970). The
kumanistically oriented educatorswpresume the goal of eduSation is to
develop character and personality as well as intellectual skilis. .They
also suggest that the path leading toward this goal is the facilitation
of change and 1earnin§ (Rogers, 1969, ﬁ; 104). Only as students learn
how to learn, learn &ow to relate, and learn how to choose from a
well-analyzed value system are they prepared to survive the shock of
the future (Toffler, 1971, pp. 414 - 418).

Rogers (1969f’%ypothesized that the initiation of the kind of
learning described above rests less up&n the teacher's knowledge of
content area or specific teaching technique, than upon the empathy,

warmth, and genuineness the teacher experiences and communicates to

’ *
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the students. This quality of personal relationship and the classroom
climate it stimulates promotes in students, according t§ Rogers,
self-motivated, personally maturing, significant learning. Rogers
seems to be saying tﬁat students exposed to this kind of relationship
can move tdhardhactualizing their own unique potential.

A study by Louise Tyler (1964) “compared the concept of an ideal
'teacher—studentlre]ationship with the concept of the ideal therapeutic
relationship. The data of the latter was conpileq¢in a study by
Fiedler (1950). With the aid of factor analysis andra factor array
sort Tyler (1964) found@at "there js'a great similarity" (p. 117)
between the two relationships. Where Fiedler found that therapists
agreed on the most effective type of therapeutic fel;tionship, Tyler
also foﬁéd significant agreement by educators as to the nature of the
ideal teachér-student relationship. Results from each study indicated
that the ideal therapeutic and ideal teacher-student relationship were
very mych like an ideal iﬁferpersonal relationship. Specif}cally,
Tyler's findings‘conc1ude that the ideal teacher—studen; relationship
is one which involves "good or excellent communication, in a peer
Eelation which tends to be emotionally close" (Tyler, 1964, p. 116).

Millar (1976) investigated the characteristic; of effective
teachers from the point of view of the teacﬁers themselves, the

students, and teachers-in-training. Though there were Some prob lems

. with the questionnaire developed, all three groups indicated the

teacher's persoqality as the core 1ngrediept of effectiveness.
The results of both Tyler (1964) and Millar (1976) are supported
from the student perspective in a study by Rosendahl (1973). Students
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who perceived the teacher-student relationship as superior described
it as warm, truthful, caring, and student-centered. Those students
indicated they fbund learning exciting, believed they wéfé involved

. with the teachers in learning, and found the re]ationshib meaningfu]j
Those students who perceived the relationship as inferior described it
as cold, str{ct, and teacher-centered. Those students indicated they
felt the teacher's concern was for the transmission of facts and B
kng;;edge without interest for the students. The relationship was.

o4

described as not meaningf:j;
A recent artit]g (Saltmarsh, Hubele, and Canada, 1975) suggests
that students do not perceive a peer relationship with their teachers.
Students see instead that the learning task cannot be shared, that
mistakes and experimentatioﬁ are 6ften unrewarded, and:that teachers
are evaluators and grad%-givers. The authors urge teachers to balance
concern for task achigvement with én equal concern for the persons
involved. "Many times academic endeavors are accomplighed with great
cost to human dignity and welfare" (Saltmarsh et al., 1975, p. 231).
To encourage the development of self-directed, socially responsibig
learﬁers, these writers invite educators to put into operation Maslow's
model of growth by utilizing the following precepts: people ﬁot}Vate
people; co-operation and interdependence are superior to competition
and threat as systems of motivation; trust between people facilitates
freedom for productive interéftion; freedom of interaction promotes

effective learning (p. 231).

Academic Achievement.

To support the hypothesis that facilitation of significant learning

rests upon the presence of core conditions within the personal relation-
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ship between teacher and student, Rogers (1969, pp. 11 - 126) Eﬁports
accounts from various teachers anq students as well as evidence from
several unpublished dissertations and manuscripts. Results from \\

’

experimentation with affective curriculums and experiential learning
(Borton, 1970; G?rman, 1972; Schmuck and Schmuck, 1974; Weinstein \\\\
and Fantini, 1970) generally seem to support Rogers' position and his
definftion of learning. .

A study by Christenson (1960) investigated thg'?elationship between
school learning achievement and degree of' teacher warmth. The findings
indicated that students receiving relatively high levels of accurate
empathy, non-possessive warmth and genuineness from their teachers (as
measured by the Truax rating scales) showéd significantly greater
achievement in readiﬁg (as measured by the Stanford ﬁeading Achieveme;t .
Test) than students receiving relétive]y lower levels of the

facilitative conditions. ' h

The original results of Aspy were confirmed and eiaborated upon in
a study by Aspy and Hadlock (cited in Truax and Carkhuff, 1967, p. 116).
‘Students taught by teachers high in the facilitative conditions showed
a reading achievement ga&;f 2.5 years during a five month period,

while students taught by law conditions teachers gained only 0.7 years.

Results reported by Kratochvil, Carkhuff and Berenson (1969) and

Stoffer'(1970) show that elementary school teachers who communicate” = -7
7
high levels of the core dimensions are able to become signfiicant o

sources of learning in academic areas for thetr students. This, the
authors\concluQe, is not to say that teacher knowledge of subject
' matter is not a relevant .variable. It is to say that the emotional-

interpersonal functioning of the teacher is related to the
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intellectual achievement of students.

A search of the literature failed to reveal studies which
investigated the levelﬂof facilitative conditions perceived by students
from their teachers and their academic achievement. However, on the
basis of the preceeding research and theory, it could reaspnatily be
expected that student perception of facilitative conditions may have a

positive effect on their grade achievement.

/

Relationship Between Actualizing and Facilitative Conditions.

2+t Berenson and Carkhuff (1977, p. 217) make the statement that

individuals are growing constructively when they mové toward
functioning with higher levels of empathy, warmth, and genuineness, and
are deteriorating when they move in the direftion of lower functioning
on these dimensions. The authors describe the individual who functions
with high levels of the facilitative conditions as one who is involved
in a lifelong search for actualization for otheré as well as himself.
Both in the area of counseling gnd education, studies have explored
the relationship between self-actualization and facilitative conditions.
This research has focused on aspects of therapist and teacherl
effectiveness and also client-therapist and teacher-student relation-
shipeffects. In eéch of tthese studies, the relationship between
actualization and facilitative conditions is examined in terms of the

previously discussed theoretical constructs.
o .

Research in Counseling.

In a study conducted by Foulds (1969) judges rated the levels of

v
the facilitative conditions offered by graduate students to their
clients then related those ratjngé to the actualizing level of the

students. The results indicated that the communication of empathy and
“ '\)\.’;
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genuineness on the part of the student counselors was significantly
related to student self-actualizing level. Foulds relates the
significance of his findings as support for Rogers (1957) theory which
hypothesizes that the psycho]og&ca] good hsalth of the ceunselor is
related to the ability to provide fagilitative conditio&s during
counseling. A replication study (Ninbofn agd Rowé, 1972) did not con-
firm Fould's results yielding instead a zero correlation coefficient.

In's ies dealing with'se]f—acgyalizing counselor levels and ,

percei litatj onditions on the part of tkg‘client, Hines (1973

~ .
in an unp shed dissertatiom found that counselors with higher self-

were perceived by their clients as also offering
M -

higher levels of the' core dimensions, as measured by the Truax Belati®W-

actualizing level
ship Questionnaire. N

A recently published study (Selfridge, 1976) showed a strong
positive relationship between self-actualizing level and counselor
effectiveness as perceived by c]ients, thus supporting the hypothesis
of Hines and the basic theory of Rogers. L

Pierce and Schauble (1971) assessing the flinctioning of counseling
students on the facii)tative dimensions found that students working with
high-level, well functioning practicumnstructors showed significant
development in the facilitative dimensions. It can be inferred that the
high-level functioning instruchrs were probably functioning at a higher
actualizing levei than those working with students that showed no
positive change in the facilitative dimensions. The work of these

investigators supports Carkhuff's (1969, p. 9) contention that counsel-

e

ing instructors should be carefully se]ected-(and maintained) on the

N

)
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basis of high-level functioning. It is Carkhuff's conviction that |
‘ {

-

students tend to converge on the level of functioning of their

*iqstructors. . ¢

Research in Educat‘wn,
/

A recent unpublished dissertation (Boston, 1975) investigated the

probabiNty of teacher. self—actualizu;g level being a correla nd
possible predictor of teacher success. Teachers were 1denté:as

most and least successful with an instrument that .masured, in part,
aspects of their ability to impart facilitative conditions in the
1eam1"ng environment. The major hypothesis was supported in that there
was a significant positive relationship between level of self-
actualizing and degree of successful teaching. Boston's work supports

a basic Maslow premise that an individual can be accepting and nurturing
to others only aftemhe has come to accept himself and value his own
nurturing as highly as that of otr;ers.

Similar results were obtained (Jury, Willower, and Delacy, 1975.()'
in research with a large sample of public school teachers. The p'redict1on
that level of teacher self-actualization would be di rectly related to
humanism in teacher pupil contrqﬁ jdeology was supported. .The authors
conclude that the self-actualizing individual 1% cha'racterizedv by
satisfied lower needs, on the Maslow hierarchy, and as a resglt is not
likely to see students as part of a threatening environmen.{?." G

Macklin and Rossiter (1976) l}ore" the relationship between
interpersonal comnurnication and level of self-actualizing of graduate
stugents in a Faculty of Education. The Interpersonal Communication
Rep(it, devised by the researchers, béars much resemblance to the

core dimensions described by Rogers. The results showed that students



e

41

who were more self-actualizing also reported being more expressive
and self-disclosing (which the authors equate to the genuineness
variable) and more able to understand others (equated to the empathy
vari;ble). The investigators suggest their research supports the
theory of both Maslow and Rogers that interpersonal communication is
related to pSychglogical health. ’

The‘rélationshtﬁ betweén the facilitative conditions and the self-
actualization of hursing students was investigated by Rosendahl (1973).
The results revealed a‘moderate relationship significant at\fhe .05
level, between the facilitative conditions perceived'by students and
the students' increase in the major dimension of se]f—actualizat1on:
inner-directed support. The author concludes the finding s;pports J I
Rogers' (1969) statement that students become more fully functioning
human beings when they experience an empathic, warm and genuine
reiationship with their teacher.

Nursing Education Perspective.

While nursing resedrch.app@ying the relevaq} theoretical
constructs has been included througheut this chapter, the following
section serves to illustrate how nursing writers have related aspects
of the théory to nuf§ing education.

The Growtﬁ Approach.

According to Gunter (1969) there are two concerns in nursing ) T
education - education of the student and care of the patieh:; The .
author states t»jt. educating the student 1ny%s providiinw . k

environment in which the student can develop her %{iﬂ", caring ’

for the patient involves providing an environment (o®. emotional

climate) in which the patient can use his potential or resources for
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recovery and growth. Gunter sees the two concerns as intetre]ated
“in as much as the emotional development of the student into a .
funct1on1ng professional nurse influences the k1nd of care, or the kind
of interpersonal relationship which she will be able to establish with
patients" (Gunter, 1969, p. 60). . ‘

Kramer, McDonnell and Reed (1972) assert that development of self-
actualization iswoften an overtly stated goal for students in nursing
programs. Thay point out that Maslow's hierarchy of needs theory often
provides the framework for nursing curriculums. Within such curriculum
development the goal of the nurse and the ultimate goal of the .
educational process is “to meet the patient's requirements of‘]ower
order needs for food, drink, comfort and safety, while assisting the

patient toward the fulfillment of higher order needs: love, esteem,

belonging and self-actualizing”" (Kramer et al, 1972, p. 112). In order

to accomplish such goals thetauthorszpmphasize that the §tudent must be

con§istently helped to "be aware of her own stage of deve]opment,bf

the effecis of her values'on’the values of others, and of her own need

tq grow gpd t6.'becomé'" (Kramer et'a1, 1972, p. 112).

Nuréing educators who regard the on-going development of each

y]férneﬁ;s huan~p3¥ential as a major goal of education have indicated

v 4€f§5hrough their published work support. for the following characteristics
* ‘of a nurs?ng education leading toward that goal: the comprehension

of both the affective and cognitive domatns; the understanding of a

time frame incorporating the pd§§:gfresent and future; thefifceptance_

and achievement of both 1iving and‘dyihg;ythe incorporation dVVOiher

goals such as social, aesthetic, and spiritual in addition to

intellectual goals; the occurrence of se]f—djscovery, se]f-expressionh

P S :
€
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and fulfilment; the profot®on of dialogue, introspection, integration,
and action.

7]
The Nursing Student.

Malcolm Knowles (1968), who coined the term andragogy to describe g

'tﬂe. Py Mk cience of teaching adults, suggested that adults and
For as 1garners in three often over-looked areas; self-
concept, experience, and orientation. A nursing educator and researcher,
Rosendahl (1974) points out the 1mplicatioﬁs of this information for
. nursing education. |
First, nursing students, as adult Iearnersy view thense]ves as
responsible, mature learners capable of self- d1rec* /They antici-
pate an empathic, gerjne, and nonpossessively warm relationship with
their teacher which sprorts and further develops this self-image. .
Secondly, nursing students have a varied and diverse background of
experience which they waht to share in a meaningful way with others and
which they want valued. Thirdly, nursing students have a problem- }
centered orientation and Qant learning to be useful and applicable to
their concerns and problems.
In addition, recent evidence (Sheehy, 1976) further‘suggeéts that
adults-have "passages” or growth phases with resulting developmgq}al
tasks. These phases and tasks, which di;:;pguish the adult, must be

recognized as influencing learning readifiess.

The Nursing Educator.

Florence Nightingale, in 1859, stated the function of nursing was
to put the patient in the best condition for nature to act upon
him (Nightingale, 1946). When these optimum conditions are present -~

.nf EQe patient can maximize kis potentia] for wellness. In regard to

)
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learning, Carl Rogers (1§%9) makes an analagous statenént when he
suggests 'the function of an educator is to be a facilitator of learning
who provides optimum conditions in which the learner can learn. In
addi tion Rogers points out that the learning iéself can only be
accomplished by the tndividual learner. Aware of the concept a cenfuny
prior, Nightingale, in reégard to ;eaching nurses, writes "I do not T
pretend to teach her how, I ask her to teach hePself" (Nightingale;v 4;
1946, p. 1). _—

A current ;tatement off the subject emphasizes that the focus ;f ﬁhL
nursing‘edbcétoF's effort should be "to create an atmosphere condutive
to sel -Qétivated personally maturing, significant 1earnjﬁg" (Pugh,
1976, 11”52). The behaviour of the teacher more than any other factor ,
detérmjnes the nature of Ehe learning climate and in turn the knowledgeL
skills, and attitudes ac&ﬁ?;ed (Rosend;hl. 1%54).

Nursing writers charge in similar fashibn to Combs (1973) that thef
system and methods of educating nurses must focus on helping students
find meaning in learning (Diers, 1972, Litwack, 1971; Mauksch, 1972).
Only then, these authors state, will students bécome auténonnus
practiiioners, self-directed adults, and life-loﬁg learners.

Kramer etvél (1972) preﬁs nursing educators to formulate objectives
that are clear in specifying how students are to be helped to develop
self-actualizing characieristics. Of particular importance to the
authors, based on tﬁeir research findings, is the development of inner-
directedness through which new practitioners are prepared to function

wi th .their own built-in system of positive feedback which in turn

retains those, presumably positive, values learned in nursing school.
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. Based on Knowle's (1968) premises of the adult learner, nursing
educators can facilitate learning by helping their students self-
diagnose their own needs; plan how to meet their learniﬁg needs ; share
their learning in a process of mutual fnquiry; and evaluate their
progress which in turn leads to further self—diagnosis (Rosendahl. 1974).
In order to establish this kind of learning environment which
supports the broad goals of nursing education, the educator must herself
be A learner. A teacher who 1§/iearn1ng andhaqjyvely seeking
psychological growth, models authenticity, value of herself and others,
understand1ng, and caring (Pugh, 1976) She recognizes that she herself
and the uniqug way she has of using all that she is, her atti tudes,
values, knowledge and skills, js the most powerful tool to effect change
in herself and others (Travelbge. 1971). However, as the psychothér-
apeutic literature points out, .the way one uses oneself\can effect
change in others that is for "better or for worse" (Carkhuff and Beren-
son, 1977, p. 228). Nursing educators, then, have the poten%ial to
facilitate or retard the learning, growth,’and development of their
studénts. Students’who graduate wfthout experiencing help to grow and
learn during their nursing program may pass on the negative'effects to
patients, co-workers, and students. |

The Re]atfonship.

Helping nursing students find meaning in learning involves
establishing a relationship.of warmth, genuineness. and empathy
(Gunter, 1969). As trust derelops. open communication occurs in which
i students raise relevant questions, pose plausible solutions, and
express personal feelings (Pugh, 1976).

If nursing educators are commi tted to the process of developing
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the full range of a student's potential, they can through their
personal relatfonship help the student develop her own philosophy
of life, death, and reality. The nursing student's philosophy,
according to weidenbach (1964, p. 13) provides the framework for

purpose and meaning in her 1ife and work.

Viktor Frankl (1963), who based Qqs theory of logotherapy on the

premise that constructive living involves ]sﬁrning *to find meaning in
one's 1ife, suggests tﬁis meaning involves 2 search for personal
values. In an atmosphere of authenti city, warmth and urfderstanding
both nursing student and teacher can broaden their perspective SO that
“the whole spectrum of meaning and values becomes conscious and

* visible" (Frankl, 1963, p. 174). -

Summary of Definitions. - .

The following is a synops1s of the definitions used throughout
this chapter. The definitions are categorized and col]ect1vely.
presented to provide a convenient reTerence.

Self-actualization.

Self—actua]iiption refers to the process of becoming all that one
is capable of becoming by fulfilling one's potentialities. .
refers to an individual's mode of*f?action
ses from within or from outside onese}\(./\'

Support Orientation. .

Support ort

which predominate

A _ . - b

1. Inner-directedness occurs when tpe souree of direction and sepport
for one's thinking, feeling, and body responses arises from
internal motivations.

2. Other-directedness occurs when the source of direction and support

o/
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for one's thinkiég, feeling, ;nd body responses 1s sought from
the opinions and approval of others.

3. Suppoft Ratio is the balance or.ratio of other orientation to
inner orientation which in turn reflects the predominant MOde
of reacting. i
Time Orientation.

[ 4
Time orientation refers to the degree to which an individual

lives,+@ the present as opposed to the past or the future.
1. Time competence relates to the meaningful continuity of the past

and future to the present. : f

~es e,
.

<
L

2. Time incompétence relates to the concern for the past and, or, the

future without relating that concern to the context of the present.

3. Ttﬂi‘!¢t1o 1s the balance or ratio of time incompetence to time
“Eo&betence which in turn reflects the degree of orientation to
past, present, and future. .

Facilitative Conditions.

L4

Facilitative conditions are tste psychological conditions or
elements that promote constructive .personality change.
1. Accurate empathy is the sensing and understandihg of another's
) world as he or she experiences it.
2. Nonpossessive warmth is the acceptance of another. without
conditions or demands, bas‘npon respect for the person's
human potential for growth.

3.  Genutneness is the congruence or realness expressed to another

in a way that has relevance for a relationship.



Hypotheses.

The fo1loning seven hypotheses are formulatéd upon the theory
and résearch_previously presented in this chapter. Grouping of the
hypotheses under the four headings may serve to clarify for the reader
the relati‘%shup between the hypotheses and the questions posed 1n
Chapter l:
Self-actualization and Facilitative Conditions.

Time competence and inner directedness each represent major !
aspects of self-actualization. It is expected that as students perce1¢e
more of the facilitative conditions_in their student-teacher relation-
ship they will show movement toward self-actualization as opposed to
movement away from self-actualfzation. In other words, it is expected -
that students who move toward becoming time competent and inner difected
will perceive more empathy, nonpossessive warmth, and genuineness in
their relationship with their teachef-than students who move toward -
becoming time 1ncompeten% and other diréctqd. This expectation is
expressed in the following three hypotheses. .

. Hypothesis 1.

Students who show a gain in time competence perceive a higher
level of each facilitative condition within their student-teacher
relationship than students who show a gain in time incompetence.

Hypothesis 2.

Students who show a gain in inner directedness perceive a higher
level of each facilitative condition within their student-teacher

relationship than students who show a gain in other directedness.

"
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\/ Hypothesis 3. _ ‘
: ' Students who show a gain in both time competence and inner

dirq;tedness.perceive 3 higher level of each facilitative condi tion
; within their student-teacher relationship than students who show a gain
. in time tncompetence and other directedness.
Self-actualization and Academic Achievement.

Though the research results ware 1nponc1usive; there is some
evidence suggesting that self-actualized students may be more successful
academically than students who are not self-actualized. Students who
are either more time competent or inner directed may achieve a higher
grade point average than students who are ejther more time incompetent

or other directed. The follow1ng hypotheses are formulated in regard |

. /-

Students. who are more time competent achieve higher grade-point

to this statement.

Hypothesis 4.

average than students who are more time 1ncompetent

Hypothesis 5.

Students who are more inner directed achieve higher grade point
average than Students who are more other directed.

Facilitative Conditions and Academic Achievement.

There 1s substantial theoretical support for the expectation that
students who achieve aCademfédle, as opposed to those who do not, may
perceive more of the facilitative conditions in their'relationship with
their teacher. Upon this assumption the following hypothesis has beenl
developed. b

Hypothesis 6.

Students who achieve higher grade point average perceive a higher



level of each faciliative condition in their student-teacher
relationship than students who have lower grade point 3vera9e.

Student-teacher Relatipnship,

-The elements that are considered to be fundamental to an ideal
therapeutic relationship éppear to be fundamental as well Jf the ideal
teacher-student relationship. If students rate their relationship
with their teacher highly, it is anticipated they will percefve more
of the facilitative conditions which in turn bear much similarity to
the eleménts described in the ideal teacher-student relationship.
Hypothesis 7 expresses the preceeding expectation.

Hypothesis 7.

Students who rate their student-teacher relationship as superior
perceive a higher level of each facilitative condition than students who

rate their student-teacher relationship as inferior.

L
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CHAPTER III

The content of chapter three deals with a description of the sample
selected for the study, the instruments used, and the pracedure involved
in conducting the study.

Sample. |

A primary reqﬁiremeﬁ; in choosing a sample for this stﬁdy related
to the need for locating a group of adult students who would be'in

close contact with one teacher over a period of time. During this

period of time a negative, positive, or indifferent re nShip'could
develop and the perceptions of the students in regar e relatiqn-
ship could more accurately be tested. R ¢

: Ffrst year nursing students enrolled in a three year Diploma in
Nursing program at a large hospital in the ci%y of Edmonton fulfilled
this requiremant. Students began an association with one instructor
shortly after the program began. Though students received lectures
from a number of instructors, one of them became their 'clinical
instructor'. The ratio of one clinical instructor to ten students
involved 64 hours of contact, primarily in the clinical setting, over
the period from September to December. The hours of contact between
the same clinical instructor and group of students increased to 96
hours during a final, intensive clinical experience period of three
weeks. In total; there were approximately 160 hours of con;act be tween
the ciinica] ins tructor and her group of students.

The nurgiga program from Se;tember to the latter part of January
includes clas;rﬁiu'lectures and labs in Nursing Fundamentals, Anatomy
- 57 -
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and Physiology, Psychology, Sociology, and Interpersonal Relationships.

During this time students are posted to various clinical settings where
they have the opportumty to directly apply the theoretical princip1es.
learned in the c]assroom, to patient care. Students are supervised in
the clinical area by their clinical instructor who assists them to
.app1y and integrate the classrodm theory to the actual practice of
nursing. For students this period of time represents@heir first
exposure to patient caré.) The firgt part of the nursind program
“concludes witﬁ the concentrated clinical experience in January where
students|are in consistent contact with“their clinical 1nstructc;r.
First year nursing students were chosen over second and third
year students because the hou;‘s of contact with one instructor were
greater. Rationale for the selection of. f1rst .year students was- further
s provided by Ilardi and May (]968) who Mndﬂiﬁ am( @grwp o{&%
baccalaureate student nurses r‘espohding to the oqa] Orimtwﬁm ‘f :
Inventory significant grawth in-the d'ltd:tmn Qf" se‘f- p] Eug , 
took place especially dujlng the ﬁrs!"‘-gpap. ,‘é B 4 To 1 e

Va

A week prior to the comme‘lcement of th‘ls study, ths’ L

the nursing program asked the‘»'\ﬂ year nursing students tao vo]untari ly
participate in the research on, ‘r OWn free t1me. The director

2 ’
indicated to the students tha}.}gmg‘study related to nursing education

h rdq-Y

and was being conducted as pi t";é? the requirgn:e‘iit for a Master's
ATE
it .

degree.

' &ted in the Persanal Onentation _

Inventory pretest. Dunng;te'. {ag’ one student became 111 and was un- -

able to complete the test wl W fduced the number to 90 students.

: §r@icipated, however two inventorfes

' R
Al ek T VE> S G
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without identifying numbérs were rejected which red&ced the final

sample to 59 subjects. }gese 59 students also completed the Relation-
ship Questionnaire and the Relationship Rating and description Ques tiqn.
The final sa would likely have been considerably larger had not

two groups o* gtudents expérienced an instructor change the latter part
of Detember. As a ré;ult of the changed conditions, these Ytudents,
number{ng 20, were excluded from the s tudy.

A11 subjects completing the study were females between bhe ages
of 17 and 23 with a mean age of 18.5 years, Each subject had comp%q;ed
grade XII and had been admitted to the three year Diploma in'Nurs'ng ‘
program in September, 1977. & “
Instruments. B B

Persohdl_ﬂ{jentation'anentory. n

The Personal Orientation Inventory, or POi, deve1oped by Everett
Shostrom (1964) was used as a pre and post test to determine if the
student's level of self—actualizing‘increased. It is the only published
inventory attempting to measure the se]f—actualizipg process.

Description and Scoring.

The inventory consists of 150 paired opposite-choice statements of
value and behaviour judgments believed to be important in the develop-
ment of self-actualizing or personal growth or full functioning. In
responding te-the POI the subject i asked to choose the one statement
in each pair thap is true, or mostly true of himself. Subjects can
complete the test in about'30 minutes.

The inventorx is scored on two major scales, tﬁe Inner Directed

Scale and the Time Competent Scale, then rgscored on ten subscales.

N
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The subscales are considered to measure particular personality charac-
teristics associatediqsth self-actualizing. f/

- Two excerpts from the inventory of pafred ftems serves as an
example of how each of the major scales {s tapped.

61.a. I only feel free to expresélwarm feelings to

my friends. .
b. I feel free to express both warm and hostile
feelings to my friends.
110.a. Living for the future gives my life its
primary meaning.
b. Only when liQing for the future ties into
living‘fbr the: present does my.life have meaning.

In the first excerpt, number 61, b answer correlates with inner-
directedness while in the second excerpt, number 110, b answer
correlates with time competence. The inventory consists of 23 items
on the Time Competent Scale and 127 items on the Inner Directed Scale.
The paired opposite construction.of the inventory necessitafes four
separate scorings, one each for time competence, time incompetence,
inner directedness and other-directedness. From these raw scores a
ratio score for each majqr scale can be calculated and in doiﬁg SO
unanswered itg?s are corrected for and scoring is checked.

For this study, the two major scales measuring time competence
and inner-directedness were used since they cover the overall
dimensions of self-actualizing (Shostrom, 1972, p. 7; 18). "As well,
the two major scales are the only scales that do nét have over-

lapping items (Shostrom, 1972, p. 21). » A number of studies have used

L
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, -

the two major scales in, Jysis of their results. Knapp." (1965)
found the indeF-directed scale the best single estimate of self-
actualizing while Kramer et al (1972) verified the use of the two

major scales as valid shorthand indicators. Damm (1969) usihg a sample
-of high school students found that an overall measure of self-
actualizing can best be obtained by using thé rszcore on the inner-
directed sca]e.' Working with an_older population of 656'c611e9e students
and student nurses Dam.n (1972) later found that using the raw scores of

the two major scales was the best predictor of an overall measure of .

"

the POI.

Norms.

/_\ profile sheet (Appendix A) for the POl was developed from adult
norms. Raw scores when plotted are automatically convert-ed fnto ’
standard scores. The mean standard score for each scaie is 50, with a
standard deviation of 10. Nor.ms in the Ofonn of plotted profi’lés have
been established for a number of varied groups including entering
college freshmen (Jenkins, cited in Shostrom, 1972) and sophmofe student
nurses (Iiardi and May, 1968). Percentile norms based on a large sample
of student; were developed for college fr;shmen (Shostrom, 1972, p. 9).
& - . According to Shostrom (1973) and Knapp (1976) actualizing persons
-score between T standard scores of 50 and 60 which repreéents raw

scores of 18 to 20 (1nc1usivé) on the time competent s and raw
scores of 87 to 101 Cinclusfve) on the inner-directed scale. Non-
- actualizing persons score belw the T standard score of 50 which is
represented by ru‘afcorjes of. 86 for inner-direction ahd 17 for time

competence. All T scores over 60, which have an equivalent raw score f

e ' - Ao

-
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of 21 for the time competent scale and ]02.for the inner-directed scale,
are'interpreted as pseudo-actualiz1ng scores (Knapp, 1976, p. 73).
Pseudo-actualizing séores “may be interpreted as over-enthusiastic'
attempts to take the test in accordance with rightness from reading
Maslow and other humanistic liténature" mostrom 1973, p. 480).

A summary of the raw score and standard score-ranges for

actualizing, non-actualiz1ng, and pseudo-actua1iz1ng, in regard to the

two major scales, is presented in Table 2.

_ - TABLE 2
RAW SCORE AND STANDARD SCORE RANGES
FOR ACTUALIZING, NON-ACTUALIZING, AND PSEUDO-ACTUALIZING =

. Time Competent Scale Inner-Directed Scale
Raw Score T Score Raw.Score " T Score
' ‘ } i ’ , t
Actualiafng Range 18-20 - 50-60 87-101 . 50-60
Nop-Fctualizing Range “1 74 49-20 86+ 49-20
Y0 i
Pseydo-actualizing Range 21+ 61-80 102+ 61-80
Data Gempiled from Shostrom (1972). -

Validity and Reliability.

*

In an early study (Shostrom, 1964) validity ot the POI was
- demonstrated, in that the inventory was snown to discriminate betﬂeen
those persons who have been observed as having a relatively high )
degree of self-actualizing behaviour and those people who do not indi-

cate this behaviour. Prominent, certified psychologists carefully
selected the memners of each group.

b 43
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Further validity ef the POl was reported by Fox, Knapp and
Michael (1968) who found hospita]ized psychiatric patients significantly
lower on POl scales than the self-actualfzed and normal groups of
Shostrom's (196%3) study. The POI scales also correlate negatively with
alcoholism (Zaccaria and Weir, 1967) felqu.(fjsher. 1968) and Eysenck's
neuroticism score (Knapp, 1965). Working with ceunseling students,
McClain (1970) offered evidence that the POl does differentiate levels®
of self-actualizing among normal adults. In addition, high scores on
the POI are associated with helper effectiveness (Graff and Bradshaw,
1970; Hines, 1973) teacher development (Cragg; 1976) and teacher ]
effectiveness (Boston, 19753 Jury, Willower and Delacy, 1975).

According to Knapp (1976, p. 76), the concept of reliability can

be inappropriately applied to the POl because the inventory was

.developed on the idea of dynamic traits of persomality. Studies in

counseling, for example, indicate that the POl is very sensitive to
experiences during the interval between administret1%p. 'Hewever.
Klavetter and Mogar (f§67), who administered the Poi teice.within a one
week interval, reportéd reliability coeffictents of . 71 for time ‘
competence and .77 for inner-direction. Mise and Dlvis (1975) reported
test-retest coefficients of .75 for time competence and .88 for 1nner
directedness ‘vt},'ed_gn readministration of the POI after a two week

interval. 7

-~

Faking i ,
Since the POI dspalids upon sel f-reported berwviour. and judguent.

it is subject to conscious or unconscious atteupts to feke responses.

An intellectualized response, represented as pseudd-self—actualizing;

o 4 -
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© Student groups under standard instructions, followed by readministratifh

results were reported by Foulds and Warehime (1971) who concluded that

" to a group o? college students information about the nature of selfq‘

Braun and LaFaro (1969) had previously reported the same finding.

* inventory honestly and not on the basis of the information their scores

)
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| . .
derives from a knewledge of the theory and results in an excessively

high profile. Oﬁ/the other hand, a faking response, based/on an

attempt to present oneself in a favorable or socially desirablellight.

%resdlts in a géﬁerally depreésed profile. : f__ -

ﬂraun and La Faro (1969) administered the POl to four college B

/

with instructions to make a "good impressibn" or appear "we]l-adjusf7é“.
The readministration or faked scores were less favorable in all four

groups than scores achieved under standard administration. Similar
N /

delib%rate attempts by college students to "fake good" prqduced Tower
scores and profiles uncharacteristic of actualizing persons. The
investigators suggest that siudents' conceptions of Fbe,se1f-actuali21ng
individual differ somewhat from the conceéts emplo*#ﬁiiﬁ the POI.

In a_seriés of studies Warehime, Routh, and !bulds (1974) presented

actuali;jng and to another group, no information. The results indicated
that the group receiving information increased their POl scores.

——

However, when Warehime et al (1974) asked students to respond to the

were unaffected. The authors conclude that the POl is "remarkably re-
sistent" to faking; They also reyérk that the inner-directed scale is

more resistent to faking than a number of other self-report inventories.

The Relationship Qggstioghaire.

" In order to assess the levels of the core conditions perceived

. ‘
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by the students in their relationship with their instructor, the - g \
Truax (Truax and Carkhuff, 1967) Relationship guestionnaire (Appendix '“'2

B) was used. This questionnaire and the Barrett-Lennard (1962) - s -
Re1ationship Inventory appear to be the two published instruments % '

available for this sort of measurement.

Description and Scoring.

The Truax Relationship Quest;.ionnaire consists of 141 True or False
items which can measure five facilitative conditions: accurate
empathy , nonpossessive warmth, genuineness, intensity and intimacy of
interpersonal contact, and concreteness. The questionnaire was developed
by Charles Truax (Truax and Carkhuff, 196 p. 74) in 1963 and
represents his attempt to translate the previous scales, used for rating
objective tape recqrdings, into a quéstion‘naire format which can be
answered by the client or other‘subject., In this respect, it follows
closely the earlier work of Barrett-Lennard (1962) who first deve{]o’ped
an inventory to measure a client's percgption of psychological conditions
offered by a counsel;Jr or therapist. '

The Truax Relat:ionship Questionnaire was selected for use rather
than the Barrett-Lennard Relationship Inventory for several-reasons.
The statements in the forrrer; re]até more speci fically to, the teacher-
student relationship.' In fact the preliminary wuctions\w\ich form
part of the questionnaire make reference to the "relationship w%th

your 1nstructor" (Truax and Carkhuff, 1967, p. 74). As well, Lin (1973)
noted that the’;g fals

nd?rsement of the Relationship
Questionnaire wgy{“less a _,subjects than the six-pbint rating

4 SR :
scale (from -3 tp +3) req 'T¢d by the Barrett-Lenngrd Inventory.
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@ Fma]]y, Lin (1973) reported low 1ntercorre1ations for the Barrett-
' . Lennard unconditionality scale and the other three measures of the
Inventory. S ’
SWreSpond to the Relationship Questionnaire items as efther
‘Tmostly true or most]y frnse [a some cases a true response is correct -
_and in others a false re$ponse is correct A scoring key for the
‘Questlonnaire is 1nc1ud¢d in Appendix B. Thg Que;tionnaire can be
completed in approximat 1; 30 minutes. .

In this study, as ip others (Hines, 1973; Rosendahl, 1972) the
specifivc conditions bein# assessed were accurate empathy, nonpossessive
warmth and genuineness. \These are the conditions con§idered central to
a helper-helpee re-lationsi\ip (Rogers, 1957; Truax and Carkhuf?f, -1967).
The subscales relating to the perception of these ,co;mdi tions were
uséd which in turn reduced the number of 1ten; from 141 to 129.

The following excerpts from the questionnaire provide an example
of each of the thr(;e subscalze.s., |

17'. He can read me like a book.
18. He usually is not very interested in what I have to say.
21. I am just another student_ Fo, him.

ﬂi | A true answer for'item 17 correlates with accurate empathy, a

Lt

' ’ . . I
‘% false an;wirt for 18 correlates with nonpossessive warmth, and 'a false

_answer fp m 21 correla'ies with genuineness.

The’ c’d'rrect responses for each of the condit s ed to .
give three ind?viw subscores. The maxinun sc o
»
empathy gﬂs 46 for ntﬁpossgsuve warmth 73 ‘akd - réss, 57.

. 5 , o
8

[T
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condi tions. .

» éince the sample in the study relafed to a11ifema1e teachers, the
hasculinelgénder of the third person pronouns appearing 1n§the items
was changed tb female gender. The questionnaire, thus adaﬁted and
appearihii‘ tt was used in the study, is included in Appendix C.

NaTheity and Reliability.

As noted preViously. the Relationship Questionnaire was adapted .

frmnffhe scales used for ratigs live observations or tape recordings
of c&Snseling sessions. Measures of the core conditions perceived by
clienta‘%n the Relationship Questionnaire correlate between .53 and .56
with the ratings made from objective tape recordings (Truax and
Carkhuff, 1967, p. 73).

More recent work (Hill and King, 1976) compared the perteptions
of empathy among clfents, counselors and judges\on the empathy subscale ’
of fhe Truax Relationsﬁip Questionnafre and Carkhuff's (1969) modi fied
empathy rating scale. The ﬁean scores, from the ANOVA's, on empathy
differed very little and the pattern of correlations indicated
substantial agreement among the three sources of judgement. The per-
ceptions 6% each group were similar regardless of the instrument ﬁsed.

On the other hand, McWhirter (1973), comparing the Barrett-Lennard
Relationship Inventory and"atings from trained judges found no
significant relationships between ihe judges' ratings and clients'’
perceptions of empathy, warmth and genhineness: McWhirter accounts for
the results on fhe basis th&t judges rating the audio tapes, wére
missiné vital cues while clients Eased their ratings on the total
interaction. ‘ »

In an attempt to revise and validate the Truax Relationship
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Questionnaire, Lin (1973) reported internal consistencies of the

original questionnaire of .88 for accyrate empathy, |91 for
nonpoggi‘sive warmth, and .87 for genyineness. As w li, Lin (1973)
qprrelafed his revision of the Truax instrument with the Barrett-Lennard
{nstrument and reported correlations of ;81 for empathy, 253 for

warmth or regard, and .77 for genuineness or congruence.

Data Gathering Procedure.

Those students who had volunteered to participate in the s tudy
were asked to complete the POI near the beginning of the nursing program.
The Ihventory was used as a pretest to determine student level of self—
actualization prior to the formation of a student-teacher relationship. .
Approximately thrée and a half months later at the conclusion of the ’
first part of the nursing program, the POl was repeated as a post test
to determine%if the level of self actualizing had increased or decreased.
At this time the instructor-student contact formally concluded and

students were asked to complete the RelationshifigQuestjonnaire to obtain

a measure of the levels of émpaihy. warmth, genuineness, and overall

conditions they perceived to exist in the relationship with their

instructor. /

Attached to the end of the R aj‘gonship Questionnaire was a page
entitled Relationship Rating and £ ‘éription Questi%‘(Appendix D) whiICh
consisted of a written ﬁuestiog alking the student to rate her relationship
with her instructor by circlipg oné of three choices; superior, average, or
inferior. Written instructio;s then asked the student to indicate the
basis for her rating selection and space was pcovidi'éf’%r the answer.

Rosendahl (1973) employed the same rating selection and similar -question,
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in a tapéd format, to explore nursing students' peréeptions of the
teacher-learner relationship. Information from the Re]ationship Rating
and Description Quesf{on will be examined in terms of the quality of
communication in the relationship, the nature of the relationship,
and the emotional tone of the relationship. Using this é}iterion;‘
stuﬁénts' descriptions of their instructor relationship can be
compared to the characteristics of the 1deal §:\gent teacher
relationship as reported by Tyler (1964) \

]

Participants in the ;tudy were assured of confidentiality in

regard to all material collected. Examinati numbers were used
on all answer sheets. Prior to teSting, students were instructed
on each occasion to read the ditections of the 'test' carefully
and to "please answer the questioxs Egﬂfstly“. The importance of
the latter instruction in regard t the POI has been emphasized
by Warehime et al (1974). A1l tefting was completed in a clasgropm
at the School of Nursing. e ¢

Grades were collected from thi\School of Nursing and grade
point aQerages tabulated. A grade puint average of 7§ or more,
consideréd to be above average by the Schpol, was the dividing

point used to determine higher, as opposed to average and lower,

grade pdint average. -



CHAPTER IV R 3
RESULTS

The content of Chapter four consists of a restatement of each
hypothesis and a presentation of results. Also included is a section
describing ancillary findings. |

To analyze each of the seven hypotheses, Welch t tests were used
rather than ordinary t tests as the statistical method for determining
sigquicance of results. The regular E test for the significance of
the difference between means assumes that the variances of the
popu]atfsa from which the sample is drawn are equal (Ferguson, 1976,
p. 166). ™Wheg the assumption of equality of variance is unten®le, the
ordinary t test should hot be applied" (Ferguson, 1976, p. 168). The
Welch t test handles the problem of unequal variance by making an
a&}ustnent in the number of degrees of freedom.

Hypothesis 1.

Students who show a gain in time competence perceive a higher level
‘9f each facilitative condition in the student-teacher re]atibnsﬁip than
students who show a gain in time incompetence.

Ten students did not show a gain in time competence or time
incompetence. * This group is discussed separately later in the chapter
under the subt1t1e of Ancillary Findings.

Results of the analysis of protheSIS 1 are shown in Tables 3,

4 and 5.

- 64 -



_ TABLE 3
MEANS AND STANDARD DEVIATIONS OF
FACILITATIVE CONDITIONS FOR TIME
COMPETENCE AND TIME INCOMPETENCE
GAIN GROUPS ’

65

Group q‘ Mszi me Inconpetengg
an

Time Competence

Mean SD
Accurate Empathy 26.0869 ©9.2437 33.2308 7.3881]
Nonpossessive Warmth 50.2174 14. 4000 62.7692 6.6472
Genuineness 36.4348 9.9445 . 45.6538 4.7661
Overall Conditions 112.7391 32.6889 141.6538 17.9287
TABLE 4
VARIANCES AND F-RATIOS OF FACILITATIVE
CONDITIONS FOR TIME COMPETENCE AND
TIME INCOMPETENCE GAIN GROUPS
Time Incompetence Time Competence F-Ratio
Var. DF var. DF
Accurate Empathy 85?447 22 54.585 25  1.56540
Nonpossessive Warmth 207.360 22 44,185 25 4.69299
Genuineness 98.893 22 22.715 25 4.35357
Overall Conditions 1068.565 22 321.438 25 3.32433




TABLE 5
WELCH T-TESTS ON THE FACILITATIVE CONDITIONS
FOR TIME COMPETENCE\AND‘TIME INCOMPETENCE GAIN GROUPS

A}

Adj. DF T-Ratio Prob. (2 tail)
Accurate Empathy 43,79 : -2.9626 0.00492*
Nonpossessive Warmth  30.86 -3.8345 0.00058**
Genuineness 31.51 -4.0532 0.00031%*
Overall Conditions  34.19 -3.7701 ©0.00062*%*

* significance at the .01 level.

*x significance at the .001 level.

A significant difference was found between the time competent gain
group and the time incompetent gain group on each condition variable.
Students showing a gain in time competence perceived a significantly

higher level of accurate empathy, nonpossessive warmth, genuineness and

overall conditions in their relationship with their teacher. Significance

levels ranged from < .01 to < .001. Hypothesis 1 is therefore supported
and not rejected.

A graphic profile of the neéns of the facilitative conditions for
time c0mpetencé and time incompetence gain groups is presented in
Figure 4. 7

Hypothesis 2.

Students who show a gain in inner directedness perceive a higher
level of each facilitative condition in the student-teacher relationship

than students who show a gain in other directedness.

»
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t

Four students did not show a gain in inner directedness or other
directedness. This group is discussed separately lateryin this chapter
under the subtitle of Ancillary Findings. |

Tables 6, 7 and 8 gresent fhe results of the analysis 6f Hypothesis
)

! TABLE 6 \
. MEANS AND STANDARD DEVIATIONS OF FACILITATIVE

CONDITIONS FOR INNER DIRECTEDNESS AND OTHER
DIRECTEDNESS GAIN GROUPS

-

Group Other Directedness Inner Directedness
' Mean SD } Mean SD
Accurqte'Empathy 25.6000 11.2555 31.5350 7.2720
Nonpossessive Warmth 49,2667 17.2273 60. 1000 7.8080
Genuineness 36. 4000 12.0167 43.2500 6.1467
Overall Conditions 1i1.2667 »39.6835 135.2250 20.0851
 J
[ 4
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TASLE 7 , -

VARIANCES AND F-RATIOS OF FACILITATIVE

CONDIFIONS FOR INNER DIRECTEDNESS AND )

OTHER DIRECTEDNESS GAIN GROUPS

3 A '0' ._ "“ .. R
Group . Other Diree¢tgdnestg .lunér. Directedness F-Ratio
Var. | e Var.' . OF
Accurate Empathy 126.686 14 52.88 39 2.395%6
Monpossessive Warmth 296.781 ° 14 60.965 39 4.86807
Geruineness " 144.20% fa 37.782 39 3.82192
Overall Conditions 1574.7861. ’D 403.410 39 3.90367
- ‘\)
L% - ‘ *
et STl W
A WELCH T1-TESTS ON THE FACLLITPTIVE CONDITIONS
FOR INNER DIRECTEDNESS AND OTHE/R DIRECTEDNESS GROUPS
, L ,
. //“K ] .
AFJ. DF -Ratio Prob. (2 tail)
- i ;
Accurate Empathy <20 A 0.05895
Nonpossessive Harmth) 1652 0.03170*
Genuigeness ' > 17.22 0.(5p09
Overall Conditfohs  17.15 s, 0.03912*
Ton A .
. — . . J\ T . -‘ kj‘;~ :‘;—
* significancé at the .05 le;vel(/" Y 4
: v . » '
' s
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A ;1gnificant difference at the .05 level was found between the -
_group showing a gajin in inner directedness and the droup showing a
gain in other directedness on two of fhe conditions. Students showing
a gain in inner directedness perceived a significantly higher level of
nonpossessive warmth and overall conditions in their student-teacher
relationship. Perception of accurate empathy and genuineness were
approaching significance)jn the group showing a gain in inner
diregtedness. However, because Hypothesis 2 was not fully supported
aat the esiab]ished level of significance, it is rejected.
Means of the groupggshowing a gain in inner dfrectédness and

other ‘directedness are graphibal]y portrayed in Figure 5.

-
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Hypothesis 3.

Students who show a gain-in both time competence and 1nner :
directedness perceive a higher level of each facilitative condition ih
the stodent-teacher relationship than students who show a gain in both

time incompetence and other directedness.

‘Statistical analysis ﬁyp;obhesfs 3 15" presented in Tables 9,

10 -and 11. . o Y

S TABLE 9 . .

MEANS AND STANDARD DEVIATIONS OF FAoannvs
‘5’7 .,conmnons F?R COMBINED TIME conpsrsucs . ;

» YWD INNER omtc‘;‘r‘s $. GAIN GROUP AND COMBINED TIME Q v .
Lt
INCOMPETENCE AND OTHER omsc'?&wsss ggu Ue .
- e
- ¥ ‘ ~ ¢ T
Group Time Incompetence Conhetence
A ‘ . . and . (;
Other Directedness Inner Di recte“s
Mean . SO . . * Mean
Accerate Empathy 20. 7000 10.2204 32. 9048 2 7 9m
,Nonpossessive Warmth . 41.9000 16.5425 62. 4752 7. 1807
4 . (9% "~
Genuineness 31.0000 11.2546 45.1905 5.1732
Overall Conditions 93.0000 37.0951 140.5714 19.5387
—_— ﬁ i - : A
< * ) _ '
af .
&, g
A\ .
’ 4 } . .
. —_— . . ﬁé‘.l-
.
- |- . -
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" ._ - TABLE 10
VARIANCES AND F-RATIOS OF FACILITATIVE CONDITIONS FOR
. , ) ) 4 .
corélm:o TIME COMPETENCE AND INNER DIRECTEDNESS GAIN
,; GROUP AND COMBINED TIME INCOMPETENCE AND OTHER
y ~ DIRECTEDNE '
< |
’ - . —
% Group Time Inco ompetence F-Ratio
, _ and
-~ ' er Direc » - Inner Directedness
: - Var. ‘DF
. ’ ] —
¢+ 104.456 9  63.591, 20 1.64263 °
Nonpossessiv th 293.656 . , . 9 51.563 *20  5.30726 ) .
Genuineness - 126.667 9 26.762 20 4.73310 '
- Breran Conditions  1376.049 9 381.759 20  3.60449
| .~ TABLE 11. ¢
MELCH F-TESTS ON TH FACILITATIVE CONDITIONS. FOR
: ' . . Y
'COMBINED TIME COMPETENE ARD INNER' DIRECTEDNESS ‘
~ GAIN GROUP AND COMBINED] TIME INCOMPETENCE AND OTHER a
. " OTHER DIRECTKDNESS GAIN GROUP | 5
' |
v Y !
- Adj. OF T-Ratio Prob. (2 tail) R
| ‘téurate Empathy 15.56 -3.3250 0.00442* . -
L . * ] . . c . e .
Nonpessess ive Warmth n.o -3.7679 0.00311* k Co
. * " ¢ .
Genuineness 11.26 -3.8006 0.00282*
" Overa)1.Condi tioms 11.98 -3.7633 0.00271*

~

* sigjficance at the .01 lavel. -
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' Ex@m‘in’ng thé results of.the groups showing a géin in both time’
tbmpetence and inner ‘di r:ectednes_s and a gain tn bpth time incompe tence »
and other dfrectedness, a significant differenc:was founs in’kregard to - @
each facilitagive cond’rtion Students who showed a gain in th time -
conpetence and 1nner directedness perceived a higher level pfaccnn!r
eﬁ\patﬁy, nonpossessive warmth, genuineness and overall conditions h _ . ” -
their relationship with thcir teacher. The level of sign'lﬁcance . . o Q )
reached was < .01 for ﬁ‘conditiorz)variab]e. Therefore, Hypothésis
3 is not rejected.«’ ,;’

. Hypothesis 4

Students who are"lnore time compe!ent achieve higher grade point )

“Qfavenge than students who are more tf‘ncompetent. -

More time compet'ency is répresented by a raw score be tween 18 and

20, which, on the T1me Competent Sca]e of the POI marks the actualizing

range -On the other hand, raw scores of“ and below fall in the r* “'

actualizing range and represent relativel)vmore timf incoupetency

- (Shostrom, 1972; 1973). : ' ) v
Results ofdthe ﬂ"‘“)’-“i\g of Hypothesis 4 are shown in Tables 12 and "M = -

e

13. . o o
, , o ‘,

L
P ”
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rf.ms STANDARD ocmmus. AND vmmm OF GRADE
POINT AVERAGE FOR r’commnr AND mt mconpmnr saoups

]
[ N

.

-}' . RS g ) - - é
| ‘ . | Grade Point Average -
. qwy R S0 Var. DF
Time Competent Group +  “L  74.9130  5.29%0  27.994 2
Time Incompetent Group , * * % [3.4167v $.28%7.  3aTsfc
M - . - —aod
’ . . AN v . o . 7
° TABLE 13
‘ WELCH T-TEST ON GRADE POINT AVERAGE FOR TIME
) COMPETENT AND TIME INCOMPETENT GROUPS
Aj. OF T-Ratio Prob. .(2 tail)
| Grade’ Point Average © 54.45 ,=0.9894 ) 0.32686

)
\

There is no significant difference in grade point average betxeen
the time oompetent and time incompetent groups. Students who showed
' mre time. oomtance did not achieve higher grade point average
students who showed more time incompe.tence. The Tack of sutistxl
_support ‘mkes Hypothcsis 4 unumble._
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Hypothesis 5. -

Students who are more inner dt{ected achieve a2 higher grade point

- \ -

K A :
o ' 4‘<_' average than students who are more gther directed. , -

."4 | r r

»»  Agcording to the Inner Di rect& Scale of the POI, a raw score

‘ ¥ . h L] ;"f;v
§ -bebleen 87 and 101 falls in the actualizing randfjend represents »

Y ’r"ﬁf.atf vely more inner directedness than other directedness. Raw scoresc

‘ . ' - P
S y ’ . .
* > of 8 and below fall in the non-actualizing range and represent ',,
relatively more other directedness. ‘

Redults of the analysis of Hypothesis 5 are shown in Tables 1,4‘-'

% Y and 15,
\ ' . . \ . N ; ] ‘ ]4
s ' ; “"‘!?'fls '
MEANS, STANDARD DEVIATIONS, AND YARIANCES OF
) 2 GRADE POINT AVERAGE FOR INNER omrcm AND OTHER
DIRECTED GROUPS .

|

ot ' \ *de Point Avqrage :
- Mean ~| . sb . Var. OF
o Inner Df éectgd'sr:up (“ 74.7500 | 5.0452  25.454 27
Other Directed Group * 73.3226 |6.5289 42.627 30
“ | 1 . ‘ .
TABLE 15 : .

WELCH T-TEST QN GRADE POINT AVERAGE |FOR INNER
. DIRECTED AND OTHER DIRECTED S

J -

-

, \ Cy  MILOF T-Ratfo Prob. (2 tail)
, -

Greda Point Aversge  57.57 0548 - 0.3008

I

- > -

[ .
P
B
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-

No significant difference in grade point averqge was found be tween :

L ,,tb inner directed aId other directed groups. Students who showed more

1‘nner directedness did not achieve higher grade point average. Hypothesis

¢

5 is therefore rejected.

Hypothesis 6.

.

Students who achieve higher grade point average perceive a higher
level of each facilitative condition in their student-teacher relht‘lon- ' )
ship than students who have a lower grade point average. - "

@ A grade point average of 76 aqd above was th.e critertoﬁ use_d’for
determining higher as opposed to average and lower grade' poi‘p’ti}verege

Results of the analysis of Hypothesis 6 are presented in TaMg 16,

17, and 18. - ¢
o ® .
TABLE 16

MEANS AND STANDARD DEVIATIONS OFI'FACILITATIVE
CONDITIONS FOR HIGH GPA AND LOW GRA GROUPS

[4

7 por —

Group - o High GPA  Low GPA

Mean sb - Mean SD

: -—
Accura®e Empathy 32.4615 6.5619 29.3636 10.23N
Nonpossessive Warmth 60. 8461 6.4666 \1?577, 14,5862
Genuineness 44.3846  5.3147 39.8788  9.996]
Overall Condftions 137.6923  17NgI9 - 124.7879 33:95859
— , —
. , .
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" TABLE 17 .
\ VARIANCES AND F-RATIOS OF FACILITATIVE CONDITIONS
- FOR HIGH GPA AND LOW GPA GROUPS )
—— u —— —a—
Group, ~ - High GPA Low GPA F-Ratto
. Yar. DF Var, OF
Accarate Empathy . 43.059 25 104676 32  2.43102
Nonpossessive Warmth 41.817 25  '212.75% 32  5.08772
Genuineness 28.2 25 99.922 32.  3.53754
. Overall Conditions 25 11§3.178 32 3.90349
N " ) K :
S TABLE 18 Thes TRt et (0
WELCH T-TESTS ON THE FACILITATIVE CONDITIONS FOR
" HIGH AND LOW GPA GROUPS
Adj. DF T-Ra!:io Prob. (2 taﬂ)_’
Accurate Empathy 56.64 -1.4099: 0.)6405
Nonpossessive Warmth _ 47,22 -1.8676 0.06803
~ Genuinesess 52.02 -2.2214 0.03070*
Overet! Cemditions .  50.69 -1.8963 0.06362

* si'&uﬂcma at the .05 level.
"A significa difference of < .05 was found between the high grade
Point average groUp and the 10w grade poiat average group on only one

of the fagilitative conditions.: Students Wi achieved a higher grade

&
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point average perceived a significantly higher level of genuineness in
the relationship with their teacher. In the group achieving higher
grade poiht average, student perceptions of nonpossessive warmth and
overall conditions in the student-teacher relationship vie;'é approaching
;ignificance. However, because Hypoﬂuesis 6 was largely not supported
at the established level of significance, it is ‘rejected.

Hypothesis 7. .

Students who rate their student-teacher relatignship as sﬂperinr

perceive a }jgher level of each facaitative condition than students
who rate t,he\r student-teacher relationship as 1nfer10r
The statistical ana]ysis of Hypothesis 7 is presented in the

following th rge tables.

TABLE 19
MEANS AND STANDARD QEVIATIONS OF FACILITATIVE
*  CONDITIONS FOR SUPERIOR ARD INFERIOR RATING GROUPS

~

Group Superior Rating Inferior Rating
Means - SD - Means SD
Acturate Empathy © 38.5500  3.2032 12.0000  2.0000
Nonpossessive Warmth 66.9500 3:0175  29.4000 91269 .
Genuineness 48.3500  1.4244s" % B

Overall Conditions 153.8500  6.3186.
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TABLE 20 A
VARIANCES AND F-RATIOS OF FACILITATIVE}%
FOR SUPERIOR AND INFERIOR RATING

—

Group Superi’ﬂating Inferior Rating F-Ratio
. Var. DF Var. OF ,
Accurate Empathy 10.261 19 4,000 4 2.56517
Nonpossessive Warmth 9.105 . 19  83.301 4 9.14864
. : L

o Genuineness 2.029 19 29.300 4 14.44072
’ Overald Conditions 39.924 19 222.700 4 5.57806

rd ] ) ‘l -

. | O
TABLE 2%

WELCH T-TESTS ON THE FACILITATIVE CONDITIONS
FOR SUPERIOR AND INFERIOR RATING GROUPS

Adj. DF T-Ratio * Prob. (2 tail)

Accurate Empathy' . 12.46 -23.1700 0.0*
Nonpossessive Warmth 4.33 -9.0765 ) 0.00056*

Gepuir_xgnes.ks:; ~ 4.21 -10.6282 ‘0.00034‘
Overall. Condi ti a8 -13.2004 - 0.00008*
P J A

T

* “significance at the .001 level.

L

»

A significant difference was found between the supe:ior rating
group and the inferior rating group on each of the facilitative
cond1 tioms . S.tuanWaud. their relationship with their teacher
P 4 - o TRwg . . ) . . °

ke .
A.?.l‘ em 'BI/ -

.
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as superior perceived a s(iénificantly higher level of accurate
empathy, nonpossessive warmth, genuineness, and'c;verall condi tions.
Significance levels reached were < .001. Hypothesis 7 is therefore
not rejected.

Figt;re 6 is a graphic profile of the means of the facilitative /
condi tions as they relate to each of the two rating groups. . o '

Ancillary Findings.
ﬁ\—

Unchanged Pretest Scores.

Ter stucents did not show a gain in time competency or _time
incompetency as measured by‘the Time Competent Scale of the POI. fIn
-other words, the post test scores of this group ;:ere‘ the s;me as their
pretest scores. Examination of the scores of this group revealed
considerable variety. Six scores fell in the actualizing range which
represents a relatively high degrée of time competence.. Foth" scores
were in the non-actualiz'ing range which in turn represénts relatively
more time incompetence than time competence. . .

Additionally, four’student scores remained unchanged on the Inner .
Directed Scale of the POI. These scores were also inconsistent. Three
scores fell in the non-actualizing range which represents less inner
directedness and more otherﬁdirecumms - The fourth score was in the
actuahzingyt/ge which indicates 2 relatively higher level of 1nnef®

di rectedness

Those scores which rema)ned undumpd on Roth scales of m PO!

have been classified 1nto oc}éalixin and non-acwpn“n scores ahd ) " ;
are depicted tn Tadle 22. \
.. - . T o ' ’ -
‘ i . '}-
- - . . / Py
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TABLE 22
CLASSIFICATION OF UNCHANGED SCORES ON THE TIME COMPETENT
AND INNER DIRECTED SCALES OF THE POI INTQ ACTUALIZING AND .

| NON-ACTUALIZING SCORES 4 ..
J _ :
Scale / Nunber.ofIScores
- Actualizing Non-actualizing Total Unchange®
Time Competent ¢ Y 4 10
Inner Directed 1 T3 SV

Due to the nonhomogenequs nature of the scores of the groups
N : L
showing no change between pretest and post test a decision was made not
. 7/ .
to include them in the statisticgl analysis of Hypotheses 1 and 2.

Relationship Description.

\ -

| & 1 >
Descriptions of the student-teacher relationship by students who

. rated the relationship either superior or inferior were tabulated and

- included in Appendix E. The ‘tabulations were then sorted and examined
according to the following criteria: the quality of the communication
in the relationship; the nature of the‘re1at10nship; and the emotional
tone of the relationship. /

The results, in relation to each rating, are presented below.

Superior Rating.

t

Students described the communication with their teacher in the
Rald
following statements. "She was always ready to listen and to help;
she tried to uhderstandey point of view; she tookK time to listen to

what | had to say; I could talk openly with her about my feelings;
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she never put me down; she would say how she felt about various matters;
she was helpful and understanding; I felt free to talk with her about

N )

any matter." . ,
y Qo

Students described the communication with their teacher in ways that
indicate the communication was clearly effective. .

The nature of the relationship with their teacher was described by
students in the following way. "She was a compassionate person who
looks at students as peopae; she was human and understood what it was
like to be a student; she approached us.at our leveT; she was as much
a friend‘as a teacher; we could enjoy and respect each other; she made
me,fee1 Tike someone when she would visit outside of the ward; we could
talk together person té,person; [ felt [ was considered as an adult
human being and that we could relate on the same level; we became friends
and couﬁq talk about our feelings both on and off the ward; she made me
feel as much an individu;1 as a patient, staff member, or teacher."

Students describing the nature of the relationship indicate a
peer quality through which they‘fe1t respect and equaiity.

'The emotional tone of the relationship is described in the follow-
ing student comments. "“She was concerned for both patient and student;
she was compassionate and understanding; she ‘r;ad a sense of humor;

she was understanding”of My -4gnorance and inexperience; I felt free to

be myself; she seemed interested in all I said and did; she gave me

encouragement and praise when deserved; she made us all feel comfortable

and at ease with her; she took a personal interest in me; she showed she

was a real person; she showed confidence in us; she conveyed a real

caring attitude." \\\\\
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" The emotional tone of the relationship as described by students

indicates the presence of warmth, cari g, and understanding on the »

part of the teacher.

Inferior Rating. o ,

>

Describing the communication with their teécher,-students made
statements as follow. "She didn't seem to hear what I said and would
repeat the same thing exceﬁt with bigger wor&s; ihe seemed to have her
mind set on a goal and didn't seem to hear what I said; she did not give
me an opportunity to think before speaking; she appearéd to be one way
but acted another Jﬁich made me unwii]ing to ask her for anything."

In regard to the quality of communication, the negative comments
and lack of description in positive terms implies that effective
conmun1cat1osxin the relationship was lacking.

Students described the nature of the rq]itionship with the following R
comments. "She taught me but other than thkat obviously didn't want any
more to do with me; she ignored us when we met outside of class or
clinic; it seemed like it was just 3 Job for her, not something she
enjoyed; I never felt comfortable or at ease with her."

The nature of the relationship was described by stddents in terms
which did not denote equality or reciprocity.

The emotional tone of the relationship was described by students
in the following manner. "I felt there was a wall around her emotions ;

[ we seemed to grate on each other's nerves; I would rather she had told
me when she was angry; I didn't like her attitude; I could tell she was
annoyed with me but she never told me so until the end."

Students describing the emotional tone of the relationship implied
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they felt the relationship lacked warmth, caring or understanding. he{r

descriptions were void in regard to these terms or related phrases. \

Comparison of Means.

;Means were determined for the study sample_from the pretest scores

the POI Time Competent and Inner Directed Scale¥. - The means were

re nursing students

i

in the American midwest. These latter grqupe Ral completed the first
%ye

nursiny program. o .

of college courses which were a prerequisite to enfering the

Table 23 presents a comparison of means from these groups in regard

to the two scales of the POI.

TABLE 23
L]
COMPARISON OF MEANS ON THE TIME COMPETENT
J AND INNER DIRECTED SCALES OF THE POI ,)) {
J 5 AN

Group N Timé\ComSéiént - Inner Directed

. Mean " Mean
Sample Nursing Students 59 ' 16.49 . 80.22
Sophmore Nursing Students* 109 16.13 80.05
Sophmore Nursing Students** 64 . 16.90 77.40
*  Reported by Gunter, 1969 | \N///§
** Reported by Ilardi and May, 1968. -

LRI ’

* The sophmore nursing student sample selected by Ilardt and

May (1968)'shows the highest Time Competent mean of the three groups.
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Within the same sample occurs the lowest Inner Directed mean of the
three groups. Comparison of the POI means for the study sémple and

the sample chosen by Gunter (1969) reveals much similarity.

87



. < CHAPTER V
‘ DISCUSSION

conclusions and implications of th ot
gest1ons for furthur research in i
Conklusions.

From the analysis of;tne’data, the! following conclusions appear
warranted. '

Nursing students who demonstreted fncreases toward self-actualiza-
‘:ion perceived significantly more empathy, nonposﬁessive'warmth, and “
genu1neness in their student-teacher relationship. This finding lends
support to the major hypothesis presented by Rogers which states that
human potent1a1 is released when these core conditions are present in
an 1nterpersona] re]at1onshig (Rogers, 1961, 1964) The finding is
also support1ve of the .thesis put forth by Truaé and Carkhuff (1967) and

‘CarkKuff and Berenson (1977) that psychological hea]th is»g:gmqted when '
these fac111tat1ve cond1t1ons are perceived to exist within a he1p1ng \\
relationship. As well, the resu]ts join an ever grow1ng body of

evidence supporting Shostram's (1964) prem1se that the concept of
psychological nealth, in terms of the d\nen51on§ of time competence and

inner dtrecteepess, can be measured. The findin§§“of this study are,

more support1ve of the above major tenets than the conclusions reported

by Rosendahl (1973). In the latter study a significant positive

relationship was found between the perception of facilitative conditions

and the developmentléf inner directedness. HoweVen, no sfbni’icant

COrre1ation/;;; fodnd in regard to time competence and petception of

facilitative conditiOns,
- 88 -
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Nurs1ng studeqts who rated their relation!hip w#th their teacher
© as superio{ perceived significantly more empathy, nonpossessive warmth
" and genuineness in the relationship. This f1nd1ng corresponds with -
Tyler' } (1964) research fesults which indicate that the 1deal student-
teacher rglat#onsh1p shares very similar characteristics to the ideal
therapeutic relakionship, in which there are high levels of these

conditions. 1n regerd to the fdeal student-teacher relationship the

results of her study 1cd Tyler (1969)'to conclude that it inv

ves -

"good or excellent communication in a peer relation wh o be

emotionally close. ’ The nature of the r;1at10nsh1p which- is less ideal !Fl
is that involving no communication, with the teacher fee]irg very-

superior and drawing away or rejecting the student” (p: 116). Students
participating in the present study who deemed their reiationshfp yith

their teacher as superior described the re]ati;psgip as one involving;

openness and warmth in communication, peer transactions, and emotional
closeness. On the other hand, students reporting an inferior, hence

less ideal, relationship described c1osed'communjcation pitterns, 2

lack of peer interaction, and an unfeeling, uncaring attitude on the

part of the teacher. The descr1pt10n§ of students in this study

correspond closely with Tylen;i conc]us1ons in regard to the ideal and

e’

not perceiving more gmpathy or warmth, did perceive significantly more

less ideal student-teacher relationship.

Nursing students who attained a higher grade point average, whil

genuineness in the relationship with their teacher. This finding is

interesting in light of the suggestion made bj Rogers (1962) that

genuineness may.be th¢ most crucial quality in a relationship. In a
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coqtext which is not genuine, empathy and warmth lose their meaning, *

r

and, according to Truax and’ Carkhuff (1967) a potentially destructive
relationship can result. Possibly the ﬁiudents in this study who .
perceived genuineness in their relationship wi;h their teacher were able
to enter mo}e fdi]y and more comfortably into the re]ationshig,and hence

responded in ways which may have been reflected in higher grade )

achievement. Conceivably, students who perceive a teacher as . - oy

consistently real and congruent could direct their physical, emotional,

and mental enérgy toward a mastery of content knowledge rather than in- >

e »

attempts to deal with a relationship that was phony, inconsistent, and

»
.

untrustworthy..
‘Nursing students who Qere more self-actualizing did not achieve a
higher grade point average. These results may sugggst that students in
this study who were seff—actua]izing did not view achieving'good grades
as self-actualizing activity. It is possible that these students, who
rely more on an inner support and evaluative system and who focus on

the present and not solely on the future, did rot find 'grade getting'

4

a self-actualizing experience. Though the results are somewhat in
contradiction to the res?arch evidence they are difficult to compare
- because ability was an unkndhn factor in the present study. As iointed s
out bnyeMay (1969), imtellectual abi]jty may be an important factor
in examining self-actualization and-grade achievément.

An initial intent of this study was to investigate the difference
between student self-actualizing levels and achievement in terms of
nursing practice grade. Though Green (1967) found no significant

results in regard to either of the two major dimensions of self-
k)
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actual%zing and nursing practice grade, thé Titerature (Maslow, 1962;
Shostrom, 1976) suggests that students who Sre more self-actualizing
are better equipped to meea_;he needs of others. With respect to the
present study, nursing practice evaluations of the students were based
onga Pass/Fail criterion in accord with the policy of this particular ‘
School of Ng#ginb. A1l of the students in the sample (and in the class)
ueceived a Pass grade "in nursing practice. Since there were no failures
and since the grading system did not inkldde degrees of achievement
(such as stanines) in regard to nursing practice, the original intent
became unworkable. )
In examining ample part%cipating in this study, a comparison

of POI pretest means(reveals much similarity to the pretest means of a
sophmore nursing student sample selected By Gunter (1969). The sample
chosen by Gunter consisted of 109 students and represented 84 percent

of a sophmore;class beginning‘nursing. The sample vo1unteeriq? for the
present study, 59 in number, represented 56 percent of a first year
diploma nursing class. It appears that a certain uniformity may exist

in level of self-actualization of beginning nursing students whether

enrolled in a baccalaureate program in the American midwest or a diploma

program in Western Canada. ’

Implications.

An examination of the results of the study may suggest several
implications for nursing edJ%ation in the areas of faculty selection and
curriculum development.

Faculty Selection.

Psychologitat health is considered by nufsing leaders to be

-
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important to effective nursing practice. The results of this study
suggest that students develop psychologically in an atmosphere of
empathy, warmth, and genyineness. If‘would seem/’then. that nursing
faculty should be se]ect:L and maintained on the basis of‘these
attributes in addition to the equally important cognitive attributes.
If the psychological growth of students is genuinely of as much Eoncern
to nursing educators a§ student cognitive development then the
relationship skills of prospective faculty should be considered as
carefully as thenintel1ectual abilifies.

Recognizinb the power of model*ng in ]earning. it would seem
import¥nt that nursing educators select and maintain faculty who wtl)
mode 1 consi;Fently the elements of the helping relationship to
impressionaﬂle student nurses. These elements modeled by facﬁ]ty in the
student-teacher relationship may in turn be modeled by students in the
nurse-patient relationship. Again, these elements of empathy,
nonpossessive warhth, and genuineness are claimed by nursing leaders,
and also b) a more aware health consumer, to Ee'trucial to effective,
total patient care.

Curriculum Development.

The results of this study imply that students who perceive empathy,
nonpossessive warmth, and genuineness in their student-teacher
relationship grow and develop into more actualizing individuals.

"Actualizing individuals, according to Maslo‘ (1962) are more fully
human and are able to use their human potential to assist others to live
more fulfilling lives. It would seem reasonable, then, to plan nursing

curriculums with a focus on the whole psychological development of the
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student rather {;an choosing. to focusson a specific aspect of that
development, primarily the intellectual. Teaghing strateqie;. cou?se
objectives, and grading procedures could reflect an emphasis that
includes intellectual development but which goes beyond that single
dimension. Students can be consistently guided in a number of ways,

as a result of curriculum planning, to become more inner directed@nd
more time competent; to become not only more intellectually responsible
but emotienally respdnsible human beings as well.

In addition, nursiné”programs which clearly outline the goals
described are in a better pqsition to attract the kind of students they
desire. Prospective stude;ts. in turn, can then decide and commit
themselves to a learning endeavor which involves experience and skill
bui]ding beyona the cognitive and psychomotor domains.

Another implication which seems to be manifested in the data and
related to curriculum planning is the matter of student needs. Students
in this study‘who perceived high levels of empathy, nonpossessive
warmth, and genuineness from their teachers indicated that their emotional
and intellectual needs were being met. A mutual sharing of knowledge
and feelings appeared important to them in their development as nurses.
Awareness of these needs, on the part of nursing educators, means
specific planning and implementation of ways to help students meet their
needs for personal development. The data implies that nursing educators
have a responsibility to studemts beyond being informed and

knowledgeable in the content area. They have a responsibility to be

genuinely open and caring in their re]atfonships with students.



Suggestfons for turther Research.

)
The following suggestions a>e made in regard to furthur study and

."' research in the area of self-actualfzation and the perception of
\

factlitative conditions {n the learn(nq environment.

The first three points Yelate to changes and possible fmprovements

in the present study, while the remaining points outline related areas

that may prove useful to explore.

1

o

i

The present study could be répeated to‘de}ermine if the same
results occur with a sample consisting of an entire class o}
nursing students. A significant question gbncerns that part
of the class that did not participate in the study. \

An investigation of grade achievement and level of self-
actualization could be more useful with the inclusion of the
inteltectual ability or aptitude ;arfablé. For example,
relationships between actualizing level and grade point average
ce:ld be explored in terms of abilfty groupings.

. -

An exploration of the clinical practice achievement of nursing

N

students in relation to their psychological graith (represented by
movément toward actualization) could yield information which may
have implications for nursing education objecfiveg.

TeacLer tevel of sel%-actualizing could be studied to determine

if re]ationships or differences exist between teacher

actualizing level ard student perception of emagthy. warmth,

and' genuineness. Teacher rating, by st{dents, and student
description of the relationship could be incorporated in the

-

S tudy.
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5. There is some evidence to suggest that self-disclosure may be ?
factor related to psychological health and to helper effective-
~ness (Jour}rd; 1971; Mack]iﬁ and Rossiter, 1976). In addition
to the perception of empathy, warmth, and genuineness student
perception of te;cher self-disclosure may be a factor promoting
the self-actualizing process }n students.
6. Studies in Nursing are needed to furthur determine what
‘Iariggies in the student-teacher relationship are ngated to the

development, by the student, of an effective nurse-patient

— relationship.

»



BIBL10GRAPHY -~

»

Aiken, L., and Aiken, J. A systematic approach to the evaluation of

interpersonal relationships. American Journal of Nursing, 1973,
73, 863 - 867.

Altmann, H.A. Effects of empathy, warmth, and genuineness in the
initial counseling interview. Counselor Education and Supervision,

1973, 12, 225 - 228.

Aspy, D.N. A study of three facilitative conditions and their -
relationships to the achievement of third-grade students. (Doc>_
toral dissertation, University of Kentucky, 1965). Dissertation

Abstracts, 1969, 30, 1853-A. L

Barrett-Lennard, G.T. Dimensioms of therapist response as causal
factors in therapeutic change. Psychological Monographs, 1962,
76 (43, Whole No. 562). '

Borton, 7. Reach, touch and teach. Toronto: McGraw-Hill, 1970.

| 4

Boston, B.D. Self-actualization as a predictor of teaching success in
individually guided education (Doctoral dissertation, Bowling
~preen State University, 1975). Dissertation Abstracts International,

1975, 36, 2093-A.

Bhaun, J.R., and LaFaro, D. A further study of the fakability of the
Personal Orientation Inventory. Journal of Clinical Psychology,
1969, 25, 296 - 299.

+

way of man. Chicago: Wilcox and Follett, 1951.

fj
Carkhuff, R.R. Helping and human relations (Vol. 1). Toronto: Holt,
Rinehart and Winston, 1969.

Carkhuff, R.R. Helping and human_relations (Vol. 2). Toronto: Holt,
Rinehart and Winston, 1969.

Carkhuff, R.R.,and Berenson, B.G. Beyond counseling and therapy.
Toronto: Holt, Rinehart and Winston, 1967.

Carkhuff, R.R.,and Berenson, B.G. Beyond counseling and therapy.
(2nd ed.). Toronto: Holt, Rinehart and Winston, 1977.

Christensen, C.M. Relationships between pupil achievement, pupil .
affect-need, teacher warmth and teacher permissivengss. Journal
of Educational Psychology, 1960, 51, 169 - 174.

Combs, A.W. The human side of learning. National Elementary Principal,
1973, 52 (4), 38 - 42.

- 96 -



n

N

\\; ' 97

N

Cragg, B.E. An evaluation of growth -of classroom teachers participating
in an experiential transactional analysis course. Unpublished
. Master's Thesis, University of Alberta, 1976.

Damm, V.J. Overall measures of self-actualization derived from the
Personal Orientation Inventory. Educational and Psychological
Measurement, 1969, 29, 977 - 981. i

Damm, V.J. Overall measures of self-actualization derived from the
Personal Orientation Inventory: A replication and refinement study.
Educational and Psychological Measurement, 1972, 32, 485 - 489.

. Dandms, H.M. Psychological health and teaching effectiveness. Journal

q{ Teacher Education, 1966, 17, 301 - 306.

Diers, D. Leadership problems and f®ssibilities in nursing. American
Journal of Nursing, 1972, 12, 1445 - 1456.

Dinkmeyer, Don.. Top griority: understanding self and others.

- Elementary SchooX Journal, 1971,-72, 62 - 71.

- Donnan, H.H., and Harlan, G.E. and Thompson, S.A. Counselor personality

and level of functioning as perceived by counselees. Journal of
.Counseling Psychology, 1969, 16, 482 - 485.

Ferguson, G.A. Statistical analysis in psychology.and education (4th
ed.). Toronto: McGraw-Hill, 1976,

Fiedler, F.E. The concept of an ideal therapeutic relationship.
Journal of Counseling Psychology, 1950, 14, 239 - 249.

actualization. Educational and Psychological Measurement, 1968,

28, 561 - 563. 7
Foulds, M.L. Se]f—actuglizatibn and the communication of facilitative

condi tions during counseling. Journal of Counseling Psycholoqy,
‘ 1969, 16, 132 - 136. -

Fisher, G. Performance of psychopathic felons on a measure of self- ///

Foulds, M.L., and Warehime , R.G. Effects of "fake-good" response set
on a measure of self-actualization. Journal of Counseling
Psychology, 1971, 18, 279 - 280.

Fox, J., Knapp, R.R. and Michael, W.B. Assessment of self-actualization
of psychiatric patients: Validity of the Personal Orientation
Inventory. Educational and Psychological Measurement, 1968, 28,

7. 565 - 569.

Frankl, V.E. Man's search for meaning. New York: Washington Square
Press, 1963.

-



98

4

Goldstein, K. The organism. New York: American Book Co., 1939.

Gorman, A.H. Teachers and learners: The interactive progess of
education. Boston: Allyn and Bacon, 19/2.

Graff, R.W.,and Bradshaw, H.E. Relationship of a measure of self-
actualization to dormitory assistant effectiveness. Journal of

Counseling Psychology, 1970 17, §02 - §05.

d .
Graham, W.K.,and Balloun, J. An empirical test of Maslow's need

hierarchy theory. Journal of Humanistic Psychology, 1973, 13,
97 - 108.

Green, E.J. The relationship of se]f—actua]ization to achievement in
nursing. (Doctoral pissertation, Indiana University, 1967).
Dissertation Abstracts International, 1967, 28, 2092-A.

Gunter, L. The developing nursing student. Part 1. A study of self-
actializing values. Nursing Research, 1969, 18, 60 - 64.

Hekmat, H., and Theiss, M. Self-actualization and modification of
affective self-disclosure during a social conditioning interview.
Journal of Counseling Psychology, 1971, 18, 101 - 105.

Hi11, C.E.-,and King, J. Perceptions of empathy as a function of the -
measuring instrument. Journal of Counseling Psychology, 1976, 23,
155 - 157.

Hindmarch, B. Differential client percebtions of lay vs professional
counselors. Unpublished Master's Thesis, University of Alberta,

Hines, R.F. An investigation of self-actualization and helping
experience in relation to provision of facilitative conditions in
helping relationships (Doctoral dissertation, University of North
Carolina, 1973). Dissertation Abstracts International, 1973, 34,

5628A - 5629A.

Ilardi, R.L.,and May, W.T. A reliability study of Shostrom's Personal
Orientation Inventory. Journal of Humanistic Psychology, 1968,

8, 68 - 72.

Jourard, S.M. The transparent self (Rev. ed.). New York: Van
Nostrand, 1971.

Ju}y, L.E., Nifﬁower. D.J. and Delacy, W.J. Teacher se]f—actualizatidn
and pupil control ideology. Alberta Journal of Educational i
Research, 1975, 21 (4), 295 - 301.

Kalisch, B.J. An experiment in the development of empathy in nursing
students . Nursing Research, 1971, 20, 202 - 211.




‘. 99

. . 4
Klavetter, R.E., and Mogar, R.E. Stability and in
a measure of self-actualization. Ps cologic

21, 422 - 424

ternal consistency of
a orts, 1967,

Knapp,'R,R, Relationship of a measure of self-actualization to
neuroticism and extraversion. Journal of Consulting Psychology,

1965, 29, 168 - 172.

Knapp, R.R. Handbook for the personal orientation inventory. San
Diego, Calif.: Edits Publishers, 1976.

Knowles, M.S. The modern practice of adult education - andragogy
versus pedagogy. Adult {eadership, 1968, 16, 350 - 386.° '

——

Kramer, M., McDonnell, C., and Read, J.L. Self-actwalization and role
adaptation of baccalaureate degree nurses. Nursing Research, 1972,
21, 111 - 123. ‘

N *

Kratochvil, D.,1Carkhuff, R., and Berenson, B. Cumulative effects of
parent and teacher-offered lewéls of facilitative conditions upon
indexes of student physica1,~emotiona1 and ihtellectual functioning.
Journal of Educational Research, 1969, 63, 161 - 164.

Kubler-Ross, E. Death the final stage of growth. Englewood Cliffs,
New Jersey, Prentice-Hall, 1975%.

f
Leib, J.W.,and Snyder, W.U. Effects of group discussions on
underachievement and celf-actualization. Journal of Gdunseling

" Psychology, 1967, 14, 282 - 285.

Leib, J.W.,and Snyder, W.U. Achievement and positive mental heal th:
A supplementary report. Journal of Counseling Psychology, 1968,
15, 388 - 389. g \
“

.

Leith, G. <The relationships between intelligence, perSOnalitj, and .
creativity under two conditions of stress. British Journal of
fducational Psychology, 1972, 42, 240 - 247.

LeMay, M.L. Sself-actualization ahd college achievement at thréé
ability levels. Journal of Counseling Psychology, 1969, 16,
582 - 583.

LeMay, M.L.,and Damm, v.J. The Personal Orientation Inventory as a
measure of the celf-actualization of underachievers. Measurement
and Evaluation in Guidance, 1968, 1, 110 - 114. .

Lin, T.T. Counseling relationship as a function of counselor's .
self-confidence. Journal of Counseling Psychology, 1973, 20, Ve
293 - 297. : .

N

Lin, T.T. Revision-and val}dation of the Truax-Carkhuff Relationship
Questionnaire. Measurement and Evaluation in Guidance, 1973, 6,

82 - 86.




L 100

Litwack: L. Nursing education: professionalism or parochialism?
‘Nursing Forum, 1971, 10, 49 - 55.

Luthman, S.G.,and Kirschenbaum, M. The dynamic family. PRalo Alto,
Cal1forn1a Science and Beﬁ‘vipur Books, 1974.

Mack1in, T.J., and Rossiter, C.M. Interpersonal communication and self-
actualization. Communication Quarterly, 1976, 24, 45 - 50.

Maddi, S.R. Personality theories (3rd ed.). Glérgeto&n,)Ontario:
- Irwin-Dorsey, 1976. :

.")

Maslow, A.H. Motivation and personality. New York: Harper, 1954.

Maslow, A.H. Toward a psychology of being. New York: Van Nostrand,
1962.

Maslow, A.H. Neurosis as a failure of personal growth. Humanities,
1967, 3, 153 - 170.

Maslow, A.H. The farther reaches of human nature. New York: Viking
Press, 1971.

Matejka, H.W.A. Changes in self disclosure and empathy of psychiatric
nurses through human relations training. Unpublished Master's
Thesis, University of Alberta, 1976.

Mauksch, I. Let's listen to the students. Nursing Outlook, 1972, 20,
103 - 107.

Mc Clain, E.W. Further valigation of the Personal Orientation Inventory:
Assessment of self-actudlization of school counselors. Journal of
Consu]ty;g,and Clinical Psychology, 1970, 35, 21 - 22.

,Mcwh1rter, J.J. Two measures of the facilitative conditions: A
correlation study. Journal of Counseling Psychology, 1973, 20,
317 - 320. ,

McWhirter, J.J., and Marks, S.E. An investigation of the relationship
between the facilitative conditions and peer and group leader
ratings of perceived counseling effectiveness. Journal of Clinical

Psychology, 1972, 28, 116 - 117.

Meador, B.D., and Rogers,'C R. Client-centered therapy. In R. Corsini
(Ed.) Current psychotheragjes Itasca, I1linois: Peacock
Publishers, 1973. '

Millar, G.¥W. Evaluating the characteristics of effective teachers;
Alberta Teachers' Association Magazine, 1976, 56, 16 - 19.

Nightingale, F. Notes on nursing. Montreal: Lippincott, 1946.
(Originally published, 1859). '




100 .~

. \ ’
Oden, T. A populist's view of psychotherapeutic dcgzofessiona]ization.
Jodrnal of Humanistic Psychology, 1974, 14, 3 -"18.

Peitchinis, J.A. Therapeutic effectiveness of counseling by nursing
personnel. Nursing Research, 1972, 21, 138 - 148.

' Per]s,‘F., Hefferline, R.,and Goodman, P. Gestalt therapy. New York:

p

Julian, 1951.

Pierce, R.M.,and Schauble, P.G. Toward the development of facilitative
counselors: the effects of practitum instruction and individual
supervision. Counselor Education and Supervision, 1971, 11,

83 - 89. .

Pierog, R.H. A comparison of trained and untrained counselors in
their ability to communicate empathy, congruence and acceptance.
UnpubTished Master's Thesis, University of Alberta, 1968.

Pines, R. ?bn Quixote in the classroom. .Clearing House, 1976, 50,
124 - 127} ’

\
Puﬁh, E.J. Dynamics of teaching-learning interaction.” Nursing Forum,
1976, 15, 47 - 58.. .

Raanan, S.L. Test review. Journal of Counseling Psychology, 1973, 20,
477 - 478. : -

Riesman, D. The, lonely crowd. Garden City, New York, Doubleday, 1950.

)
Rogers, C.R. C}ﬁent-céntered therapy. Boston: Houghton Mifflin, 1951.

Rogers, C.R. ¥;e necessary and sufficient conditions of psycho-
therapeutic personality change. Journal of Consulting Psychology,
1957, 21, 95 - 103. ’ - ~ :

Rogers, C.R. On_becoming a person. 'Bostoni Houghton Mifflin, 1961.
PeT _

Rogers, C.R. Thesinterpersonal relai?ohship: The core of guidance.
Harvard Educational Review, 1962, 32, 416 - 429.

~Rogefs, C.R. Freedom to learn. Columbus: C.E. Merrill, 1969.

Rosendahl, P.L. A study of the relationship between three helping
conditions and self-actualization of adult learners (Doctoral
dissertation, Boston University, 1972). Dissertation Abstracts
International, 1972, 33, 1405-A.

Rosendahl, P.L. Effectiveness of empathy, non-possessive warmth, and
genuineness of self-actualization of nursing students. Nursing
Research, 1973, 22, 253 - 257.

»



! 102

Rpsendahl, p.L. Self-direction for learners. Nursing Forum, 1974,
<713, 136 - 146. ¥

Saltmarsh, R., Hubele, G., and Canada, R. Facilitating humanistic
relationships in thb'Flassroom.' Journal of Teacher Education,
1975, 26, 229 - 232.° ;

satir, V. Conjoint family therapy (Rev. ed.). Palo Alto Calif.:
Science and Behaviour Books, 1967.

Schmuck, R.A.,and échnuck, P.A. A humanistic psychology of education.
Palo Alto: National Press Books, 1974. ~

Selfridge, F.F. Client-perceived facilitativeness. Counée]or Education
and Supervision, 1976, 15, 189 - 194.

Shapiro, D.A. tmpathy, warmth and genuineness in psychotherapy.
gg%tish Journal of Social and Clinical Psychology, 1969, 8, 0 -
36 . . N .o

Sheehy, G. PSZsages. New York:} £.P. Dutton, 1976; Bantam Books, 1977.

shostrom, E.L. An inventory for the neasuremenf of self-actualization.
Educational and Psychological measurement, 1964, 24 (2), 207 - 218.

Shos trom, E.L. Manual Personal Orientation Inventory. San Diego,.
Calif.: Educationa ndustrial Testing Service, 1972.
4

Shostraﬁ?E;L. Comment on a test review: the Personal Orientation
Inventory. Journal of Counseling Psychology, 1973, 20, 479 - 481,

Shostrom, E.L. Actualizing therapy: foundations for a scientific
ethic. San Diego, Calif.: Edits Publishers, 1976.

Stern, G.G. self-actualizing environments for students. School
Review, 1971, 80, 1 - 25. ‘

Stoffer, D.L. Investigation of positive behaviour change as 3 function
of genuineness, warmth and empathic understanding. Journal of
fducational Research, 1970, 63, 225 - 228.

Toffler, A. Future chock. New York: Random House, 1970; Bantam Books,
1971. -

Travelbee, J. Interpersonal aspects of nursing. (2nd ed.).
Philadelphia: Davis, 1971

r

Truax, C.B. Effective ingredients in psychotherapy: An approach to

unraveling the patient-therapist interaction. Symposium: the

“empirical emphasis in psychotherapy. American Psychological
Association. St. Louis, 1962. Journal of Counseling Psychology.,
1963, 10, 256 - 263. 3 _




103

Truax, C.B. Therapist empathy, warmth, and genuineness and patient
.personality change in group psychotherapy: A comparison between
interaction unit measures, time sample measures, and patient
perception measures. Journal of Clinical Psychology, 1966, 22,
225 - 229.

Truax, C.B. and Carkhuff, R.R. Toward effective counseling and
psychotherapy. Chicago: Aldine, 1967.

Tyler, L.L. The concept of an ideal teacher-student relationship.
Journal of Educational Research, 1964, §§?‘112 - 17,

Warehime, R.G.,and Foulds, M.L. Perceived locus of control and personal
adjustment. - Journal of Corsulting and Clinical Psychology, 1971,
37, 250 - 252.

Warehime, R.G., Routh, D.K.,and Foblds, M.L. Knowledge about self-
actualization and the presentation of self as self-actualized.
Journal of Personality and Social Psychology, 1974, 30, 155 - 162.

. Weinstein, G.,and Fantini, M. Toward humanistic education: a .
curriculum of affect. New York: Praeger Publishers, 1970.

Wiedenbach, E. Clinical nursing a helping art. New York: Springer,
1964. ’

Winborn, B.B.,and Rowe, W. Self-actualizétion and the communication
of facilitative conditions - A replication. Jourpat—of Counseling

Psychology, 1972, 19, 26 - 29.

Wise, G.W.,and:Davis, J.E. 'The Personal Orientation Inventory
Internal consistency, stabi]ity‘and sex differences. Psychological

Reports, 1975, 36, 847 - 855.

Zaccaria, J.S.,and Weir, W.R. A comparison of alcoholics and selected °
’ samples of non-alcoholics in terms of a positive concept of
mental health. Journal of Social Psychology, 1967, 71, 151 - 157.




APPENDIX A

- 104 -



Stenderd $cores

105

PROFILE SHEET? FOR THE PERSONAL ORIENTATION INVENTORY

N
NAME R DATE TESTID
1 T, -1 (Vime) Ratie: —— ‘
Act T —SEX “."-Aﬂu.lilia. Aversge T Tc n1:8 1 I_ l _I j
Your Retie. 7 T = V: 1]2]af«e]5f6] 718l 9]0
OCCUPATION evenene Tele® T L 15l
‘ N O.t{Suppert) Retie: 1
Sell-Acivelising Average Q1 m 113
Your Rave O/1m 1 1J2]3]«]sJef7le]9]10
. .
¢ " YALVING FElLING SELF PURCEPTION SYNERGISTIC AWARCMESS JINTIRPERSONAL SINSITIVITY
TimE INNER SELF. ENISTENTE | TLELING SPONTA. SELF RIGARD | SELT- NATURE OF | SYNIRGY ACCEPTANCE | CAPALITY
COMPETENT | DIRICTED ACTUALIZING | ALINTY REACTIVIT NOITW Fraely | Was hgh ACCIPTANCE | MAN. CON- Sees oppo- | OF foR
Lives 1n the pendent | varut Flenible ln | Seasitive 1o | eopressen seif-world R"LN( of JSTAUCTIVE | setas of Mie | ACGSRISSION | InTIMATE
prasent Welgs values | spphcation | ewn needs | feehngs sell Sees man 21| 0 m Accepls convact
supperiive of selt of valwes and laelings | Debaviersity 1pits of fuily ralatad [techings of | Nn wure
acivahning weakneises snger of jmterpersonal
peeple aggrersed relatiseshps
T | SAvV (2] (1) 13 $e . %e N¢ Sy A [ 4
Ll L 4 g ! .
7
(1] ' 0 - —
T ADULT  NORMS
. -1
’
’ —~120 ‘ /‘\
) ~ ~ ~ ’ *
70, “ — 1L =73 - _— —
-110 s — % _ _ . - -
- - - - ~e -1
- 103 - -
- - -0 s _ 'S -
T e . —13
s0 = — : — — 120 -
~100 - B ]
20 - _ N . ~ . N . _ _ *
- - - - s =
- 13 - ‘ .
~ey - ' . \ A « s -
- - - B - )
— 0 - -
50 — = = =
- - —1s - -
- - - - -7
- —20 - -
—e0 _ - —0 -3 -13
- - — _ -0 - - _ -
-3 - —1s
o = - ~ - ‘ - - - -
7 - - _ —10
- _ —1s _ . _ _
£ VO e - 10 - - - _ -
-1 _ _ —1ot
30 = = — ' =3 —
= 60 = - =10 —1e
- N -3 - o -
— 48 - -10 - -
-3 -— -
~ 30 - - N — -
-0 - - -
10 oy = - -, - = oy ~ = =
[ . - —’
—-10 -9 - /.\ -
TIME OTNER Rejects Rigid i» tnseasitive | Feartul of Nas lew Yaasbie ts Sees man 28 | Soes \ Benies Nas it
(L1148 PIRECTED vaives of spplication | to ows srprassing | seil-worth sccepl sel | esseatialty | oppesites of |taatings of | cuity with
TEnt Sepeadent, | seif ctualiz- | of valwes seeds asod feekngs with ovil e a3 sager of worn loty-
Lives Ja the | seeks 1ep- | ing pesple leakags behamerally wesksesses mLagonistic |2ggression | pervonal
past or port of reisbons
futwre others’ views

79

.0

40

80003 propunyg



APPENDIX B

- 106 -



107
1
REIATIONSHIP QUESTIONNAIRE (AND SCORINC KEY)

People feel differently about some people than they do shout others. Theve
are a nuaber of stetementes below that describe o variety of ways thst one
person may feel about another person, or ways that one person may act tewerd
another person. Consider esch statement cerefully and decide vhether it Ls
true or fslee vhen applied to your present relationship with your tinstructor.
If the statement seems to be mostly true, then mark {(t true; {f (t ts mostly

not true, then mark it falge.

y
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1. He seems to hold things back resther than tell
me what he really thinks. [ S § f f
2. He understands my words but does not know
1 feel. 4 4
3. He understands me. t
4. He understands exactly how 1 see things. t t t t
5. He is often disappointed in me. f o ¢ .
6. He seems to like me no matter what 1 say to t t ¢ t
him.
7. He 1s {mpatient with me. f o ¢
8.9He may understand me but he does not know how f 4 f *
I feel.
9. Sometimes he seems interested {n me while 6ther t f £
times he does not seem to care about me.
10. He often misunderstands what I sm trying to say. f £. t
11. He aslmost alvays seeds very concerned about me. t t c
12. Sometimes 1 feel that what he says to me {s very t t
different from the way he really feels.
13. He is a person you can really trust. t t t
l4. Somettimes he will argue with me just to prove f £ ¢ f
he {s right.
15. Sometimes he seems to be uncomfortable with me, t £t t
but we go on and pay no attention to f{t.
16. Some things I say seem to upset him. £ ¢ f
t t t

17. He can read me like a book.

18. He usually is not very interested {n what I £ f 4
have to say.

19. He feels {ndifferent about me.

20. He acts too professional. t f f

.3

1 Scale developed by Charles B. Truasx during 1963. It {s an attempt to translate
the previous scales used for ratings objective tape recordings into s questionnaire
form that can be answered by the client. In this respect (t follows closely the
thinking and earlier work of Barrett-Lennard {n his development of the relation-

ship inventory.
~



21.
22,

23.
26.
25.
26.
27.
28.
29.
30.
3l.
32.

13.
34

35.
36.

37.
38.

39.

40.

41.

L2.
43.

44,

L5.

Accurate Espathy
Non possessive Warsth

1 am just another student to him,

1 feel that I can trust him to be honest
with se.

He {gnores some of my feelings.

He likes to see me.

He knows more about me than I do asbout oryself, t
Sometimps he is so much "with me" {(n my t t
focllngc‘ that 1 am not at all distracted by

his presence.

1 can ususlly count on him to tell me what he
really thinks or feels.)

He appreciates me. .

He sure makes me think, hard sbout myself.

1 feel that he is bejng genuine with me.

Even when 1 cannot ¢ay quite wvhat I mean, he t
knows how 1 feel.

He usually helps me 'to know how I am feeling t
by putting my feelings into words for me.

He seems like a very cold person.

He must understand me, but I often think he {3 '~ ¢
wrong.

1 feel that he really thinks 1 am worthwvhile.

Even {f 1 were to criticize him, he would still t
like me.

He likes me better when I agree with him. f
He seems to follow almost every feeling 1 have t

~

wvhile I am with him.

He usually uses j::l/ihe right words vhen he t
tries to understand how 1 am feeling.

If it were not for him I would probably never be

forced to think about some of the things that

trouble me.

He pretends that he likes yne more than he really

does.

He really listens to everything 1 say. t
Somet imes he seems to be putting up s professional

front.
Somet imes he 18 so much "with me" that with only ¢t t

the slightest hint he is able to accurastely sense

some of my deepest feelings.

I feel safer with hiff than 1 do with almost any t
others person.

Genuineness
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46. His voice usually sounds very serious. t t
47. 1 often cannot understand what he is trying f f £
to tell me.
48. Sometimes he sort of "pulls bakc" and examines ! f f 4
me.
49. 1 am afraid of him. f
0. He seems to pressure me to talk about things t t
that are important to me.
$1. Whatever he says usually fits right in with what t t t t
] am feeling. .
52. He sometimes seems more interested in what he f f t f £ f

himself says than in what I say.

$3. He tells me things that he does not mean. £ f

S4. He often does not seem to be genuinely himself. f f

55. He {s a very sincere person. t t

6. With him I feel more free to really be myself t t
than with almost anyone else I know.

57. He sometimes pretends to understand me, when f f f f
he really does not.

S8. He usually knows exactly what 1 mean, sometimes t t t t
even before 1 finish saying {t.

t t t t

59. He accepts me the way I am even though he wants
me to be better. B

60. Whether I am talking about '"good" or "bad™ t t
feelings seems to make no real difference in the
way he feels toward me.

61l. In many of our talks I feel that he pushes me to t t
talk about things that are upsetting.
62. He often leads me into talking about some of my t t t t
deepest feelings.
63. He usually makes me work hard at knowing myself. t t t
64. Sometimes 1 feel like going to sleep while 1 am f 3
talking with him.
65. He is curious about what makes me act like I do, f f f
but he is not really interested {n me.
66. He sometimes completely understands me so that t t t
he knows what I am feeling even when 1 am hiding
my feelings. -
67. 1 sometimes feel safe cnough with him to really t t t
say how 1 feel. -
68. 1 feel I can trust him more than anyone else 1 'Aﬁﬁ t t

know.



69.

70.

71.

72.

73.

14.
15.
76.
17.

78.
79.

80.

81.

82.

83.

84.

8s5.

86.

87.

88.

89.

Whatever I talk about is okay with him.

He helps me know myself better by sometimes
pointing to feelings within me that 1 had been
unaware of.

He seems like a real person, instead of just a

teacher.
1 can learn a lot about myself from talking with

him.

In spite of all he knows about me, he seems to
trust my feelings about what is right and wrong
for me.

Sometimes he is upset when I see him but he tries
to hfﬂe it.

He would never knowingly hurt me.

He is a phony.

He is the kind of person who might lie to me

{f he thought it would help me.

When he sees me he seems to be "just doing a job".
In spite of the bad things that he knows about

me, he seems to still like me.

1 sometimes get theé feeling that for him the most
important thing fs that 1 should really like him.
There is something about the way he reacts to what
1 tell him that makes me uncertain whether he can
keep my confidences to himself.

He gives me so much advice I sometimes think he

is trying to live my life for me.

He never knows when to stop talking about wome-
thing which is not very meaningful to me.

He sometimes cuts me off abruptly just when 1 am
leading up to something very important Lo me.

He frequently acts so restless that 1 get the
feeling he can hardly wait for the day to end.
There are lots of things 1 could tell him, but 1
am not sure how he would react to them, so 1 kcep
them to myself.

He constantly reminds me that we are friends though
I have a feeling that he drags this into the con-
versation.

He somectimes tries to mike A joke out of something
I fecl really upset about,

He is somctimes so rude 1 only accept it because
e Is supposed to be helping me.
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91.

92.

93.
94.
95.
96.
97.
98.
99.
100.
101.
102.

103.
104.

105.
106.

107.
108,

109.
110.

111.
112.
115,
114.

115.

Sometimes he seems to be playing ''cat and mouse'
with me.

He often points out what a lot of help he is
giving me even though it does not feel like it

to me. o

It is hard to feel comfortable with him because
he sometimes seems to be trying out some new
theory on me.

He's got a job to do and does it. That's the only
reason he does not tell me off.

1f I had a chance to study under a different
instructor, 1 would.

He is always relaxed, 1 don't think anything could
get him excited.

I don't think he has ever smiled.

He {s always the same.

1 would like to be like him.

He makes me feel like a guinea pig or some kind
of animal. .

He uses the same words over and over again till
1'ra bored.

Usually I can lie to him and he never knows the
difference. N

He may like.me, but he does not like the things 1
talk about.

I don't think he really cares if I live or die.
He does not like me as a person, but cont inues to’
see me as a student anyway.

1 think he is dumb,

He never says anything that makes him sound like
a real person.

He is all right, but I really don't trust him.

1f 1 make mistakes or miss a class, he really gives
me trouble about it.

He lets me talk about anything.

He probably laughs about the things that I have
said to him.

1 don't think he knows what {s the matter with me.
He sometimes looks as worried as I feel.

He is really s cold fish.

There are times when 1 don’'t have to speak, he
knows how 1 feel.

If 1 am happy or {f I am sad, f{t makes no difference

he is always the same.

Accurate Empathy
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~ Non possessive Warmth
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117.
118,

119.
120,
121.
122.
123.
124.
125.
126.

127.
128.

129.
130.
131.
132.
133.
134.
135.
136.
137.
138.
139.

140,
141.

o

He really wants to understand me, I can tell

by the way he acts.

He knows what it feels like to be {11.

He must think he is God, the way he talks about
things.

He really wants to understand me, I can tell by
the way he asks questions.

He must think that he {s God, the way he treats
me.

He rarely makes me talk about anything that
would be uncomfortable.

He interrupts me whenever I am talking about
something that really means a lot to me.

When I'm talking about things that mean a great
deal to me, he acts like they don't mean a thing.
I can tell by his expressions sometimes that he
says things that he does not mean.

He really wants me to act a certain way, and

says so.

There are a lot of things that I would like to
talk about, but he won't let me.
He really likes me and shows it.
I think he could like someone, but I don't think
he could love anybody.

A ad

Accurste Bmpathy

7

There sre times when he {s silent for long periods f

and then says things that don't have much to do
with what we have been talking about.

When he is wrong he doesn’'t try to hide fit.

He acts like he knows [t all.

1f he had his way, he wouldn't walk across the
street to see me.

Often he makes me feel stupid the way he uses
strange or big wordsk. .

f .

He must think life is easy the way he talks about f

my problems.
You can nevel tell how he feels about things.

He treats me like a person.

He seems to be bored by a good deal of what 1 talk

about.

He will talk to me, but otherwise he !:;ms precty f

far sway from me.

Even though he pays attention to me, he seems to
be just another pecrson to talk with, an outsider.
His concern about me is very obvious.

I get the feeling that he s all wrapped up in
what 1 tell him about myself.

{
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Examination Number

RELATIONSHIP QUESTIONNAIRE

People feel differently aboutl some people than they do about

others. There ane a number of statements below that describe a
varniety of ways that one person may feel about another person, or
ways that ong/person may act towarnd anothen person. Considen each
statement carefully and decide whether it is twe on galse when
applied to your present nelationship with your clinical <nsfuctor.
14 the statement seemé to be mostly true, then mark A on the answenr
sheet; if 4t 44 mostly not twe, then mark B on the answen sheet.

-

A - True B - False

. She seems to hold things back, rather than tell me what she

really thinks. ﬂ

. She understands my words but does not know how I feel.
. She understands me. 7

. She understands exactly how I see things.

She is often disappointed in me. -

. She seems to like me no matter what 1 say to her.

She is impatient with me.

8. She may understand me but she does not know how [ feel.

10.
1.

1™

13.
14.
15.

16.
17.

Sometimes she seems interested in me while other times she doesn't seem
to care about me.

She often misunderstands what I amrying to say.
She-almost always seems very concerned about me.

Sometimes 1 feel that what she says to me is very different from
the way she really feels. -

She is a person you can really trust.
Sometimes she will argue with me just to prove she is right.

Sometimes she seems to be uncomfortable with me, but we go on and
pay no attention to it. .

Some things I say seem to upset her.

L)

She can read me like a book. -



18.
19.
20.
21.
22.
23.
24,
25.
26.

27.
28.
29.
30.
3.

32.
33.
34.
35.
36.
37.
38.

39.
40.
a1.
“42.
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She usually is nhot very interested in what I have to say.
She feels indifferent about me.

She acts too professional.

I am just another student to her.

[ feel that I can trust her to be honest with me.

Sh% ignores some of my feelings.

She likes to see me.

She know; more about me th;;\i do about myself.

Sometimes she is so much "with me", in my feelings, that I am not at
all distracted by her presence.

I can usually count on her to tell me what she really thinks or feels.
Shé appreciates me.

I feel that she is,béing genuine with nfe.

Even when I cannot say quite what I mean, she knows how I feel.

She usually helps me to know how I am feeling by putting my feelings
into words for me. ,

She seems like a very cold person.

She must understand me, but I often think she is wrong.

I feel that she really thinks I am worthwhile.

Even if I were to criticiiélher, she would stil] like me.

She likes me bettkr when I agree with her.

She seems to follow almost every ?ee]ing I have while I am with her.

She usually uses just the right words when she tries to understand
how I am feeling.

She pretends that she likes me more than she really does.
She really listens to everything I say.
Sometimes she seems to be putting up a professional front.

Sometimes she is so much "with me" that with only the slightest
hint she is able to accurately sense some of my deepest feelings.
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*43, | feel safer with her than } do with almost any other person.
44. | often cannot understand what she is trying to tell me.
45. Sometimes she sort of "pulls back" and examines me.
46. [ am afraid of her.
47. Whatever she says usually fits right jn with what I am feeling.

48, She sometimes seems more 1nterested in what she herself says than in
what 1 say.

49. She tells me things that she does not mean.
50. She often does not seem to be genuinely herself.
51. She is a very sincere person.

52. With her I feel more free to really be myself than with almost any-
one else [ know. '

53. She sometimes pretends to understand me, when she really does not.
. _

54. She usually knows exactly what I mean, sometimes even before I
finish saying it.

55. She accepts me the way I am even though she wants me to be better.

56. Whether I am talking about "good" or "bad" feelings seems to make
no difference in the way she feels toward me.

57. She often leads me into talking about some-of ﬁy deepest feelings.

58. She is curious about what makes me act like I do, but she is not
really interested in me. ’

o

59. She sometimes completely understands me so that she knows what
I am feeling even when I am hiding my feelings.

60. I sometimes feel safe enough wi4h her to really say how I feel.
61. 1 feel I can trust her more than anyone else I know.

62. Whatever I talk about is okay with her.

63. She helps me know myself better by sometimes pointing to feelings
within me that I had been unaware of. ]

64. She seems like a real person, instead of just a teacher.

65. I can learn alot about myself from talking with her.




66.

67.
68.
69.
70.

AR
72.

73.
74.
75.
76.
77.
78.

79.

81.
82.

83.
84.

85.
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In spite of all she knows about me, she seems to trust my feelings
about what is right and wrong for me.

Sometimes she is upset when I see her but she tries to hide it.
She would never knowingly hurt me.
She is a phoney.

She is the kind of person who might 1ie to me if she thought it |
would help me. d

When she sees me she seems to be "just doing a job".

In spite of the bad things that she knows ‘about me, she still
seems to like me.

1 sometimes get the feeling that for her the most important thing

is that I should really like her.

There is something about the way she reacts to what [ tell her that
makes me uncertain whether she can keep my confidence to herself.

She gives me so much advice I sometimes think she is trying to
live my life for me.

She never knows when to stop talking about something which is not
very meaningful to me. /

She sometimes cuts me off abruptly just when I am leading up to
something important to me.

She frequént]y acts so restless that [ get the feeling she can
hardly wait for the day to end.

There are lots of things I could tell her, but I am not sure how
she would react to them.

She constantly reminds me that we are friends though I have a
feeling that she drags this into the conversation.

She sometimes tries to make a joke out of something I feel
really upset about.

She is sometimes so rude I only accept it because she is supposed
to be helping me.

Sometimes she seems to be playing "cat and mouse" with me.

She often points out what a lot of help she is giving me even
though_it doesn't feel 1ike it to me.

It is hard to feel comfortable with her because she sometimes seems
to be trying out some new theory on me.
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95.
96.
97.

98.
99.
100.
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< N

She's got a job to do and does it. That's the only reason she doesn't
tell me off.

I1f 1 had a chance to. study under a different instructor, 1 would.
She is always relaxed, 1 don't think anything could get her excited.
I don’t think she has ever smiled. -

She is always the same.

I would like to be like her.

She‘makgs me feel like a guinea pig or some kind of animal.

She uses the same words over and over again, till I'm bored>
Usually 1 cén lie to her and she never knows the differencei

She may like me, but she doesn't 1i¥e the things 1 talk about.

I don't think she really cares if T,}ive or die.

She doesn't like me as a person, but continues to see me as a student
anyway. .

I think she is dumb.
She never says anything that makes her sound like a real berson.
She is all right, but I really don't trust her.

If I make mistakes or miss a class, she really gives me

_ trouble about it.

Iy
»

102.

103,

104.

105.

106.
107.
108.

109.
110.

She lets me talk about anything.

She probably laughs about the things that 1 have said to her.

I don't think she knows what is the matter with me.

She sometimes 1ooks as worried as 1 feel.

She is really a cold fish.

There are times when I don't have to speak; she knows how I feel.

If 1 am happy or if I am sad, it makes no difference, she is always
the same.

She knows what it is like to be i1l.

She must think she is God, the way she talks about things.
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She must think she is God, the way she treats me.

She interrupts me whenever I am talking about something that really
means a lot to me.

when I'm talking about things that mean a great deal to me, she acts
like they don't mean a thing.

I can tell by her expressions sometimes that she says things that
she does not mean.

There are alot of things that I would like to talk about, but she
won't let me.

She really likes me and shows it.

I think she could like someone but I don't think she could love
anybody.

There are times when she is silent for long periods and then says.
things that don't have much to do with what we have been talking about.

Wwhen she is wrong she doesn't try to hide it.
She acts like she knows it all. i;;

If she had her way, she wouldn't walk across the street to see ;e.
0ften she makes me feel stupid yhe way she uses strange or big words.
She’must think l1ife is easy the way she talks about my problems. ’
You can never tell how she feels about things.

She treats me like a person.

She seems to be bored by a good deal of what I talk about.

She will talk to me, but otherwise she seems pretty far away from
me. 2 ‘

Even though she pays attention to me, she seems to be just another
person to talk with, an outsider.

Her concern about me is very obvious.
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RELATIONSHIP RATING AND DESCRIPTION QUESTION

How would you rate your netationship with yourn clinical instructonr?
Please cincle one of the following:
‘ SUPERIOR  INFERIOR  AVERAGE

Brie fly «ndicate the basis fon your sefection.
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TABULATION OF STUDENT DESCRIPTIONS OF THEIR TEACHER RELATIONSHIP.

Superior Rating Description

1.

10.

11.

2.

She is concemed for both patient and student and places every
effort towards helping both learn; gets down to the level of the
student.

She made the experience of learning interesting; very understanding,
of my ignorance; compassionate person who looks at students as
people.

She was human and understood what it was like to be a student; had
a sense of humor; approached us at our own level.

She took time to listen to what I have to say; easy to talk to;
more like a friend than a teacher.

I felt free to be myself and talk to her about anything I wished;
she was compassionate and understanding; she seemed interested in
all that [ said and did.

She was always ready to listen and to help. I could talk openly
with her about my feelings. She never put me down about anything.
She tried to understand my point of view then shed light with a
different viewpoint.

She was as much a friend as a teacher.

We could communicate on a friendly basis rather than on the usual
teacher/student basis.

We could enjoy each dther and respect each other.

Helpful and understanding, made me feel like someone when she
would stop to visit outside of the ward. She seemed interested in
my home 1ife which pleased me; gave me encouragement and praise
when deserved. If I was not prepared or did something wrong she
would stop me and gently ask if there was something I overlooked.
She was there when you needed®help, even for the simplest things.
We could talk together person to person. She made us all feel
comfortable and at ease with her.

We were able to be more than teacher and student - good friends -
and yet she taught me ways to learn for myself and more effectively
carry out my work.- She was always a real person - more than just

a teacher. She would say how she felt about various matters and
encouraged me o express my feelings as well.
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13. Extremely approachable, helpful and understanding. She conveyed
a real caring attitude. One important thing to me was her telling
me exactly how she was feeling about my work and giving me
constructive criticism. When she was frustrated she would let
us know. In this way I thjnrk she showed confidence in us and
that built confidence in us\in regard to her.

14. I felt I was considered as an adult human being and that we could
relate on the same level. When she was annoyed at me she let me
know and I fell it was justified.

to talk with her about any matter.

g

15. She is compassionate, understanding and disclosing. I felt free .

16. She showed she was a real person and that she could be both friend
and teacher. She was helpful and fair.

17. We became friends and could talk about our feelings both on the
ward and off.

18. We are able to communicate most of what we feel. I enjoyed working
with my teacher and learned a great deal in terms of skills from
her. She never belittled me or made me feel that I was 'just
another student' but rather made me feel as much an individual as
a patient, staff member, or teacher.

19. We were able to talk freely and she made her expectations clear.
She took a personal interest in me.

<
20. We had a great caring, understanding, and learning relationship.
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Inferior Rating Description.

1.

]

I felt there was a wall around her emot‘ons; sometimes I could tell
she was annoyed at me but she never told me so until the end [of
the term]. I would rather she had told me when she was angry.

She didn't seem to hear what I said and would repeat the same thing
except with bigger words. She seemed to have her mind set on a
goal and didn't seem to hear what I said, or even give me an
opportunity to think before speaking.

We seemed to grate on each others nerves. She taught me bRt other
than that obviously didn't want any more to do with me.

I didn't like her attitude. To me it seemed like it was just too
much of a job for her, not something she enjoyed doing. She
ignored us when we met outside of class or clinic.

[ never felt comfortable or at ease with her. She appeared to be
one way but acted another which made me unwilling to ask her for

anything.



