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ABSTRACT 

~ e b i l i k t l n g  test-related anxiety can be detrimental t o  the academic 

performance of high school studehts. Given t h i s  often recognized but 

seldom remediated circumstance, there is an obvious need f o r  counselling 

intervention i n  t h i s  area of education. Thus, the  c o n c d  of t h i s  thes is  

were as followsr (1) t o  search out and examine the  most effect ive counsell- 

ing procedures eiployed t o  date f o r  the treatment of t e s t  anxious students; 

(2) t o  use t h i s  information i n  con-ction with basic minciples of curric- 

ulum and instruction t o  dwelop instructional  counselling curricula f o r  

high school counsellors t o  employ in t h e i r  work with t e s t  anxious students; 

(3) t o  f i e ld  t e s t  the  eff ipicy of these curricula with a sample of high 
i 

school students; and (4) t o  discuss the  implications of developing and 

incorporating instructional counselling curricula i n  hi& school set t ings,  

A review of pertinent research l i t e r a tu re  ident if ied two therapeutic 

techniques as being effect ive treatments fo r  the  al leviat ion of t e s t  

anxfety - systematic desensitieation and cognitive modification, These 

techniques formed a basis  f o r  the development of counselling procedures 

f o r  use in high school settings. Instructional counselling manuals were 

developed using the general model of curriculum development advocated by 

Tyler (1950), Fbpham and Baker (1970). /'- 
A f i e l d  t e s t  of these laarmals was conducted i n  an 

i ca l ly  validate the  ef'fectivenese of the proposed 

of t h i s  t e s t  indicated tha t  both systematic d e s e n s i t i ~ a h o n  and cognitive 

iii 



modification, when employed as outlined in the developed counselling 

manuals, a r e  effective i n  a l levia t ing t e s t  anxiety in high school settings. 

The f i e ld  t e s t  resu l t s  were discussed in  terms of theii: implications 

f o r  the practice of counselling high school students. Special emphasis 

\ w a s  placed upon the use of instructional rather than medical models of 
\ 
J /' 

3 

counselling3 - goal-referenced instructional and developmental models as a 

- basis f o r  designing, implementing, and evaluating instructional counselling 

curricula; and procedures f o r  usfng the  sys temt ic  desensitization and 
I 

cognitive modification oounselling manuals i n  the treatment of t e s t  anxious 

high school students. 
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- c m w  I - 

RATIONALE AND D~RIFTIOH' OF THE PROBLER - 
_' X 

Test anxiety, whether it -be ra t ional  o r  i r ra t ional ,  
is experienced as a deb'ilitating force which dis- ' " 

rupts the  capacity of the student t o  concentrate, 
think and remember, and is generally acconpanied 
by.st@tes of extrelae tension, restlessness and i n  
some cases muscular contraction, headache, and 
pasea. The onset of such disruptive states before 
and during examinat ions obviously 'causes di f f icul t -  
i e s  f o r  stuaents since academic suceess is based 
substantially on performance i n  examinations. 
(Mitchell & Inghah, 1969, ' p. 69) 

a- 

The debil i tbt ing force of t e s t  anxiety on academic performance has 

been repeatedly documented by researchers (e.g. Alpert & Haber, 1960: 
a 

Deffenbacher & Kemper, 1974; Desiderato & Koskinen, 1969; Holroyd, 1972; 
- 

Mandler, 1972; I(ar1ett & Watson, 1968; Meichenbaum, 1972; Sarason,' 1957 
, , 

& 1972; Spielberger, 1962;- Walsh, Ehgbretson, and OeBrien, 1968s Wine, 

1971). Studies & n e w l y  indicate tha t  highly t e s t  anxious students receive 
- * i' 1 

lower es andljlra~ a higher academic f a i l u r e  r a t e  t h a h  non-anxious t 
u - ** 

intelligence (~eichenbauq, 1972; Sarason, 1957; Spiel- 
i I 

I 

' ' 

(1968). jhoxed tha t  debi l i ta t ing t e s t  anxiety, measured by Alpert 
I 

snd ~ a j e r s *  (1960) Achievement Anxiety Test (AAT), has a signif icant  , 

- / i 
r e  

/ n d t i  qorrelation with actual  performance in test-taking situation$. t * < 

, hgidera to  and Koaskinen (1969) found that when compared t o  law t e s t  anxious 
I S  I 

' students, h w y  t e a t  anxious students ~ tend t o  have lower g a d e  point 
- I 1 

averages. Om' wide variety of tasks, highly t e s t  anjdous' studqitts consist- 

ently p e r f o n  be t te r  under low r i s k  condit ion8 (Ilarlekt 6 ~ a t & n ,  1968). 
,' 

- 
' O n  the ,bas is  of  such research it appears tha t  h igh leve l s  of tsst W i e t y  

J 

' prevdnt 'kby otherwise capable students from perforing up t o  csp&ity. 
I . .  

- i 
r 

, I '  , r 

2 I 1 
.. 

I 
1 

1 - --. 
- 



. ~ e s t - t a k w ' i s  a basic aspect of l i f e  f o r  the high schooz student. 
0 

' 

Success o r  fa i lure  i n  school is, t o  a large extent, dependent upon how 

a student performs on, and copes with, examinations. For many students, 

\ debi l i ta t ing anxiety in t h i s  s i tuat ion is a serious problem. 
'-J 

Host educators, especially school counsellors, are familiar w i t h  

students who claim t o  know course material, but complain that they lack 
t 

the a b i l i t y  to  organize logical  and coherent answers t o  essay questi&wi 

that they experience the  hpairment of n o w  eating and sleeping patterns 38 
on the  day preceding an e m i n a t i o n ;  o r  t ha t  they become so tense and 

anxious during exasinations t h a t  they "block out" and a re  unable t o  r eca l l  

what they know. Some of these claim8 can be dismissed on the  grounds of 

inadequate preparation, lack of academic ab i l i ty ,  and/or poor study habits. 

The rkinder, however, appear t o  be r e a l  and genuine in l igh t  of inform- 

at ion available t o  teachers outside of fo  t est-taking situations. 

That is, on the basis of other indices of academic ab i l i ty ,  knowledge\ and 

2 

study habits,  the student is able t o  demonstrate w t e r y  of and motfat ion 

t o  1- the subject matter in question. Thus, in such cases, low levels 

of achievement in t e s t  s i tuat ions  can be di rect ly  a t t r i t u t ed  t o  the stud- 
& 

ents high levels  of s i tuat ional ly  specif ic  hest anxiety. 

The prevalence of t e s t  anxiety and its debi l i ta t ing effects  on academic 

performance creates a strong need f o r  preventive and remedial counselling - 2- 

e- +--- 

programs in e d u c a t i o d  ins t i tu t ions  a t  the junior and senior secoMiary 

levels.  Spielberger a& Gaudry ( 1 ~ 1 )  suggest that *negative correlations 

, between anxiety and achievement tend to  increase -in s i z e  f o r  the  higher 

grade levelsn (p. 41). EBysenck and R a c b a n  (1965) estimate3 that 20 per- 

cent of school ch'ildren fe+r exadnations t o  the extent tha t  they perform 

paorly in t eat-taking situat iolis . Unfortunately, &st without exception, 



b 
studies and program t o  date whlch focus on t e s t  anxiety and/or the treat-  

" ment thereof have been conducted at the  post-secondary level  of education 

or in c l in ica l  se t t ings  with mature students. A review of the  l i t e ra tu re  ' - 

yielded only four pzblished studies ( ~ e f f  enbacher & Kern-, 194; Laxer, 
%. 

1969; ilann, 19723 llsnn & Rosenthal, 1969) that  dea l t  specif ical ly w i t h  

junior high school students. 

No widespread prograns+to reduce t e s t  anxiety in students exist  at 

the secondary level  of public school education i n  Bri t ish Columbia.. This 

is i n  part the r e su l t  of: (1) the c l i n i ca l  nature of previous treatment 

procedures that  necessitate the  use of trained therapists  and special 

f a c i l i t i e s ;  (2) the lack of school personnel, such as counsellors, trained 
* 

in  the use of instructional counselling techniques; and (3) the absence of 
7 

,i an enp&lcall{researched data base upon which t o  formulate a counselling 

program f o r  t e s t  anxious high school students. 

hJebilitating test-related anxiety can be detrimental t o  the  auademic 

perforniance of high school students. Given t h i s  often recognized but 
d 

seldom remediated circumstance, there is an obvious need f o r  counselJing 

intervention i n  t h i s  area of education. Thus, the concerns of t h i s  thesis  
&' 

a re  as follomr (1) t o  search out and examine the nost effective counsell- 

ing procedures employed t o  date f o r  the treatment of t e s t  anxious students; 

(2) t o  use t h i s  information i n  conjunction with the  basic principles of 

curriculum and instruction t o  develop instructiorzal counselling curricula 

for  high school counsellors t o  employ in the i r  work with t e s t  anxious 

students; (3) to f ie ld  test the  efficacy of these c t u ~ i e u l a  with a saaple 

of hi& school students; and (4) t o  discuss the implications of developing 

aad incorporating instructional counselling curricula i n  high school set t ings.  

C 



DEVEWPMEINT OF THE INSTRUCTIONAL COUNSEZLING MANUALS 

In t h i s  chapter, methods of incorporati& therapeutic counselling 

techniques into instructional counselling m u d s ,  f o r  use by high school 

counsellors working with t e s t  anxious c l ients ,  are  presented within the 

m e w o r k  of a suggested model f o r  the developlsent of counselling curricula. 

Popham and Baker (1970) advocate a ~oa l - r e f  went ed instructional .I 

model (see Figure 1) .  fashioned a f t e r  !&lerw s (1950) principles of curric- - 
ulum and instruction, as a scheme which features four essentially d i s t inc t  

operations to f a c i l i t a t e  the  development of effective curriculum packages 

and instructional proc edur es . 
FIGURE 1. A GOAL-REFmmCED INSTRUCTIONAL HODFL 

F i r s t ,  the objectives of instruction axe specified i n  terns 
of learner behsviour, 

Second, the student is preassessed as to his/her current s ta tus  
with respect t o  those instructional objectives. 

Specification of 
Objectives 

Third, instructional ac t i v i t i e s  that  should b r h g  about the 
intended objectives a r e  designed. e 

-, 

Fourth, the student's attainment of the objectives is evaluated. 
(POP- 6 Baker, 1970, P. 13) 

J 

Pre-assessment 

A goal-referenced instructional  nodel attends i n i t i a l l y  to  the  question 

Instruction -, 

of w h a t  observable behaviacrs the leamer should W e s s  at the  conclusion 

. 
Waluation 

of instmction ( i ,e .  What do I want my learners t o  become?) and ul t iaa te ly  

the des i rabi l i ty  of such behaviours from the point of view of society 

/ C 

& -- , 

. 



(i .e.  What a re  societyf 6 objectives fo r  the lesmer?).  As such t h i s  if3 

r ea l ly  a planning and assessment model more than a 'teacher proceduresf 

scheme as  it emphasizes the h t e l l e c t u a l  decision-making the teacher 

engages in p i o r  t o  and a f t e r  instruction. , 

One of the main features of t h i s  instructional model is its a b i l i t y  

t o  self-correct. Figure 2 diagrams the common c o w e s  of actfon suggested 

by pupil post-instruction performance. As a resu l t  of learner data, 

modifications a re  made in the  instructional sequence o r  objectives. 

F I G U R E  2. COURSES O F  ACTION DICTATED BY EYALUATION OF RESULTS 

If objectives a r e  achieved, augment. 

- If objectives are not achieved, revise 
# 1 

(~opham & Baker, 1970, p. 17) 

Application of the  general principles of the goal-referenced instntc- 
.e 

t ional  model t o  the development of instructionerl counselling curriculum 

+ 

Spec if ica t  ion of c, Pre-assessment -, 

Objectives 
4 

has the potential to equip the developer of such curr~culum with a means 

* * 

I 

Instruction 

J 

& 

t o  design effective and practical  instructional counselling program f o r  

-, 

/ the treatment of a variety of problelasi problems such as t e a t r e l a t e d  

hraluation 

a&ety. Therefore, in the discussion t o  follow, a pal-referenced devel- 

d 

opmental model (see Figure 3) is presented as a viable means f o r  developing 

instructional cormselling cur r icuh .  





7 

The goal-ref erexiced developmental model is a scheme k b i n g  four 

stages - preparation, design, implementation, evaluation - each of which 

involves a number of d i s t i nc t  operatidns. Details of each of these oper- 

at ions a r e  outlined in the discussion -_ t o  follow. i 

The p r e ~ a r a t i a n  stage of the  goal-referenced developmental model 

involves: (1 defining the problem f r o m  the p i n t  of view of both the  

learner and society i\ and in doing so makes a statement as t o  the  goal(s) 
J 

of the instructional counselling program t o  be developed; (2) reviewing 

relevant theoret ical  and empirical research l i t e r a tu re  as a means of 

securing potential therapeutic counselling procedures 8 and (3) making 

modifications t o  these potential therapeutic counselling cedures which 

? enhance t he i r  applicabf l i t y  in a public school counselling setting. 

The d e s b  s w e  of the goal-referenced developmental Btodel involves: 

(1) i n i t i a l  draft of the  proposed apgropriate counselling procedures, 

drawing upon resources such as published o r  unpablished manuscripts tha t  

a re  relevant t o  the chosen therapeutic counselling technique and the in- 

clusion of instructional procedures that re f lec t  t he  practice of sound 

teaching s k i l l s  - structuring s k i l l s ,  sol ic i t ing s k i l l s ,  reacting sk i l l s ,  

a ler t ing s k i l l s  (see Appendix A sfor deta i ls ) :  (2) p e l h i n a r y  assessment 

of the  proposed instructional counselling prrogram through supenrised 

simulated group practice; and (3) revision, if necessary, of the proposed 

counselling pgram as a consequence of the  resu l t s  of the simlated 

practice sesaion(s). 

The iPs~1ementation staRe of the goal-referenced developnental model 

involves t (1) the  consideration of professional concerns, spec if i ca l ly  

thecounsellor's qualifications, sk i l l s ,  and ethics with respect t o  his/her 



understanding of  the therapeutic counselling technique and a co~mmd of 

the basic teachina; s k i l l s  necessary f o r  instructing i n  small groups - 
structuring s k i l l s ,  reacting s k i l l s ,  so l ic  f t h g  sk i l l s ,  and a ler t ing 

s k i l l s ;  and (2) the cbnsiderat ion of administrative concerns, specifically 

identifying potential candidates fo r  p u p  counselling, obtaining written 

permission From parents/guardians, screening the potential candidates, and 

organizing the qualified candidates into groups. 

The evaluation sa twe  of the goal-ref erenced developmental Pnodel 

involves the set t ing up of m-es tha t  w i l l  quantify the effectiveness 

of t he  instructional counselling program in terms of individual and group 

progress. Specifically the process is as fol lomr (1) administration of 

pre-counselling assessment laeasures t o  quantify the  intensi ty of the cl ient 's  

problem; (2) administration of post-counselling assessment mescsures tha t  

quantify the intensi ty of the c l ient ' s  problem; (3) ststistical analpis 

of the  difference between measured> scores across pre- arrCi posbtxestment 

assessment periods to help deteraine individual and group progress as well 

as the  effectiveness of the counselling prograa; (4) re-exmination of the 

first three stages if the analyzed r e su l t s  indicate tha t  the  g o d  of the  
2. 

instructional counselling program nas not attained; and (5) conduct a 

se r ies  of f i e ld  t e s t s  i n  order t o  e s h b l i s h  a data base f o r  Further eval- 

1 uation of the val id i ty  and the r e l i a b i l i t y  of the  instructional counselling 

The goal-referenced deve10plllenta.l model outlines a process .that 

equips the  developer of instructional  counselling c u r r i c u l ~  with an 

opportunity to plan and to assess the rat ionale and pJocedures of inst- 

ructional comsell ing interventions. ' Tn,the discussion t o  follow, the 
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development of instruct ional  counselling curr icula f o r  t h e  treatment of 

deb i l i t a t ing  t e s t  anxiety in high school se t t ings  w i l l  be presented within 

the general fYaaework of t h i s  suggested goal-referenced 

model. +.A 

Prepmat ion :< 

Based on personal observdtions and ex&riencee, as 

developmental 

teacher and counsel- 

l o r  at t h e  secondary l eve l  of education, it appears t h a t  at  leerst 10 percent 

of high school s t u  ents experience deb i l i t a t ing  t e s t l r e l a t ed  anxiety t o  # 
the extent t h a t  it impedes t h e i r  acadenic performance. Therefore, the  

identif icat ion of counselling techniques and the d evelopaent of counselling 

curr icula t h a t  a l l e v i a t e  t h i s  deb i l i t a t ing  test-related anxiety i n  high 

school students is not only desirable,  but- imperative. 

The problem high t e s t  anxious individuals encounter in exaa s i tua t ions  

may emanate from (1) cognitive concern over performance - " w o w  ; o r  

(2) disruptive autonomic arousal - " emotionality" ( ~ t  erbrook, 1969; 

Meichenbaum, 1972: Wine, 1971). A t  present, there is no de f in i t ive  judge- 

ment on which of these two components is of greater  consequence as a debil- 

i t a t i n g  force in  -taking s i h t i o n s ,  o r  which counselling procedure is 

the most reducing dysfunctional responses stemming from worry 

. or emotionality. However, the  general consensus of r e s e a h e r s  is that 

both worry and emotionality a r e  components of deb i l i t a t ing  t e s t  anxiety and 

t h a t  two counselling procedures, systematic desensitization and cognitive 

Iltadification, are effect ive in the  treatment of t e s t  anxious c l i e n t s  



Svsteratic Desensitization. \1n the years between 1%3 and 1 9 9 ,  

Joseph Wolpe f o m l a t e d  a new theory of psychotherapy. 'hfs theory had 

its foundations rooted 9 the growing body of knowledge of the piocessss 

by which change takes place in the behaviour of organisms, 

The logic of t h i s  theory is based upon the theoret ical  msumptiqn 

tha t  only three kinds of processes can bring about lasting changes in 

an organism's pattern of response t o  a given stisnrlus si tuat ion - growth, 

lesions, and learning. Since neurotic behaviour (anxiety is a prominent 

constituent of neurotic f e b t i o n s  ) demonstrably originates in learning, 
- 

it is expected t ha t  its e l b i n a t i o n  w i l l  be a matter of "unlearningn 

(Wol~e, 1958, P. ix)  . That is, the elimination of habits judged undesirable 

in  the  organism's repetoire can be accomplished by the application of some . 

form of conditioning operation, such as counterconditioning, experimental 

extinction and so on. 

H u l l  was one of the first researchers t o  recogniee that behaviour is 

not only put in to  habit through reinforced practice, W t  ' also  

arrived at through s natural inhibition of r e s p o n h i t y  (i.e. fat igue or  

boredon with repeated t r i a l s ) .  H u l l  named t h i s  f a t i g b a s s o c i a t e d  s t a t e  

reactive inhibition (Ftychlak, 1973, p. 344). Although, t h i s  may explain ' 

sane foms  of behaviour, it does not explain al l  of them. For i n s h d e ,  

t h i s  form of inhibition is not what seens t o  be involved in accounting fo r  
t 

the f ac t  tha t  Wolpe's ca t s  could not ea t  and re f lec t  anxious behaviour a t  
1 - 

the s d e  time. To e & f a i n  t h i s  form of behaviour, Yolpe wedded a construct 
7% 

from the neurologist Sherrington t o  a concept used by Hull (see Figure 4). 



FIGURE 4 

THE DEVECOPHENT OF THE PRINCIPLE OF REEIPROCAL INHIBITION 
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s i tua t ions  in which the  e l i c i t a -  

HULL 
Conditioned Inhibi t  ion 

When a response is forced t o  

cease by some cowpet ing response, 
/ 

the  s t imul i  associated with the  

cessation of t h i s  response act 

as conditioned inhibi tors  f o r  

t h e  f i rs t  response. 

tied of one response appears t o  

bring about a decrment,  in 

strength of evocation of a 

simultaneous response. 

u 

The weakening of old responses by new ones. When a res- 

ponse is inhibited by an incompatible response and if a 

major drive reduction fol lous,  a s igni f icant  amount of 

I 

conditioned inhibi t ion of the  i n i t i a l  response t o  its 

e l i c i t i n g  s t imuli  w i l l  be developed (i. e. countercond- 

it ioning ) . 
(RS.chlak, 1973, P. 344) 

Using the  principle of reciprocal inhibition, Wolpe reasoned t h a t  

if he wanted t o  inhib i t  anxiety responses in an organism he could do so 
f 

i n  the  following msnner.w while experiencing s t imul i  that usually give 

r i s e  t o  anxiety, the  subject can be made t o  experience a response t h a t  

inh ib i t s  anxiety, the  ef fec t  w i l l  be a reduction in  t h e  amount of anxiety 

e l i c i t ed  by those stimuli.  Wolpe naaed t h i s  technique systematic desensit- 

iza t ion  - ari instance of counterconditioning. 



Wolpe assumed t h a t  in the process of desensitization, anxiety is 

reduced by reciprocal inhibition at the level  of the autononic nervous 

system (i.e. it is ne t  possible fo r  one t o  be relaxed and anxious at  the 

sane t ine) .  Others, such as Bandura (1969)~ while retaining the concept 

of reciprocal inhibition, assume tha t  the  inhibition takes place in some 

part of the brain i t s e l f .  Nawas, Fishman and Puce1 (1970) c l a i a  that 

muscle relaxation when used in  connection with desensitization acts as 

a detractor,  shutt5ng out maladaptive anxiety response. 

There are sweral other interpretations of desensitization that 

have more or  l e s s  a cognitive basis. London (196'4) assumes that the 

subject is able t o  leasn t o  discriminate between the actual feared stimulus 

a.nd the stimulus as imagfned. El l i s  (F962) claims that seLf-verbalization 

of an i r ra t ional  nature is the primmy basis fo r  anxiety and avoidance 

behaviour. Meanwhile, others  ilken ens 1 9 1 )  s t r e s s  the importance of 
.s . 

expectations in accounting f o r  the success of desensitization. 

The l i t e r a tu re  reveals t ha t  there is no shortage of theoretical. 

accounts of desensitization as alternatives to Wolpe's in teqre ta t ion ,  

even t o  the extent that brig, in a 1969 paper, questions the whole id'ea of 

rec iprocd. inhibition in systelllatic desensitization and provides experimental 

evidence f o r  a negative reinforcement extinction process. This l ack  of 

consensus as t o  the theoret ical  basis fo r  systematic desensitization 

det racts  l i t t l e  from the f a c t  that nsysteaatic desensitization is an 

effective technique which is applicable to a variety* of problemsw (~h & 

Masters, 194, p. 73). 



The systenatic desensitization procedure consists of several steps. 

~ 2 i m t ,  the  c l i en t  is trained t o  systematically relax the  vaxious muacle 

graps. Second, he/she constructs, in consultation with the therapist,  

a graded hierarchy of anxiety provoking si tuat ions or objects f'rom the  

l ea s t  to the most anxiety provoking.  inal all^, the  nowrelaxed c l i en t  is 

present& with each s t ress fu l  item in the hierarchy un t i l  he/she is able to 

visual-e or  experience each anxiety provoking item without fee l& uncont- 

ro l lable  anxiety. 

Just as there a r e  many theories of desensiti!aation, so are  there many 

vaziations of the, bchnique. of systematic desenait ieat ion. In contrast to '  

the s.tanda;rd technique, as outlined above, In Vivo desensitization involves -- 
the use ofere@ stimuli. In t h i s  technique, the therapist  usually r e l i e s  

rn -- 

upon i n t i e r s o n d l  and other life circumstances as bccasions for inhibiting 

aaxiety (i .e. if you have a fea r  of examinations, write them). 

A sbilar t echnipue called- contact desensit izat ion ' involves a grad& 

hierarchy, but adds a model* and touch component (i.e. the  therapist  

would write a d i f f i cu l t  exam i n  the presence of the a l i en t  as a model fo r  

the c l i en t  t o  ewulate). 

Another varriant of desensitization is called group desensitization. 

The standard form of desensitization is used with a group of individuals 

who experience the s&e degree of a specif ic  phobia, f o r  instance, situation- 

a l  test-related anxiety. In t h i s  f o m  of desensitieation, the therapist  

takes an ugnard s tep  in the hierascw only when every group aembkr can 

endure the previous s tep  with cantrollable anxiety. 

h o t i v e  ' iaagery is another form of deaensktimtion. In t h i s  treatment, 

anxiety inhibiting emotive images (i.e. images that arouse feelings of 



pride, a i r th ,  adventure, and so forth)  a r e  presented to  the subject first. $4 r, 

Following th i s ,  items fn t h e  hierarchy (beginning with -the weakest items) 

aze presented t o  the subject. 

Abmated desensitization is v& similar t o  stand- desensitization, 

but  involves the use of the  tape recorder. In t h i s  process the c l i en t  

l i s t ens ,  often a t  home, t o  a se r ies  of recorded scene presentations preperred 

by the therapist  with the  ~ l i e n ~ ~ s ~ a s s i s t a n c e .  This procedure allows the 

, c l i en t  to  pace himself/herself in the  desensitization process. 
'2 irn - % 

I ,  I . 
.n -:@structional program i n  educational set t ings dearand an econoay of 

4 -P- 
i .  .$I , 

t@e8 and resources. ~ i v d  a not so uncommon r a t i o  of 300 students t o  every ' 
w .  

% 
coqse&hr, it is often impractical t o  employ a counselling procedure tha t  

. fnvplves ext'ended consultation on a one-to-one client-counsellor basis. 

Therefore, it is necessasy t o  W e  several modifications to the syatearstic - 

d e s e n s i t h t i o n  wocedure w i n i t i a l l y  outlined by Joseph Wolpe i n  order  

Co it an instructional program applicable f o r  high school counsellors. 

A r&iev of relevant res-h (Denney & Rupert, 1977; ~Ehery & KrrortK,ltz, 

m- " .  
1969) offered - several possible modifications tha t  uould enhance t h i s  

-- 
'i procedure as an instructional too l  fo r  high school counsellors. Basically, 

the  modifications involve instruction to small groups rather than t o  indiv- 

iduals; the  use of standard anxiety hierarchies ra ther  than individualized 

anxiety hierarchies; and t he  employaent of an active-cophg rat ionale 

( f . e . counsellees learn a voluntary coping s k i l l  involving 'relaxation and 

they apply this s k i l l  Wen encountering anfiety-provoking si tuat ions 

that the relaxation training w i l l  automatically depress the level 



of anxiety and t h a t  for these benefits t o  accrue the counsellee need only 
wid= 

t o  practice the relaxation procedure dur ing and between treatment sessions), 

The use of group instructfon has been bhom to be as aff&tive as 

individual cons ion in the  treatnent of t e s t  anxious student$ (Ham & 

Rosenthal , 1969; & Shannon, 1966). Bandura ('1965, 1969) found tha t  

even individual instruction, when employed within E+ poup,  benefits all 

group members as a &sult of processes of vicario& 1-llrs and aodelling. 

Anxiety hierarchies are- usually ,constructed by the counSeUor i n  

consultation with the cl ient .  The c l i en t  lists relevant anxiety-producing 
L 

ssituations which he/she d s  f b m  t he  least t o  t he  most anxiety producing. 

Such hierarchies, constructed specif ical ly f o r  the  individwl  c l i en t ,  may 

be modified at  'any time during the  desens i t i a t i on  process. Such individ- 

ualized procedkes a r e  often unecononical and inappropciate f o r  group 
\ 

instruct ion. However, I f  individualimd hierarchies, f r o k m a l l  group 

of re la t ively  homgeneous subjects with the  saae problem, are similar 
-a 

enough in conten* t o  pernit t he i r  compilation into a single hierarchy, it 

becomes possibl$Yto effect ively use a time reducing standard hierarchy 

Goldfried ( 1 ~ )  argued t h a t  desenshization should be viewed as a 

procedure fo r  teaching c l i en t s  *to exert voluntary control over t he i r  

feel& anxiety. H e  suggested that the c l i en t s  should be told that 
. F 
r J 

they axe learning a relaxation skill which they can &tivaly use t o  cope 

w f t h  anxiety; that the counselling sessions are devo to teaching them 9% I '  

how t o  relax, how t o  recognize tension as a signal t o  bagin relaxing. and 

how to practice relaxing away tensions engendered by a s e t  of anxiety- 

provoking bages;.and that they should apply the i r  learned relaxation s k i l l s  
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outside the  counselling s e t t i n g  t o  redu& tensions t h a t  occur in various 

l i f e  s i tuat ions.  Denney and Rupert (1937) concurred with Gbldried's (1971) 

findings , t h a t  an ac t ive  r a t  ionale i n  sys t  e m t  i c  desens it isat ion appeared 
* 

t o  .be more effect ive than a passive ra t ionale  ( ~ o l p e ,  1958) in bringing 

about persis tent  changes i n  students' academic performance subsequent t o  + 

counselling. , 

Based on the  foregoing arguments and recornendations from empirical 

research, the  c lass ic  systematic desensitization technique of Joseph Wolpe 

can be modified f o r  effect ive and pract ica l  counselling i n  high school 
b 

se t t ings  t h r o k h  t h e  use of instruct ional  groups, standard hierarchies,  

and a c t  ive-cop- methodologies. 
I 

Comitive Nodif i c a t  ion. Albert EUis has developed rat ional-emotive 

t h e r a n  ( ~ m )  as a treatment f o r  disturban& and maladJustment in human 
\ 

beings. Basically t h i #  school of therapy emphasizes the  "herew and %oV 
C 

and man* s logica l  capabi l i t ies  t o  overcome h i s  em\tibnal d i f f i c u l t i e s .  
* 

The foundations of t h i s  therapy can be explained by looking at  a view of 

what man is. These views, according t o  EUis, axe as follows: (1) Han is 

born with the potent ial  t o  be ra t iona l  and logical  and/or conversely, t o  

be i r r a t i o n a l  and i l log ica l ;  (2) Man is dominated by the principle of 

reason and emotion t o  the  extent t h a t  they a r e  v i r t d y  one and the  sare; 

(3) Man is not exclusively the, prcrduct of bioaocial learning! (4) #Ian is 

what he thinks he is as he creates  h i s  own image i n  terms of signs, symbols, 

and language; ( 5 )  Wn's psychopathological behaviour is i l l o g i c a l  and 
% 

i r r a t iona l  when he associates  wThis is badw with things which r e a l l y  a r e  

not; and (6) Han can overcome most of h i s  mental o r  emotional disturbance 



and i n  turn can change his  maladaptive behaviour if he learns t o  maximiz;e 

h i s  r a t f o n d  thinking and minimiqe h i s  %ational thinking. 

ELlis , using these basic principles, developed a therapeutic treatment 

aimed at teaching the c l i en t  how to synthesize h i s  cognitive and erational 

facets of existence. He writes, ... the psychotherapistls main goals 
/ 

should be those of demonstrating t o  c l i en t s  that t h e i r  self-verbalizations 

have been and still a r e  the prime source of t he i r  emotional disturbance" 

Therefore, i n  h i s  ef for t  t o  a t t a in  t h i s  g o d ,  the therapist  should 

divide the course of t rea tsent  into three modes, e ~ h  of which comprises 

a s e t  of techniques: cognitive, emotive and behaviouristic  elkin in, 1975). 

The characterist ics of these t e ~ ~ h i q u e s  a re  as follows. In the cognitive 

mode, the c l i en t  is taught how to find his/her should, ought and must. 
' 

~ e / s h e  is instructed on how t o  separate his/her ra t ional  and i r ra t ional  

, beliefs .  Iu addition, he/she is taught how to  use the  logicoempirical 

method of science in  re la t ion t o  his/her own problems. 

RFT teaches c l i en t s  the A-B-CVs of personality 
formation and disturbance creation. Thus, it shows 
people t ha t  the i r  e m o t i d  consequences (at point 
C)  do not d i rec t ly  stem from the  &ctivating Events 
a t  point A) in t he i r  l ives,  but fro& the i r  gel ief  
Systems (at paint B) about these Activating Events. 
Their Belief System, when they f e e l  disturbed, 
consist of, firs*, a s e t  of empirically-based 
ra t ional  Beliefs (rB1s) ... To nake themselves . 
fee l  inappropriately o r  neurotically, they add the 
nonempirically based, i r ra t ional  Beliefs (iB1 s ) ... Then they f e e l  anxious, depressed,or worth- 
less.  - 
In RE3,  the therapist  or  teacher shows people how 
to vigourously challenge, question, and Dispute 
(at point D) t he i r  i r ra t ional  Beliefs. TEllis, 1972, p. 19) 



Finally, the c l l e n t  learns  how to accept r ea l i ty .  In the  emotive approach, 

the  therapis t  employs a var ie ty  of means of dramatizing t ru ths  and false-  

hoods. Some of these means a r e  role-playing , modellin& humor, uncorad i t iona l  

acceptance and exhortation. In the  behaviouristic technique, the  therapis t  

employs behaviouristic methods to help the  c l i e n t  change his/her dysfunction- 

a l  sywptorns. The usual method employed here is t h e  homework assigruaent, 

uhich is an assignment aimed at  encouraging the  c l i e n t  to  take a r i s k ,  

E l l i s*  theory of personality provides the basis f o r  cognitive modific- 

at ion techniques. The view i a  t h a t  emotional d i s t u r h c e s  (e.g. t e s t  am- 

i e t y )  are more t h e  r e s u l t  of dysfynctional self-verbalizations (e.g. Itllog- 

i c a l  thoughts or  ideas, such a s  " I ' m  no good a t  t e s t s ,  I can! t do t h i s  ." ) 
than of external s t imuli  (e.g. the  t e s t  i t s e l f ) .  Given t h i s  asswption,  

the cent ra l  task of the  counsellor is one of d i rec t ly  altering covert 
1 

cognitive sfiatements so as t o  bring about a change in o v e e e s p o n d i n g  or  

performance, The assumption here is t h a t  if cognition and emotion a r e  

in ter re la ted  processes and t h a t  if one can change onems thinking ( i .  e. 

se l f - ta lk  o r  internalized statements), one can d i rec t ly  ef fec t  reductions 

in  dysf'unctional enotional arousal. 

Recent cognitive researchers and therapis ts  ( ~ o l r o y d  , 1 9 6 ;  Heichen- 

barn, 1972) have focussed more on the  c l i e n t m s  thinking s t y l e  as revealed 

by his/her self-statements, than on speci f ic  i r r a t iona l  bel iefs .  

This approach d i f f e r s  s l i g h t l y  from ELlisV focus 
on i r r a t i o a  b e l i e f s  in  t h a t  the  c l i e n t  is urged 
t o  recognize h i s  p r t i c u l r u :  thinking s t y l e  and 
make changes t o  it instead of being urged t o  acc- 
ept a common ( ra t ional )  be l ie f  syrstem. The rec- 
ognition of t h e  fac to r s  which maintain an individ- 
ual's t e s t  anxiety is necessary to the change 
process. Once the  individual notices h i s  charac- 
t e r i s t i c  anxiety pat tern emerging he can act ively P 



counter it. He learns  t o  emit behaviours and 
coping s e l f - s t a t  ements which a r e  inconpat i b l e  
with those which previously characterized him. 
(Leal, 1979, P.  18) 

In t h i s  extended cognitive model, t h e  counsellee learns  t o  view the  

s igns of anxiety as f a c i l i t a t i n g ,  i n  t h a t  he/she is a le r t ed  (through the  

awareness o r  the  recognition of negative self-statements) t h a t  it is time 

t o  respond with coping mechanisms ( i . e . posi t ive self-statements ) . Such 
v 

coping s t r a t eg ie s  can prevent students, who use anxiety signs as cues to 
b 

panic, from becoming immobilized. 

Support for  t h i s  focus on anxiety engendering self-statements comes 

from a var ie ty  of empirical sources. Li'eber$ and Morris (1967) investig- 

ated t h e  re la t ionship  between worry (cognitive component) and emotionality 

(autonomic arousal)  f a c t o r s  of t e s t  anxiety in r e l a t ion  t o  performance 

expectancy. The f indings indicate  t h a t  emotionality was s t a b l e  across 

expectancy leve ls ,  but  there  was an inverse re la t ionship  between worry and 

perforamce expectancy. Doctor and Altma (1969) concluded tha t :  emotional 

l e v e l  decreased s ign i f i can t ly  following the  completion of an exam regasdless 

of i n i t i a l  anxiety o r  expectancy leve l ;  worry correlated more with success 

expectancy than d id  emotionality , but the re  w a s  a d i f f e r e n t i a l  decrease in 

worry following exams, with high worry subjects  decreasing s ign i f i can t ly  

in post-assessments and low worries remaihing r e l a t i v e l y  s t ab le  on measures 

pre- and post exme. Wine (1971) concluded thatn 

h o t i o n a l  arousal appears t o  bear no consis tent  
re la t ionship  t o  performance on i n t e l l e c t u a l  o r  
cognitive tasks while worry is cons is ten t ly  and 
negatively re la ted  t o  performance . . . The worry 
component seems c lose ly  re la ted  t o  an at tent ion& 
in terpre ta t ion  of t e s t  anxiety,  which proposes 
t h a t  t h e  adverse e f f e c t s  of t e s t  anxiety a r e  due 
t o  a t t en t ion  being divided between self and the  
task. (pp. 99-100) 



The cognitive modification procedure (~eichenbauan, 1972) consists  of 

several s teps  administered rapet ively over a number of hounselling sessions. 

These procedures arez (1) recognition'  of emotional arousal as a cue f o r  

coping with, r a the r  than submitt- t o ,  t h e  anxiety provoking stimulus 

( t e s t - t a k w ;  (2) recognition of the  accompanying cognitive responses 

t h a t  contribute t o  t e s t  anxiety (anxiety engendering thoughts aad self- 

statements); and (3) construction and pract ice 'of appropriate cognitive 

responses as a technique f o r  reducfng tes t  anxiety ( to  -it incompatible 

aelf-statements designed t o  f a c i l i t a t e  task  attending i n  s t r e s s f u l  s i b  

uat  ions). 

The cognitive modification group treatment p r o c ~ e i s c o m p l e t e  wheneach 

counsellee is able t o  demonstrate, t o  the  sa t i s fac t ion  of the group meabers, 

the  effective use of coping self-statements during a simulated two minute 
* 

anxiety provoking si tuat ion.  

Instruct ional  programs i n  educational se t t ings  demand an econoluy of 

time and resources. Given a not so uncommon r a t i o  of 300 students t o  every 
tp 

counsellor, it is often iaprac t ica l  t o  employ a counselling ure  t h a t  

involves extended consultation on a one-to-one client-counself&r basis. 

Given t h i s  r e a l i t y ,  cognitive modification is a promising technique f o r  

the  counselling of tes t  anxious high school students. 

The underlying theory, Ellis* rat ional-emotive therapy o r  Meichenbaum' s 

cognitive behaviour modification, is applicable t o  an instruct ional  model 

" of counselling. The theory and practice of cognitive maodification can be 

eas i ly  understood by both counsellor (teacher) and c o u n - s e l , l e e ( l ~ e r ) .  
. . 

The counsellor teaches the client.how t o  synthesize the  cognitive and 

emotional f ace t s  of his/her existence through effect ive self-analysis. ,. , 
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It is the  " h e r e  and "non" t h a t  is of relevance and not the  "why" and 

"then." That is, t h e  counsellor ins t ruc ts  the  student in t h e  "how" of 

dealing with his/her fee l ings  of anxiety i n  test-related s i tuat ions.  

These coping s k i l l s  can be readi ly  taught i n  6 t o  7 hours by one counsellor 

t o  groups of students using a regular classroom (cf . Holroyd 1976). making 

t h i s  procedure econolaical in  t&s of t h e  and resources. Once t h e  s k i l l  

of cop- is learned, it should be generalized t o  a var ie ty  of s i tua t ions  

t h a t  a r e  anxiety provoking (e.g.  speaking i n  public, being i n  crokds, and 

so on). Thus, from an administrative and instruct ional  point of view, 

cognitive modification appears t o  be a viable counselling  technique.,^ 

D e s h  

On completion of t h e  preparation stage, the  systematic desensitization 

and cognitive modification counselling procedures were structured, using 

the developmental process as outlined in  the  design stage of t h e  goal- 

referenced developmental model, t o  f o q  separate instruct ional  counselling 

curriculum manuals f o r  use by high school counsellors i n  t h e i r  treatment of 

t e s t  anxious students. , 

Copies of the  o r  r g q a l  t r ansc r ip t s  of the  systematic desensitiza%ion 

and cognitive modification manuals produced by Heichenbaum (1972) andt 

Holroyd (1976) were secured fa provide a base f o r  t h e  developnent of 

counselling muals speci f ic  t o  t h e  high school context. These unpublished 

documents, m i t t e n  f o r  use with t e s t  anxious college students, were re- 

wri t ten in a vocabulary and structured format appropriate f o r  the  high 

school population. Since it was desirable t o  f i e l d  tes t  the new revised 

manuals in  r e a l i s t i c  high school counselling sessions, and i n  such a way 

as t o  permit an experimental comparative evaluation (see Leal, 1979). 



each procedure was restructured so  a s  to be identical  t o  the  other  in  

terms of t h e  number of counselling sessions employed (swen)  , t h e  duration 

of each session (one hour) and the  t h e  a l lo t t ed  t o  d i f ferent  instruct ional  
- 

counselling a c t i v i t i e s  (e,g. time spent on lecturing, discussing, one-to- 

one probing, and so fo r th ) ,  

. Having complet the  i n i t i a l  draft of the counselling manuals, the  
"g 

procedures contained within the  manuals were practised in simulated group ' 

sessions, i n  order t o  ascer ta in  t h e i r  s u i t a b i l i t y  f o r  counselling t e s t  

anxious high school students,  The leaders of thesle p i l o t  t e s t s  w e r s  the  

,counsellors who were later t o  f i e l d  t e a t  the  counselling manuals. One such 

a imulat ion wvblved a seminar clarrs of giaduat e counselling students who 

, were given a brief overview of the counselling programs, followed by an 

in-depthexperience of one session f roa  each program. The sessions were 

c l i n i c a l l y  supervised and feedback regarding the use of speci f ic  counselling/ 

teach% group s k i l l s  was extrapolated and incorporated in to  a l l  sessions i n  

\ &  - -  
I~ t he  proposed counselling manuals (see Appendix A). 

The revised edit ions of t h e  counselling muals were then f i e l d  tested 

using a high school population (see Leal, 1V9, f o r  d e t a i l s  of t h i s  study). 

m e  purpose of t h i s  f i e l d  t e s t  was t o  assess  the efficacy of the counselling 

techniques i n  addition t o  the  already analyzed E eaching s t r a t eg ies  and s k i l l s .  

Upon completion of the  f i e l d  t e s t  (see Chapter IV of t h i s  thesis f o r  the  

r e s u l t s ) ,  t he  counselling manuals were once again revised with respect  ta 

the  number of sessions. (reduced from seven t o  s i x )  and t h e  graphic repres- 

entation of various a c t i v i t i e s  (d so l id  l i n e  box k u n d  counsellor instruc- 

t ions  and a broken l i n e  box around instruct ions t h a t  m y  be used verbatim 

or paraphrased). This updated and f ina l ized  version of t h e  instruct ional  
/ 



counselling manuals is presented in Chapter 111 of this thes is .  

Implementation 

It takes a great deal  of s k i l l 4 0  effect ively implemaht a group 

counselling program involving the use of fnstryct ional  counselling procedures, 

In ordeg t o  implement t h e  systematic desensi t izat ion and cognitive modif- 

i c a t  ion instruct ional  counselling 

administrative considerations, as 

the  god-ref erenced developmental 

Professional Considerations. 

manuals, spec if i c  profess ions1 qd 

outlined in the  implementation stage of 

nodel, were attended to. 

In order to organize and t o  d i r e c t  the  

systematic desensi t izat ion and the  cognitive modification group counselling 
\ 

programs, the  counsellors had as a minimum the following qual if icat ions 

and s k i l l s  r (1) a thorough understanding of 'learning theory, especially 

how it is applied in the counterconditioning theory of Joseph Wolpe; 

(2) a basic understanding of personality/theory, especially how it is 

,applied i n  the  rational-emotive theory of Albert Qlis; (3) attendance at  

training sessions on how t o  adkinister  systematic desensi t izat ion or  cognitive 

modification i n  heterogeneous groups; and (4) achievement of basic  teaching 

s k i l l s  necessary f o r  instructing; in small groups, such as structuring 

s k i l l s ,  s o l i c i t i n g  s k i l l s ,  react ing s k i l l s ,  and alerting s k i l l s  (see 

Appendix A) .  

In 'addit ion t o  having cer ta in  qual if icat ions and s k i l l s ,  t he  counsellors 

took in to  account a number of e th ica l  concerns. The counsellors involved 
- 

in the  f i e l d  t e s t  of the systematic desensitization and cognitive modific- 

a t ion  counsell3ng programs were careful not to present the techniques as 

cure alls. Specifically, students who participated in the  f i e l d  t e a t  of 

the counselling programs were led to understand tha t  the  programs were 



designed t o  help them becone more aware of test-related si tuat ions that  

are anxiety provoking and once aware, how to control those anxieties. 
*. 

The counsellors did not promise bet ter  t e s t s  resul ts ,  although i n  manx 
( 

cases t h i s  did take  place, because the counselling procedures pe . s e  were 2 
not d i rect ly  designed t o  bet ter  one's achievement on exam. For those 

students who were not selected t o  pazticipate in the counselling programs 
- 

becguse of poor study habits  or  the prevalence of *excessive" general 
' 

rt 

anxieties, the counsellor provided other forms of counselling. It was 

within the context of such e thical  consideritions tha t  the counsellors 

in i t ia ted  the  systematic desensitization and cognitive modification coun- 

se l l ing  programs for  the treatment of t e s t  anxious high school students. 

Administrative Considerations. Students i n i t i a l l y  volunteered t o  

part icipate on the basis  of information provided t o  them by school coun- 

se l lo rs  and/orb classroom teachers. However, the f i n a l  composition of the 

counselling group and the  instructional counselling program employed (e,g. 

systemst i c  desensitization o r  cognitive modification ) was d etemined by 

pertinent information received a t  each stage of a syatenatic screening 

process. I n i t i a l l y  the procesrs involved an interview with the  counsellor 

i n  order ta assess the severi ty of the student's problem (i.e. test-relerted 

anxiety). If the counsellor decided that the student was potential cand- 

idate fo r  a counselling group, he/she proceeded t o  obtain written permission 

from the parents o r  gwmlians f o r  the student to participate, Following 

t h i s  permission, each student w a s  administered several screening instrummts 

in an attempt t o  f'urther clariFy the  intensi ty of hisfher test-related 

anxiety. E$ch student was screened as to his/her level  of anxiety (eag. 

Achievement Anxiety Test, Alpert & Haber, 1960). his/her mode of studying 
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(e .g. S t d y  Habits Checlist, Preston & Botel, 1967). and his/her specif- 

i c i t y  of anxiety (emg. Fear Survey Schedule, Wolpe, 1969). On the basis 

of his/her( response to such instruments and to counselloz questioning, 
\ 

the student A s deemed to be an appropriate o r  inappropriate candidate 
0 

for a group conselling propa81 f o r  the  treatment of t e s t  anxious students. 

Once the participants were selected, they were or&ieed into groups 

with the c o m a  target  behaviour t o  change, W i t h  the exception of gender, 

group honogeniety was required t o  f a c i l i t a t e  individual progress 

through the coeulselling process at a r a t e  that  was comparable t o  the  group 

as a whole. However, fo r  the  purpose of student comfort there was an 

attempt to balance t h e  r a t i o  of d e s  to females i n  the  group. 

The final selection of candidates signified the completion of the 

implementation stage as outlined in the goal-referenced model. Tfie devel- 

, opers of the instructional counselling programs now focussed on those 

procedures that f a c i l i t a t e  an evaluation of the effectiveness of the 

counselling programs v ia  the quantification of individual and group progress. 

Evaluation 

The evaluation stage of the goal-referenced developnental model 

involves the use of those procedures and ins-mats  that f a c i l i t a t e  the 3 
quantification of indivichtal and group progress. This evaluation process 

equips the developer of counselling curriculum with a quantified measure 

of the  efficacy of the instructional counselling manuals and that& permits 

the incorporation of al ternatives l ikely  t o  eahance such cothl&lling 



Before commencing with t he  counselling sessions, the counsellors 

involved in the- f i e ld  t e s t  administered several pre-sssessae& measures .' 

This enabled %he counsellors t o  take  a flarther measure of the intensi ty of 

each client 's  wobler  and allow f o r  the administration of several post- 

assessaent measurea to f a c i l i t a t e  the evaluation of the progress of each 

conse l l i ng  group, as well as providing information as to the effectiveness 

of the c o ~ s e l l i a g  progr811s. The p&- and posbassessnents used in  t h e  

f i e l d  t e s t  reported in Chapter IV involved the administration of a aeasure 

of academic peCoormaance under simulated s t r e s s  conditions (Rkven's Standard 

hlotpessive b t r i c e s ,  Raven, 1956); foI1owed by two measures of state 

anxiety (Anxiety Differential , Alexander & Husek , 1963 and S t a t  e-Trait 

Anxiety Inventory, Spielberger e t  al, 1969). S t a t i s t i c a l  analysis of the 

difference between t e s t  scores across pre~andpost- treatnent  assessment 

periods yielded p e r t b e n t  information adout group progress as well as the 

effectiveness of the systematic desensit izi t ion and cognitive nodif ication 

counselling programs. 

Using these resul ts ,  the counsellors (curriculun developers) re-assessed 

the systematic desensitieation and cogn i t i~e~nod i f i ca t i on  programs at each 

8-e of the developlsen'tal model (preparation, design, and inpleaentation). 

Given many more f i e l d  tests of a similar nature, t h i s  m c e s s  of "evaluation 

prwides a aeans by which to establish the val id i ty  and r e l i a b i l i t y  of the 

systematic desensitization and cognitive modification instructional counsell- 



%!!Esx 
From a theoretical point of view, the systenatic desensitization and 

cognitive modification counselling procedures , as structured within ' the 

suggested model for the development of counselling curriculum, appear 

to be p r y i s h g  counselling pragrama for the t r e a t ~ e n t  of tes-oua 

hi& school students. In the chapter to follow, the systematic desensit- 

ization- and cognitive modification manuals as developed for, hfgh school 

counsellors are presented in fu l l .  
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cHAPTm I11 
THE INSTRUCTIONAL COUNSEUING MANUALS 

Systematic Depensitization Counselling Wanual  
'a 

This counselling procedure is basical ly the  systematic desensi t izat ion . % 

therapy of Wolpe, with appropriate modifications f o r  the  group s e t t i n g  

or ig ina l ly  employed by -1 and Shannon (1966) and later by ~eichenbaum (1972) 

and Holrogd (1976'). There a r e  six ma$r procedures involved i n  t h e  use of this 

technique: (1) exploration of his tory and current s t a t u s  of symptoms; 
P 

(2) explanation'of ra t ionale  and co-e of counselling sessions; (3) prep 

ara t ion  of anxiety hierarchy; (4) &structed relaxat ion training;  (5) des- 

*ensi t izat ion proper - working through t h e  hierarchy under relaxation; and 

(6) group discussion of the  sessions. r .  

- The speci f ic  schedule f o r  t h e  s as follows: . t 

Session I;. (1  'hour) 

1 )  Personal introductions and statement of nature, duration and 

extent of test  anxiety f o r  e&h student (20 minutes) 

2) &planation of ra t ionale  and course of c o u n s e l l ~  sessions . 
& 

(5 minutes) 

3) Training i n  progressive relaxation (25 minutes) 
< 

4) Group d i s c u s s i m d  homework assignment (10 minutes) 

Session 2. (1 hour) 

1 )  Discussion of homework assignment and correction of any m i s -  

conceptions of counselling procedure (10 minutes) 

2) Construction of hierarchy of anxiety arqusing scenes by group 

discussion (20 minutes) 

3) Instructed relaxation (20 minutes) 



4) Group discussion of session (10 minutes) 

- ~ e s s i o n s  (1 hour each) 

1) Group discussion of problem areas including changes i n  the  

anxiety hierarchy (10 minutes ) 
d 

2) Group induction . of relaxat ion and presentat ion of visuali5ation 

(40 minutes) 

3) Group discussion of session (10 &.nutes) 

Session 6, (1 hour) 

1) Review of t h e  ra t ionale  and the  course of counselling 

(10 mirmtes) 

2) Review of the  anxiety hierarchy construction (10 minutes) 

3)  Review of the  progressive relaxation technique (10 minutes) 

4) Group induction of relaxat ion and presentation of visualization 

(20 minutes) 

5) Group discussion of the  previous sessions (10 minutes) 

Specific procedures fo r  the  sessions a r e  a s  follows: 
*% 

Session L. ( 1  hour) -& 

1. The first counselling session follows the completion of the 

pre-assessment task. The f i rs t  15-20 minutes axe spent on intzoductions 

and statements by each member of what brought him/her t o  t h e  counse~l ing  

setting. The counsellor should f a c i l i t a t e  a discussion by each member as 

to (a) the meaning of the  term t e s t  anxiety, (b) how lang the  subject has 

experienced t e s t  anxiety, (c)  the  degree t o  which t e s t  'anxiety interferes 

with functioning, and (d) whether 0 t h ~  soc ia l  o r  eyaluative s i tua t ions  
I 

also arouse anxiety. Wrring t h i s  p o c e s s  the  counsellor should have the 
b 

group discuss its problem not only in h i s to r i ca l  terms, but also in terms 
1 

t 



of the specific assessment s i tuat ion that a l l  students experienced - 
anxieties experienced during the administration of the  screening and pre- 

assessment t es t s .  

2. It is iqportant t ha t  each group member understad and accept the 

counselling process. To t h i s  end, both the- t h e o h  and the  course of 

c o u n s e l l i q  should be explained by the counsellor i n  a brief 5 minute 

presentation. The counsellor should make it c l w  tha t  tes t -  anxiety is 

a r e s u l t  of learning, and t h a t  the remedy fo r  uncontrolled t e s t  anxiety 

is a learning wocess. The following rat ionale is offered as a guideline 
C" 

and may be paraphrased by the counsellor. 

The emotional reactions tha t  you experience, such 
as, fear, despair, aad fa i lu re ,  aze the r e su l t  of 
your previous experiences with people and si tuat ions,  
These reactions often lead to  feelings of anxiety 
or  tenseness which manifest themselves i n  m y  foms,  
such as stomachs and necks becoming tense, pounding 
h e a t s ,  sweaty palms, heavy breathing, etc. These 
anxieties a re  inappropriate when they in terfere  with 
our functioning i n  a 'normal1 manner - doing our best 
in t e s t  situations. Since perceptions of si tuat ions 
occur within ourselves, it is possible f o r  us t o  work 
r i g  t here i n  thk classroom by having you visualize t tho e t e s t  s i tuat ions  that make you excessively 
anxious. 

The specif ic  technique we w i l l  be using is one called 
desensitization. This s h p l y  means to make one l e s s  
sensitive. In the case of t h i s  noup,  we w i l l  use 
this technique t o  help you become less  sensi t ive t o  

? 

t e s t  (evaluative) situations. This technique employs 
two main procedures - relaxation and countercondition- 
inhr; - t o  reduce t e s t  anxiety, 

( ~ o t  e: the counsellor should write the terms desensitization, relaxation, 

- and counter condition^ on the  blackboard fo r  the students to copy into 

t he i r  notebooks. ) 

m e  relaxation procedure is based upon the  work of 
r 

1 R r .  Jacobsen. Dr. Jacobsen developed a method of 
+. 1 inducing relaxation that can be learned'very quickly, 



and which w i l l  allow you t o  become more deeply re- 
laxed than ever before. The advantage of re laxa t ion  
is t h a t  t h e  muscle systems i n  your body cannot be 
both tense  and relaxed at  t h e  same time. Therefore, 
once you have learned the  relaxat ion technique, it 
can be used t o  cougster anxiety, tenseness, and fee l -  
ings l i k e  those you experience i n  t e s t  s i tua t ions .  
(pause) 
Do,you have any questions on what I have jus t  said? 
(pause ) 

The counsellor continues: 

Relaxation alone can be used t o  reduce t e s t  anxiety 
and tension. However, re laxat ion is often inconven- 
i e n t  t o  use and in many cases it doesn't permnanently 
overcome anxiety. Therefore, in  order t o  overcome 
this problem, we combine the  relaxat ion technique 
with the  psychological pr inciple  of countercondftion- 
in@; to ac tua l ly  desens i t ize  t e s t  s i tua t ions  so t h a t  
anxiety no longer occurs. 

The way in which we w i l l  do t h i s  is t o  determine the  
t e s t  r e l a t ed  s i t u a t i o n s  in which you become progress- 
ively more anxious, building a hierarchx from the  
l e a s t  to t he  most anxious s i tua t ions .  Then I w i l l  - 
teach you the  technique of progressive relaxat ion,  
and have you prac t ice  t h i s .  You w i l l  see  how t h i s  
works in a few minutes when we ac tua l ly  start t ra in-  . After you are more relaxed than ever before, 
we w i l l  then start counterconditioning. This w i l l  
be done by having you repeatedly image t h e  spec i f i c  
s i tua t ions  from t h e  anxiety hierarchy while under 
relaxat ion.  By having you v isua l ize  very br i e f ly ,  
while you a r e  deeply relaxed, t he  s i tua t ions  tha t  
normally arouse anxiety,  those s i t u a t i  cns gradually 
become desensit ized t o  a point where they no longer 
make you anxious. We start with those s i tua t ions  - 
t h a t  bother you the  l e a s t ,  and gradually work up t o  
t h e  t e s t  i t s e l f .  Since each v isua l iza t ion  w i l l  low- 
er  your anxiety t o  the next, a t o t a l  anxiety react ion 
never occurs. 

, These procedures have'been used on many d i f f e ren t  
types of anxiety r e l a t e d  problems, including stud- 
ents  w i t h  t e a t  anxiety, with excellent r e su l t s .  
Most of these procedures w i l l  become c l ea re r  a f t e r  
we g e t  i n to  them. Eo you have any questions before 
we continue? 

( ~ o t e :  t he  counsellor should quiz the  students as to the  c l a k i t y  of the  



purpose - re fe r  to  the terms on the b l  
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.ackboard . ) 
3. min ing  in is a most important procedure 

and one tha t  should be mastered. It should be explained -% t o  the students 

t ha t  t h i s  technique w i l l  take some 25 minutes a t  first, but as they learn, - 

the time f o r  inducing deep relaxation w i l l  be shortened. - Training begins 

by having the student systematically tense his/her gross-mscle systems, 

holding them tense u n t i l  the counsellor says " r e l a P  a t  which time the 

student l e t s  go immediately. If the muscles are  first tensed, they w i l l  
\ 

relax rnbre deeply when they a r e  released. Ihe counsellor should also 

explain tha t  he/she wants the  student to focus all his/her at tention on 

each rauscle system as he/she works through the various groups. This is 

so tha t  a f t e r  practice he/she w i l l  not have to tense ,the muscles first 
* 

in order t o  achiwe deep relaxation. 

Having completed the  i n i t i a l  explanation of the relaxation procedure, 

the  counsellor should dim the l igh t s  and instruct  the students t o  close 

t he i r  eyes. If they a re  in  chairs, they should sit so t he i r  bodies a r e  

ent i re ly  supported by t he i r  chairs. Legs should be extended, head rest ing 

on the back of the  chair,  and arms res t ing on the arms of the chair. No 

part of the  body should require the use of muscles f o r  supper$. If suitable 

chairs a re  not available, have the students l i e  on t he i r  back on the floor. 

Once the students w e  in a comfortable position, have them close t he i r  eyes 

to  minimize external stimulation. The scene is now s e t  f o r  instructed 

relaxat  ion. 

a) The counsellor should instruct  the  students to: 

Make a f i s t  with your dominant hand (usually r ight) .  
Hake a fist and tense the rauscles of your (rigfit) 
hand and for-; tense u n t i l  it trembles. Feel 
the  lauecles pull across your fingers and the lower 
part of your forearn. 



The counsellor should have the  student hold this position fo r  f i ve  t o  

seven seconds, then say, "relax", instructing h w h e r  to just l e t  his/her 

hand got 

Pay attention t o  the muscles of your ( r ight)  hand 
and foream as they relax. Note how those muscles 
f e e l  as relaxation flows through them, (20-30 seconds). 

The colmsellor continues: 

Again, tense the sluscles of your (r ight)  hand and 
forearm. Pa at tention t o  the muscles invo lvq  
(5-7 seconds 3 . Alright, relax; attend only t o  'those 
muscles, and note how they f e e l  as the relaxation 
takes place, becoming more and more relaxed, more 
relaxed than w e r  before. Each time we do t h i s  you 
w i l l  re lax  even more un t i l  your arm and hand ase 
completely relaxed with no tension a t  all,  warm and 
relaxed. 

The counsellor should continue u n t i l  a l l  students report that the i r  

(r ight)  hand and forearm are completely relaxed with no tension a t  a l l  

(usually 2 4 -  times is sufficient) .  Once this completed, the counsellor 

proceeds t o  t h e  next muscle group. 

b) l k e  counsellor should ins t ruct  the  students to: 

Tense t he i r  (r ight  o r  l e f t  depending on dominance) 
biceps, leaving their hand and forearm on #e.chakr, 

The counsellor should remember to  give a l l  instructions in a "hypnotic 

monotoneu, as well as watching f o r  physical changes tha t  may occur within 

each s t u d a t .  Once the  students have tensed the i r  biceps, proceed i n  the 

same nianner as above, using the (right).hand as a reference point. Rrat is, 

move on when each student reports his/her biceps f e e l  as completely relaxed 

as his/her hang and for-. 

The counsellor should proceed t o  other grass-aruscle groups ( l i s ted  

be1ow)in thecsaape manna, with the same verbali%ation, For example; 



Note how these muscles f e e l  as they relax; fee l  
the relaxation and w a n n t h  flow through these 
muscles; pay a t tent ion t o  these muscles so that 
l a t e r  you can relax them again, 

Alwaya use the preceding group as a reference fo r  moving on. 

c )  Nondomimpt ( l e f t )  hand and forearm - f e e l  muscles over knuckles 

and lower of sun. 

d )  Nondoainant ( l e f t )  biceps. 

e )  From hard, tensing muscles of forehead and dog of head (these 

muscles often 9Angle" as they relax). 

f )  Wrinkle nose, feeling muscles across top of cheeks and upper l ip .  

g )  Draw corners of mouth back, feel ing jaw muscles and cheeks, 

h )  Tighten chin and throat  muscles, feel ing two muscles in f'ront 
'i 

of throat.  

i) Tighten chest muscles and muscles across back - f e e l  n&scles 

pul l  below shoulder blades. 

j) Tighten abdominal muscles - make abdomen hard. 

k )  Tighten muscles of right upper l eg  - f e e l  one muscle on top and 

two on the bottom of the upper leg. 

1 )  Tighten r i gh t  ca l f  - f e e l  muscles on bottom of r i gh t  ca l f .  

a) Push down with toes and arch r igh t  foot  - f e e l  pressure as if 

something were pushing up under the arch. 

n )  Left upper leg. 

0 )  Left calf. 

p) Left foot. 

For most muscle groups, two presentations w i l l  suffice, The counsellor 

proceeds to the next muscle p o u p  when the preceding group i e r  reported 

completely tension-f'ree, proceeding a t  the pace of the mslowestn student 



in the  group. Since talking during t h i s  phase is t o  Ve kept a t  a minimum, 

questions by the  group counsellor a r e  phrased in the negative, with the 

student's answers by hand signals, fo r  exaapler 
P 

If your abdominal muscles are  not as relaxed as 
your chest muscles, signal by raising your r igh t  
hand . . 

Should a muscle group of any student not regpond after four trails, move 

on and return t o  it later. 
#- 

Althdugh the word whypnosisa is not t o  be used, progressive relaxation, 

properly executed, does seem to resemble a l igh t  hypnotic-trance s ta te ,  with 

the student qore susceptible t o  suggestion. Relaxation may be further 

deepened by repeti t ion of suggestions of wa,rmth, relaxation, etc. fn - 
conjunction with deep breathing tha t  is synchronized with the tensing and 

relaxing of gross-muscle groups. 

a In bringing the students back t o  *normalw, the numerical method of 

trance termination should be used. For example: 

I'n going to count from one t o  four. On the count 
of one, start moving your legs; two, your fingem 
and hands; three, your head; and four, open your 
eyes and sit up. One - move your legs! two - now 
your fingers and hands; three - move your head 
around; four - open your eyes and sit up, 

Always check to  see tha t  each student f ee l s  well, a l e r t ,  etc. before they 

leave. 

4, The counsellor, hervfng completed the instructional part of the 

session, e l i c i t s  membersg coments on the  events of the hour. A l l  happen- 

ings and incidences, if questioned, should be i n t e rpe t ed  at -this time. 

The counsellor then outlines the homework assignment. The assignrent 

consists of each group member practicing relaxation twice a day un t i l  the 
/' 

next session, ~ e / s h e  should not work at  it more than 15 minutes at a t ine,  



and should not practice twice within any three-hour period. ~ e / s h e  should 

a l so  .practice alone. Relaxation may be used. to ge t  to s leep  if practiced 

while horizontal; if the student does not wish Ix sleep, he/she should 
C 

pract ice sitting up. Before the students leave the session, the counsellor 

should give each group member a copy of the  relaxation instmactions, and 

ask them to keep a record of the frequency and duration of t h e i r  pract ice 

sess  ion8 . 
Session 2. (1  hour) 

# 

1. The counsellor should use t h e  first few minutes of t h i s  session 

t o  put the  members a t  ease , . to  answer questions tha t  have ar i sen ,  and t o  

br ief ly  repeat the  ra t ionale  f o r  the  counselling wocedures. (See Session 1, 

section 2,on page 30of t h i s  manual.) Once t h i s  is completed, the  session 
, 

can turn to a discussion of each student's homework assignment. The 

counsellor should give posi t ive reinforcement tk the students f o r  practicing 

and monitoring the  relaxat ion technique, but he/she should not  be too 

eff'usive. 

2. Having made cer ta in  that each member of the  group is at  w e ,  

the counsellor now turns t o  one of t h e  most important aspects of t h i s  

counselling technique - construction o f ' t h e  t e s t  anxiety hierarchy. The 

object is t o  deternine s i tua t ions  re la ted  t o  t e s t  taking which run from 

very s l igh t ,  control lable amounts ,of anxiety t o  the most extreme anxiety 

attendant upon the  ac tua l  taking of an exam, It is not necessary t o  

determine every instance, s ince generalization from one instance t o  another 
0 

w i l l  bridge the  gap. It is necessary t o  determine s i tua t ions  close enough 

together t o  allow generalization t o  occur. 
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The following temporal hierarchy (Adapted f'rom Holroyd 1976) should 

be used t o  forn  t h e  bas ic  framework, thus  reducing t h e  time involved t o  

develop the  groupvs hierarchy. The (0) item should be nonanxious and used 

t o  t e s t  imagery. Since t h i s  temporal hierarchy lists general s i tua t ions  
i 

related t o  t e s t  anxie t ies ,  t h e  counsellor should get spec i f i c s  t h a t  allow 

each student t o  include t h e  unique aspects of his/her own s i t u a t i o n a l  

experiences. All  items should be geared t o  the most anxious member. Host 

hierarchies  a r e  not shor te r  than eight items, o r  longer than 20 items, 

Temporal Hierarchy 

Lying i n  bed i n  a room jus t  before going t o  s leep  (imagine 

d e t a i l s  of room - furn i ture ,  curtains, e tc  . ) . 
Studying atater ia l  f o r  a un i t  t e s t  (one week before t e s t ) .  

i 
Discussing approaching t e s t  with f'riends a week before it is I 

given (in c l a s s ) .  

Listening t o  the  teacher describe the  test a week before it is 

given ( in  c l a s s ) .  

Remembering reac t ions  t o  a previous t e s t .  

Studying f o r  t h e  t e s t  t h e  night before the  t e s t  (Zn room). 

Reviewing study mater ials  t h e  laorning before the  t e s t .  

Act ivi t fes  just p r io r  t o  leaving t o  taking t e s t  (eating, ge t t ing  

dressed, e t c  . ) . 
Walking over t o  the  classroom on the  day of t h e  t e s t .  

Entering t h e  room on t h e  day of t h e  t e s t ,  

Waiting f o r  t h e  t e s t  to be handed out (other st lr lents nervously 

talking, e t c  . ) . 
Reading the first question on a t e s t  ( f ina l ) .  

S' 



(12) Seeing 

(13) seeing 

(14) Seeing 

study. 

t h a t  the  t e s t  is longer than expected. 

a question t h a t  you can't  answer. 

questions on the final t e s t  about you didn't  

'a, 
A s  the  group works through the  gufde items above, t h e  counsellor 

should ask the  group members t o  indicate when they first notice feel ings 

of tenseness and anxiety. This w i l l  help t o  determine if soae i tas  should 

be excluded and others included. The counsellor should wri te  down the  

speci f ics  associated with each item, so t h a t  he/she can b e t t e r  control iwag- 

ery  during presentation in fu tu re  sessions. 

3. Once t h e  hierarchy is constructed, the group moves on to instructed 

relaxation. Once again the  counsellor should b r i e f l y  explain the  relax- , 

at ion  procedure (See Session 1, section 3, on page 32of t h i s  manual). The 

counsellor should dim the l i g h t s  am3 ins t ruc t  the  students t o  close t h e i r  

eyes. If they a r e  i n  chairs,  they sould sit  s o  t h e i r  bodies a r e  ent i re ly  

supported by t h e i r  chairs.  Legs should be extended, head res t ing  on t h e  

back of the chair ,  and arms res t ing  on t h e  arms of the  chair.  No part of 

t h e  body should require t h e  use of muscles f o r  support. If su i t ab le  chairs  

a r e  not available,  have the  students l i e  on t h e i r  back on the  f loor .  Once 

t h e  students s r e  In a comfortable position, have them close t h e i r  eyes t o  

minimize external stimulation. The scene is now s e t  f o r  instructed relax- 

ation. For d e t a i l s  see  Session 1, sect ion 3 a-p, on pages 33-34 of t h i s  

manual. 

The counsellor, having worked through the  progressive relaxation 

technique, should now proceed t o  t e s t  each student's imagery. This is in  

preparation f o r  desensi t izat ion proper that is t o  be conducted i n  Sessions a 



3-6. The counsellor can test the  student's imagery by asking h w h e r  t o  
# 

visual ize item ( 0 ) :  

Now visual ize yourself lying i n  bed in your room 
just before going t o  sleep. Describe what you see. 
Do you see it clearly? Do you see  color? Do you 
f e e l  as if you were there? Hold t h a t  inage (the 
counsellor, using a stop watch, has the students 
hold t h e  image f o r  10  seconds). All r i g h t ,  now 
s top  visual izing t h a t  and go on t o  relaxing (the 
Chxhsellor allows t h e  students t o  relax f o r  1 
minute). 

Some students may report c lear ,  d i s t i n c t  images, as if they were watching 

a movie; t h i s  is f ine ,  but not necessary. The minimum requirement is t h a t  

t h e i r  visual izat ions be as c l e a r  a s  a vivid memory. Describing these 
-- i, 

vis&lizations as a dream is ofteen helpful.  With practice,  images w i l l  
> +. 

usually become c learer .  It is -also s p o r t a n t  tha t  the  student can start 

and s top  an image on request, and t h i s  should be determined. This is 

essent ia l  if the  group is t o  be able  t o  work sys tesa t ica l ly  through the  

hierarchy. If d i f f i c u l t i e s  a r i s e  in any of these areas, preserPt a few m r e  

comon, nonanxious inages, describing f o r  the  student just what he/she 

should experience. For example, entering the room f o r  a counselling 

session. It is inportant that the  student visual ize s i tua t ions  as if  he/ 

she were there - & watching himself/herself. 

4. The counsellor, havine; completed the  instruct ional  part  of the  

session, e l i c i t s  members' comments on the  events of the  hour. A l l  happen- 

ings and incidences, if questioned, should be interpreted at t h i s  time. 

The counsellor then outl ines the  honework assignment. The assignment 

consists  of three parts. Part one consists  of each group amber gmcticing 

relaxation twice a day u n t i l  the  next session. ~ e f s h e  should not work at  

it more than 15 minutes at a time, and should not pract ice twice within any 



thr ee-hour period. ~ e / s h e  should a l so  pract ice alone. Tbey should continue 

t o  record the  Frequency and duration of t h e i r  e t i c e  sessions. Part two, 
5 .  

J 

of the  assignment, involves each member revising t h e  list of hierarchy 

items constructed during t h i s  Seesion. Finally,  pazt three  of the  homework 

assignment involves -7 practice.  QIch student should praeti=e hagin-  

ing non-anxiety provoking images; as previously conducted i n  t h e  l a t t e r  

part of section 3 of t h i s  session. The images should be completely d i f ferent  

from t h e  items on the anxiety hierarchy constructed during t h i s  session. 

The Students should be reminded t h a t  it i e  inportant t o  do t h e  homework 

assignkents and t h a t  these assignments w i l l  be reviewed a t  the beginning 

Session 3. 

Sessions 3-5. (1  hour each) 4 h  

1. The counsellor should use t h e  first feu minutes of t h i s  session 
U 

t o  put the  .embers at  ease, to answer queetiona t h a t  have ar isen,  & t o  

b r i e f l y  repeat-.-the rat ionale f o r  the  counselling procedures (see Session 

sect ion 2, on &e 30 of t h i s  manual). Once t h i s  is completed, the session 

can turn  t o  a discussion of each student's homework assignment - practice 

of relaxation technique, review of anxiety hierarchy, and discussion of 
4 

imagery practice. Any changes i n  t h e  anxiety hierarchy should be made at  

t h i s  time. Once again the counsellor. should give positive reinforcement t o  

t h e  students f o r  coapleting t h e i r  homework assignments, but he/ahe should 

not be too effusive. Having made cer ta in  that each member of the  group is 

a t  ease, the  counsellor now turns t o  the  employment of desensitization 

proper - working through t h e  hierarchy under relaxation. 

2. By t h e  th i rd  session, if the  student has been mact ic ing  well, 

relaxation aay be induced by aerely focusing a t tent ion  on the  muscle 
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groups, and instruct ing t h e  student t o  "concentrate on muscles, beeomiag 
\ 

relaxed, v-, e t c  .". H O W W ~ ,  if m y  student has d i f f i c u l t y  following 

s t r a igh t  suggestions, re turn  t o  the  use of tension-rel-a (see Session 1, 

section 3, on page 32 of t h i s  d). 

Before inducing relaxat ion i n  the th i rd  'session, the  counsellor should 

explain exactly what he/ahe w i l l  be asking the  student t o  do, s i n c e  his/har 
a 

verbalizations are  to be kept E& a=minimu.m. Tel l  h w h e r  that if at  any 

time during the  session he/sRe f e e l s  any tension o r  nervousness whatever, 

. t o  signal by ra is ing  his/her ( r ight )  index finger.  This is important and 

should be made clear from the beginning, 

aer relaxation is induced, presentation of images bekin with item 

Now I want you t o  v isual ize  yourself, s i t t i n g  
alone in  your room studying, two weeks before 
a uni t  t e s t   o old iarage f o r  10 seconds). 
Stop visual izing t h e  scene and go on relaxing 
  ela ax f o r  30 seconds ) , 

Ask the  students t o  indicate if they f e l t  any tension o r  had trouble 

s t a r t i n g  and stopping the  image on request. Then repeat item (1) again, 

One nore time, v isual ize  yourself, two weeks 
before your uni t  t e s t ,  s i t t i n g  alone in your 
 roo^, studying (10 seconds). 
Stop visual izing t h a t ,  and go on relax& - 
completely relaxed, no tension anywhere in 
your body, w a r m  and relaxed   ela ax f o r  30 
seconds). 

The counsellor should follow the  above paradigm throughout the  hierar-  

chy if no student becomes anxiousy i.e., present each i t e ~  i n  t h e  hieraschy, 

specifying all major aspects of the  image. Allon 10 seconds to elapse 

after each presentation, then ins t ruc t  the  group t o  "stop visual izing 

tha t ,  and go on relaxing". Continue suggestions of warmth, relaxation, 
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lack of tension, heaviness, etc. fo r  30 t o  45 seconds, and again present 

the  image. Present each item in the  hierarchy at l ea s t  twice. If no 

student signals anxiety, and the  counsellor does not detect anxiety during 

two 10-second presentation of any item, move onato the  next item i n  the  

hierarchy. \ 
If, on the  ther  hand, any student signals anxiety o r  the  counsellor A 
ts snxiety in a student, immediately i n s h c t  the  group to "stop 

/' 
sualizing that ,  and go on relaxing". Then continue with suggestions of 

d axation (a t  least 1 minute) u n t i l  the  student reports as deep a relax- 

at ion as before. The counsellor should then inform the group that the 

presentation w i l l  be shortened, so tha t  anxiety w i l l  not occur. Then, 
\ 

present the same it- again f o r  a period of only 3 t o  5 seconds. - Noter 

If anxiety is still aroused, drop back t o  a lbsecond presentation of the 

previous item in the  hiersrchy. If, however, the 3 t o  5 second presentation 

does not BK)U6e anxiety, give 30 t o  45 seconds of relaxation s ~ e s t i o g r 5 ,  

and present the  same item again f o r  5 seconds, then 10 seconds, then 20 

seconds. If';*tem can be presented fo r  20 seconds, move on t o  the next 
k 

item in  the hierarchy. 
& 

An outline of these procedures can be found in Figure 5. It is very 

important tha t  the  counsellor be very sensi t ive t o  the  .needs of the students. 
F" 

He/she must know when t o  go back, when t o  construct new items, and *en 

t o  move up on the hierarchy. However, the above guides should handle most 

situations. Some items m y  require as m y  as 8 t o  12 presentstions of 

d i f fer ing time intervals,  w i t h  loner level  i t e m  interspersed. M a s t  i t eas  

w i l l  be handled successfully fn 2 t o  4 presentat5ons. 
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Nwer end a session with a presentation tha t  - a r o d e s  anxiety. Approx- 

4inaately 5 t o  10 minutes before the end of a session, ei ther  stop with a 

successful item, o r  go back t o  the previous item in the  hierarchy. Each 

desensitization session subsequent t o  the thM session should be& w i t h  
& 

a presenbtion of all new i tens  covered i n  the previous s-ession. This w i l l  

avoid the  necessity of %ake up" sessions should any student be unable 

attend a single meeting. 

A l l  students should eas i ly  complete the  hierarchy in the 5 sessions. 

However, if any student do& not conplete the hierarchy, the counsellor 

should take note of the  number of items still t o  be covered, so tha t  t h i s  

fac t  nay be taken lnto account in eva lua t iog  Tk~counse l lo r  should be 
C 

sure t o  keep a record f o r  his/her group, so $hat the proper i t ens  are  

covered. 

Session 6. (1 Sour) 

1. The counsellor should begin t h i s  session w i t h  a brief review of 

the rationale. This should be followed by an overview of the counselling 

procedure t o  date. The students should be reminded tha t  this is the last 

session and the i r  f i n a l  opportunity t o  deal with anxieties re la t ing t o  

t e s t  taking. 

2. The counsellor, with the aid of t he  group members, reviews the 

construction of the  anxiety h i e r m h y .  As the group reviews, the  counsellor 

should check t o  see if all the  students have completed all the  items in 

the hierarchy. Notes the  c o ~ s e l l o r  should have the  items of the  h i e m h y  

on a pre-mepared werhead t r answency .  

9. Once the  construction of the anxiety hiersrchy has been reviewed, 

the counsellor should review the progressive relaxation technique and its 
t 



rat ionale.  The students,  a t  t h i s  point in t h e ,  should be able  to  induce 

relaxation by thinking about a par t icular  muscle group. 

4. The counpellor now proceeds t o  desensi t izat ion proper. The group 

should be able t o  work through the  en t i r e  hierarchy i n  about 20' minutes. 

This is the  last opportunity, before t h e  past-assessment, f o r  each student 

as a member of t h e  group t o  complete all  items in the  hierarchy. @-, 

5. The last 10 minutes can be used t o  sum up t h e  counselling sessions 

by having each member share with the  group t h e i r  answer t o  the following 

quest ion : 

How have these sessions, that you have just comp 
leted here, been helpful i n  reducing t e s t  anxiety? 

A t  the completion of t h e  sharing time, the  group should be told where and 

when t o  report  f o r  the  pobt-testing. 

Comit ive Modification CounsellinR Hanual 

This counselling procedure is designed to f a c i l i t a t e  the  group nenbers 

$(l) recognition of enotional azousal a6 a cue f o r  coping with ra ther  than 

submitting t o  the  anxiety provoking stimulus - t e s t  taking; (2) r 1 ognition 

of t h e  accompanying inappropriate cognitive responses that contribute to  

t h e i r  t e s t  anxiety - anxiety engendering thoughts and self-statemexits; 

and (3) construction and pract ice of appropriate cognitive responses as a 

technique f o r  reducing t h e i r  t e s t  anxiety - t o  e n i t  incompatible se l f -  

statements designed t o  f a c i l i t a t e  task  attending in s t r e s s f u l  s i tuat ions.  

The specif ic  schedule f o r  the sessions is as follows: 

Session &. (1 hour) 

1) Personal introductions and statement of nature, duration, and 

extent of t e s t  anxiety f o r  each stu-t (20 minutes) 
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2) Ekplanation of r a t iona le  and course of counselling sessions 
L 

(5 r fnutes)  

3 )  Instru'cted analysis  of thoughts during t e s t  s i tua t ions  

(25 minutes) 

. - 4) Group discussion and homeuork assignment (10 mbutes)  

Session 2. (1 hour) 

1 )  Discussion of homework assignment and correction of any mis- 

conceptions of counselling procedure (10 minutes ) 

2) Construction of a list of anxiety arousing self-statements by 

group discussion (20 minutes ) 

3) Ehmples of and instruct ion in t h e  use of a l t e rna te  self-state- 

ments (20 minutes) 

4) Group discussion of session (10 minutes) . 

Sessions 3-5. ( 1  hour each) 

1 )  Group discussion of problem areas including addit ional  anxiety 

arrousing self-statements (10 minutes) 

2) Individual st&t-counsellor interaction: t ra in ing  ip t h e  use - 
of a l t e rna te  eelf-statements (40 minutes) 

3) Group discus@on of session (10 ninutes) 

Session _& (1 hour) 

1) Rwieu of the  ra t ionale  and t h e  course of counselling (10 ainutes)  

2 )  Rwiew of the anxiety arousing self-statements (10 minutes) 

3) Review of the  anxiety coping self-statementa (10 minutes) 

4) Individual student-counsellor interaction: training in the  use 

of a l t e rna te  self-statements (20 minutes) 

5) Group discussion of the  previous sessions (10 r inutes)  



Specific Procedures f o r  the  sessions are as followsr 

Session L. (1 hour) 

1. The first counselling session follows the completion of the pre- 

assessment tasks .  The first 15-20 ninutes a r e  spent on introductions & 
" statements & -- each member of what brought him/her to the counselling set t ing,  

The counsellor should f a c i l i t a t e  a discussion by each member as t o  (a) the 

laeaning of the term t e s t  anxiety, (b) how long the  subject has experienced 

t e s t  anxiety, (c) the  degree t o  which t e s t  anxiety interferes with function- 

ing, and (d) whether other socia l  o r  evaluative si tuat ions also arouse 

anxiety. IRaring t h i s  process the  counsellor should have the p o u p  discuss 
)I 

its problem not only in  h i s to r ica l  terms, but also i n  teras of the  specific 

assessment si tuat ion that al l  students experienced - anxieties experienced 

during the administra8ion of the  screening and preassessment t e s t s ,  
C" 

2 .  It is impartant tha t  each group meaber understam3 and accept-the 

counselling process. To t h i s  end, both the theory and the course of 
1 c o u n s e l l ~  should be explained by the counsellor ia a brief 5 minute* 

presentation, This rat ionale and procedure f o r  counselling is offered by 

the counsellor only after the  students have provided several instances of 

the  effects  of anxiety-engendering oughts on the i r  behaviours. The 

following rat ionale is offered as and may be paraphrased by 

the  counsellor. . 

As I l i s t en  t o  you discuss your t e s t  anxietfes I 
am struck by some of the  s imi lar i t ies  i n  how each 
of& is feeling you are thinking. on 
6 one hand, ther  of quite a b i t  of 
tenseness and anxieky in t e s t  s i tus t ions  and in 
evaluative situations. This seem t o  take many 
forms, such as stogachs and necks becoming tense, 
pounding hearts,  sweaty palas, heavy breathing, 
etc. 
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(Note: the counsellor should use the speci f ic  examples offered by group 

memberst these examples should be recorded in a notebook by each student. ) 

~ a v i n ~  noted the  examples, the  counsellor cont h u e s  r 
-P 

A t  t h e  same t h e ,  and correct  me if I'm wrong, 
several of you described how d i f f f c u l t  it was f o r  
you t o  focus a t tent ion  on the  task before you, the  
exam. Somehow, your a t tent ion  wandered away from 
what you had t o  do, such as studying o r  taking t h e  
exam, t o  solaething irrelevant.  

(Note: once again t h e  counsellor should use examples offered by group 

members. ) 

Your thoughts and self-statements seemed t o  ge t  
in t h e  way of what you had t o  do. Your thoughts 
about d isas ters ,  and how awful the consequences 
would be if you didn't do well, got h the  way. 
(pause ) 
Have I heam3 you correct ly? 

+--kt t h i s  point, as a r e s u l t  of student uncertainty as t o  the  meaning 

of the counsellor's r e ~ d s ,  the  counsellor may decade t o  have the  group '. 
go back t o  descriptions of t e s t  anxieties:  speci f ica l ly ,  t o  the  t e s t  

assessment s i tua t ion  t h a t  each member participated in. What kinds of 
\ 
f 

thoughts and feel ings,  what self-statements did they make in t h a t  situation? 

Having done t h i s ,  the. counsellor continues: 

So if you think back t o  what% going on the  last 
time anxiety interfered with studying o r  t e s t  taking 
you'll find that your t e s t  anxiety nss made up of two 
pructst f i r ~ t ,  heightened emotionality and tenseness, 
and secondly, worrying o r  thinking processes which 
caused you t o  ahi f t  your a t tent ion  t o  yourselves 
and away from the  task. 

(#ate: t h e  counsellor should wr i te  these two parts of t e s t  anxiety on the  

blackboard f o r  the  students t o  copy in to  t h e i r  notebooks.) The counsellor 

- 
\- -' 

continues: 



The in teres t ing  th ing is t h a t  t h e  second of these 
processes, t h e  runaway and self-centered thinking, 
turns  out t o  be far and away t h e  most important of 
t h e  two. This is because it is not arousal in it- 
s e l f  that interfered with your p e r f o m c e  on t e s t s ,  
but t h e  tho-ta and meoccupations tha t  in te r fe re  
with your concentration. 

( ~ o t e :  the  counsellor should check t o  see  if t h i s  is c lea r  f o r  all students 

in  the  group.) 

For example, if you have learned t o  think, * I ' m  
stupid', * I ' m  going to fail t  , I've never been 
good in blath', o r  'This problem is too d i f f i c u l t  
f o r  me*, when you reach a d i f f i c u l t  question o r  
problem on a t e s t ,  it's hardly surpris ing t h a t  you 
f e e l  anxious. F i r s t ,  the  thought of f a i l i n g  and 
the  consequences of f a i l i n g  w i l l  natural ly make 
you anxious; and secondly, while you a re  thinking 
about f a i l ing ,  what t h a t  w i l l  lead t o ,  o r  past 
d i f f i c u l t i e s  and how stupid you axe, you can 
hazdly concentrate on the  t e s t  very well. 

( ~ o t e :  the  counsellor should wri te  these two points on the blackboakd 
C 

f o r  t h e  students t o  copy in to  t h e i r  notebooks.) 

A s  a resu l t ,  these habitual thoughts not only gen- 
era te  anxiety, but ge t  i n  the  Way of working prod- 
uctively on t h e  t e s t .  Doee t h a t  make sense? 

( ~ o t e t  the  counsellor should encourage t h e  members of the group t o  paraphrase 

what has just  been said. ) The counsellor continues: 

Just-about everyone f e e l s  anxious and aroused when 
they go into a t e s t  si tuat ion.  This is a normal 
feeling. Some people, however, m a g e  t o  make the  
arousal s t i m l a t e  and energize t h e i r  p e r f o m c e  
by control l ing t h e i r  thoughts and attention. 
Ih.lring the  group sessions over the  next s i x  weeks 
we a r e  going t o  learn  how t o  control our thinking 
processes and a t tent ion  i n  t h i s  way. m e  purpose 
of t h i s  group is not t o  remove anxiety, but & 
control  it. .-* 

(Note: the  counsellor should repeat the  purpose of t h e  group and then 

have t h e  students note the  purpose in  t h e i r  notebooks.) 



The control of these disruptive thinking processes 
comes about by first becoming aware of when we a r e  
producing n , m t i v e  self-statements ' I'm not t h a t  
bright ' ,  o r  catastrophizing 'Boy, when q y  fa ther  
sees t h e  r e s u l t s  of  t h i s  t e s t  I'll be groundedg, 
o r  being task-Irrelevant !How do they expect we t o  
remember all those fac ts ' ,  etc.  Recomizina t h i s  
and catching ourselves w i l l  be a step-forward i n  
changing. Thfs recognition w i l l  a l so  a c t  as a 
reminder, a cue, f o r  us to produce d i f ferent  
thoughts and self- instruct ions and incompatible 
behaviour. We w i l l  learn how t o  control our think- 
ing processes during these meetings. Once these 
anxiety arousing thoughts are under control you 
w i l l  f i nd  tha t  the  anxiety experienced during 
exam o r  studying can be readi ly  and eas i ly  
controlled. 
(%use) 
Do you have any questions? 

( ~ o t e t  t h e  counsellor should out l ine  t h e  above procedure on t h e  blackboerrrd 

and ask the  students t o  copy it in to  t h e i r  notebooks.) The counsellor 

should answer any queries by refer r ing  back t o  the  general statement of 
. 

the  rat ionale.  ~ e / s h e  should employ examples offered by students t h a t  

i l l u s t r a t e  the  need t o  control  tenseness, arousal, thinking processes and 

at tent ional  s ty le .  

3. The session now turns t o  an instructed analysis  of cognitive 

a t tent ional  processes during t e s t  s i tuat ions.  This exercise is designed 

t o  increase each group member's awareness of the  c ruc ia l  r o l e  negative 

self-statements play in t h e i r  t e s t  anxiety. Students, once again, a r e  

asked to mentally review t h e i r  responses t o  the laboratory t e s t i n g  s i tua t ion  

and t o  the  emmination o r  studying s i tua t ion  in which they most recently 

experienced test anxiety. A8 group members s i l e n t l y  review in  d e t a i l  

t h e i r  reactions t o  these s i tua t ions  the  counsellor encourages the  students 

t o  perform a s i tua t iona l  analysis  of their test anxiety. 



This exercise is introduced with the  instructionsr 

Alright,  the  first thing we_are going t o  do is 
mentally analyze t h e  anxiety thaet we ac tua l ly  ex- 
perience with exams. I want you t o  begin by clos- 
ing your eyes and imagining t h a t  you a r e  about t o  
take t h e  t e s t s  t h a t  you took eaz l i e r  f o r  t h i s  study. 
(pause ) 
Now, I want you t o  begin by reca l l ing  your thoughts 
and f e e l h m  immediately p r i o r  t o  .taking the  t e s t s .  
Then slowly r e c a l l  your responses as you see your- 
s e l f  taking t h e  t e s t .  Imagine you a r e  watching a 
movie, but watch t h e  events as they flow by on a 
mental screen. Think! 
(pause) 
What do you f i n d  yourself  saying t o  yourself and 
thinking? 
(Pause) 
What a r e  you worried about? 
(pause 1 
A t  what point does t h i s  occur t o  you? 
(pause ) 
When do you s b t  fee l ing  anxious? 
(pause) ?.?.ir . g  . 

A t  t h i s  point, t h e  counsellor should ask for responses t o  each of his/her - 
questions from individual students.  This should continue u n t i l  a l l  t h e  

students have had a chance t o  respond. This discussion, l i k e  a l l  others ,  

should be conducted i n  a random nanner r a the r  than i n  a spec i f i c  pattern.  

The reason fo r  t h i s  random se lec t ion  is t h a t  anxious people tend t o  

become more wxious as they w a i t  f o r  t h e i r  turn. Consequently, they do 

not l i s t e n  as well as they might ta  the  responses of other  group members. 
f 

When the group members have gone over in d e t a i l  t h e i r  responses t o  

the  laboratory t e s t i n g  s i tua t ion ,  they a r e  t o  imagine the  last t e s t  they 

took i n  which anxiety posed a problem. The counsellor should mention some 

possible exaras by name, such as, 

Remember t h a t  last Math, Science, P. E., Ebglish, 
o r  Social  Studies t e s t  t h a t  you took. Pick one of 
them and s i l e n t l y  review t h e  sequence of events 
beginning with your studying f o r  the  exam,then t h e  



4. The counsellor, having completed the  instruct ional  part  of the  

session, e l ici ts  memberst comments on the  events of the  hour. A l l  happen- 

day before the  exam, enterbur the  room t o  take the 
exaa, r e c e i v i q  the exam, and t a k i q  the  exam. 

Again, the  analogy of watching a movie of these events is useful. ( ~ o t e t  

the  counsellor should make br ief  notes on t h e  responses of each student 

t o  t h e  questions posed.) The counsellor should encourage the  studen 

t o  note t h e i r  enotional and c o m i t i v e  responses, noting when t h w  

ings and incidences, if questioned, should be interpreted at t h i s  time. 

The counsellor then outl ines the  homework ass-ent. The assignment 

consists  of each group member mentally reviewing and recording t h e  evalu- 

a t i v e  s i tua t ional  events f o r  each day u n t i l  the next counselling session. 

what the  associated stimuli are .  When t h i s  review is completed t t e  

o r  encourages a brief  discussion.of the  group ~embers* experiences, 

The reviewing and racording should be completed at the  end of each day. 

They a r e  t o  note n e ~ a t i v e  self-statements, when and where they occur and 

the  anxietx poducing conseuuences of these statements. The counsellor mks  

counsell- 

emphas- 

the  members to bring t h e i r  list of such i n s b n t x s  to the next session. 

Session 2. (1 hour) 

izing the  part played by the  student's nwat ive  self-statements in'test 

anxiety. 

1. The counsellor should use the first few minutes of t h i s  session 

t o  put the  nembers a t  ease, to answer questions t h a t  have ar isen,  and t o  

b r i e f ly  repeat  t h e  ra t ionale  f o r  the  counselling procedures. (See Session 1, 

sect ion 2, on page 47 of this manual). Once t h i s  is completed, the session 

can turn t o  a discussion of each student's homework assignment. The,= 

counsellor should give posi t ive reinforcement t o  the  students f o r  rediewing 



and recokling t h e i r  evaluative s i tua t iona l  anxiet ies ,  but he/she should 

not be too effusive. Using t h e i r  homework examples as a source of data,  

the  students continue t o  explore the  concept of negative self-statements 

as employed in a number of- s i tua t ions .  The counsellor wants the  students 

t o  become aware of t h e i r  self-statements within the  context of environmental 

s i tua t ions ;  t h a t  is, t o  perform a s i tua t iona l  analysis.  In what s o r t s  of 

evaluative s i tua t ions  do test anxious students emit n-tive self-statements? 

The counsellor should t race  ( for  each individual) the Dcidence, tiwin&, 

f'reauency, and duration of his/her negative s e l f  -statements . Negative 

self-statements usuztlly.have a worry or  self-oriented thinking quali ty,  

f o r  examplet 

I must achieve; If I fail ,  then what? 

Thiswworry componentv is usually followed by cahs t rophis ing  ideation: 

L can't do anything) I'm infer ior ;  I never could 
do anything. 

2. Having discussed the  anxiety arousing and d i s t r ac t ing  thou&ts 

charac ter i s t ic  of each group member, the  counsellor now encourages each 

group member t o  write a list of the  self-statements t h a t  occur most f'req- 

uently and are most deb i l i t a t ing  f o r  hiq/her. Once again, the  counsellor 

encourages each student t o  include se l f -s ta temnts  that a re  experienced 

while studying f o r  and actual ly  taking a~I&exam. 

The following categories suggest t h e  type of d is t rac t ing  thoughts 

t h a t  a r e  most f'requently reported by t e s t  anxious individu'als . These 

categories,  as developed by Richaxdson (1973). can be used as an effect ive 

means of prompting t h e  students as they attempt to r e c a l l  negative se l f -  . 
statements . 



a) Worrying about t h e i r  performance, including -how well others  

a r e  doing as compared with h&self/herself .  For exampler 

" I ' m  r e a l l y  going t o  f l u b  this one," or  "Gee, everyone e l se  

is on page two and I 'm only on page one." 

1 b) Ruminating too long and f r u i t l e s s l y  over a l t e rna t ive  answers 

o r  responses. For example, "This one seems too easy, there 

must be a t r i c k  t o  it." 

c )  Being preoccupied with bodily react ions associated with anxiety. 

For e y p l e r  "I f e e l  l i k e  I 'm going to be sick," o r  "What ' w i l l  
p?"* 

I d o 6  I throwup.* o r  "Boy, is it hot in here!a 

s s i b l e  consequences f o r  doing poorly on the  
r 

t e s t :  disapproval, punishment, l o s s  of s t a t u s  o r  esteem, damage 

t o  academic record o r  job changes. For examplet " If I don' t 

pass t h i s  1.11 never make it t o  ~ n i v e r s i t y . ~  

e)  Concentrating on f ee l ings  of inadequacy. These may include 

ac t ive  se l f -c r i t ic i sm o r  self-condemnation, c a l l i n g  yourself 

"stupidw, o r  considering yourself  worthless. For exanple: 

"Boy, eua I ever dumb, I can't even do Xath 10." 

After constructing t h e  list, the  s tudents  r epor t  on these self-state- 

ments that occur most frequently.  Once t h i s  is done, t he  counsellor can 

begin t o  take a somewhat more passive r o l e  by s k i l l f i l l y  askingt 

Are you t ry ing t o  t e l l  us t h a t  part of your problem 
is what you aze t e l l i n g  yourself? How is t h i s  so? 

A t  t h i s  point, the group can try to convince the couns l o r  as well as p" 
other  members, and obviously themselves, that the r a t iona le  does apply 

t o  them. This play,of having the  group convince t h e  counsellor, should 

not  be used too early. What does too ear ly  mean? Well, t h e  group must 
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first explore t h e  nature of t h e  self-statements and the  self-defeat- 

and se l f - fu l f i l l i ng  prophecy aspect of t h i s  s t y l e  o f  thinking. Hembers 

should have examples of negative self-statements i n  many evaluative sit- 

uations. 

3. Now, given the  students' recognition of t h e i r  problem, t h e  couns- 

e l l o r  begins the ins t ruc t ional  phase of this Session - ips t ruc t ion  in t h e  

use of a l t e rna te  coping self-statements. In order t o  f a c i l i t a t e  t h i s  

i n i t i a l  instruct ion,  t he  counsellor provides the group members with an 

i l l u s t r a t i v e  list of anxiety-coping self-statements. These statements \ 

i l l u s t r a t e  t h e  type of coping self- instruct ions t h a t  can be useful  in 

coping w i t h  each of th ree  phases of exam taking; (a) coping; with runaway 

anxiety o r  fee l ings  of helplas,sness when they do occurj (b) confronting 

and handling the i n i t i a l  s t r e s s  of the  exam; and (c)  recomiz inq  and 
+ 

reinforcing: the successful use of these coping s t ra teg ies .  Students may 

wish t o  s e l e c t  coping se l f - s t a t~men t s  f'rom t h i s  list, o r  preferably to 

devise t h e i r  own anxiety reducing .md task oriented self- instruct ions.  

m p l e s  of Coping S e l f -Sta t  ements ( ~ o l r o y d ,  1976) 

(a) Coping with t h e  f e e l i w  of being overwhelmed 

Take a deep breath,  re lax ,  stop; take your time. 

Don't g e t  anxious; just take off  a moment and focus my 

a t t en t ion  on what I have t b  do. 

Don't try t o  eliminate the anxiety t o t a l l y ;  just keep 

it manageable. 

Keep the  focus on the  present and what 

Lots more t o  do before I f in i sh .  Jus t  

a t  a time. 

it is I have t o  do. 

take one question 



This is the  anxiety that I thought I might f ee l .  

It's a reminder f o r  me t o  cope. 

Slow down a l i t t l e ;  don't rush me and g e t  a l l  in  a 

* panic . . . there '  s t b e  f o r  most of it. 

(b) confront in^ and handl'inp; t he  s t r e s so r  of takiw an extun 

What is,ita I have t o  do? No negative self-statements. 

d Jus think ra t iona l ly .  J ,  

Don't worry; worry won't help anything. 

Focus on the task;  exactly what does the question r e a l l y  
I 

ask? It doesn't say t h i s  . . , o r  t h i s  . . . it jus t  asks . . . \ 

Jus t  think about w h a t  I can do about it. That's b e t t e r  

,than ge t t ing  anxious. 

Don't look f o r  t r i c k s ,  just  what does it say? 

What's the  basic question, what's t he  main paint? 

I don't want t o  g e t  l o s t  in d e t a i l ;  stand back and look 

a t  t h e  t o t a l  picture .  

I can't  g e t  t h e  f e e l  of how t o  say t h i s  .., l e t  me jus t  

s t a r t  writing about it, maybe t h a t ' l l  g e t  me in to  it. 

That's- a s tupid ques.tion. Okay. It's stupid,  o r  I don't 
- . - .  

g e t  t h e  point. I'll come back t o  it. 

Wonder how many I can m i s s  f o r  a "B" . . . I'll f igu re  that 

up l a t e r ,  just pay a t t en t ion  and f i n i s h  t h i s  up. 
... 

(c  ) Reinf o m   in^ self-statements 

It's working. I can cont ro l  how I fee l .  

W a i t  u n t i l  I t e l l  my group about t h i s  

I am i n  control.  I made more out  of my f e a r  than it 



was. worth. 

My darn ideas; tha t ' s  t he  problem. 

I control ,  my fear. s 

' a ' s  ge t t ing  b e t t e r  each time I use 

I did it! I did it.: 

When I co&r61 them 

the procedures. 

The counsellor should enphasize t h a t  becoming aware of anxiety arousing ' 

and d i s t r ac t ing  thoughts and replacing t h e  v i t h  a n x i e t i  reducing se l f -  * 

instruct ions such as these is an ef fec t ive  method of anxiety reduction. 
i 

To t h i s  end, t he  counsellor should work through severa l  exampJes w i t h  t h k  

group. For instance: 

ESaurple 1, 

Arousing s e l f  -statewent . 
"Gee, everyone e l s e  is on page two and 

Sequence of Coping self-statements. 

(a) Lots more t o  do before I f in i sh .  
I 

a t  a time. 

I ' m  o h y  on page one." 

J u s t  take one q u e s t i i  

(b) , Don't worry; worry won' t help anything. 

(c)  It's working. I can cont ro l  how I f e e l .  

Example 2 

Arousing self-satement .  

"This one seems too easy, t he re  m u s t  be a t r i c k  to  it." 

Sequence of Coping self-statements. 

- (a) Don't g e t  h x i o u s i  jus t  t ake  off  a moment and focus my 

atkent ion on what I have t o  do. 

(b) Focus on the task;  exactly what does t h e  question r e a l l y  

ask? It doesn't say this ... o r  th is . . .  it jus t  asks ... 
f 



( c )  My dam ideas; t ha t e s  t h e  problem. When I control them 

I control my fear. 

The counsellor, having completed several examples on the blackboard, 

then asks each group member t o  write out seversl more examples of the  

proper use of self-stateaents t o  contqol anxiety during test  situations. 

A t  t h i s  pointi t he  counsellor should 1/ ove frollt member t o  member offering 

help where needed. Rte students should be told t ha t  these examples w i l l  

be used as a basis f o r  student-counsellor interaction i n  future sessions. - 
4. The counsellor, having conpleted the instructional par t  of the 

session, e l i c i t s  members9 coments on t h e  events of the hour. All happen- 

ings and incidences, if questioned, should be interpreted at this time. 

The counsellor then outlines the  homework assignment. F W t ,  each student 

shotlld, if not already completed, complete the two exaraples of replacing 

anxiety arousing thoughts with anxiety reducing self-statements. Secondly, 

the st d"-- ents a r e  reminded t o  continue t o  review and record -the evaluative 

s i tuat ional  events f o r  each day - noting negative self-statements, when 

and where they occur and the  anxiety producing consequences of these 

statements. 

Sessions 3-5. ' (1  hour) 

1. Wing sessions 3-5 the  counsellor spends approximately 10 minutes 

a t  the  beginning of each session inquiryhg about $he groupes observations 

concerning the emission of additional anx y arousing self-f3tatements apt 
dqring the week; and how they conbatted themr This discussion serves to 

re-introduce the  group t o  the counselling procedure as well as f ac i l i t a t i ng  

the recognition of additional tes t  anxieties to be explored in the second 

part of the session. 
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2. The counsellor, having co~ple ted  t h i s  period of re-introduction, 

then proceeds to  spend 35-40 minutes working individuslly with eauh student 

i n  t he  group. ~ e / s h e  should devote a p p r o x k t e l y  four minutes t o  each 

student. The counsel lor~s  goal during t h i s  time period is to identify 

the studentns habitual t h i n k k  s ty les  that contribute t o  his/her anxiety; 

and to apply leverage t o  change t h e i r  cognitive styles. It is during 

these periods of individual instruction tha t  the  counsellor gives the 

student the opportunity t o  investigate the self-defeatfasr, and se l f - ful f i l l -  

ins; prophecy aspects of t he i r  se l f  -statements and behaviours . In i t i a l ly ,  

then, the counsellor encourages each student to  identify: 

a) the content of the  disruptive thoughts tha t  dominate 

the c l ient ;  

b) the environmental context within which these thoughts 

oocur; and 

c )  the negative behavioural consequences of these thoughts. 

As each group member acquires these s k i l l s  of identif'ying, the 

- counsellor begins ta challenge his/her anxiety engendering thoughts and 

encourages h w h e r  t o  employ the  techniques fo r  coping with them. The 

counsellor questions the logic and val id i ty  of these statements and en- 

courages each student t o  practice replacfng these disruptive thoughts 
n 

with a l ternate  self-instructions designed t o  f a c i l i t a t e  task attending 

A8 the  counselling session proceeds, each student should becone capable i 
of questioning the i r  own dis t ract ing thoughts and b dwise  a l ternate  

anxiety coping self-statements. 

Note* As the  counsellor works with each individual, care must be -' 

taken t o  see t ha t  the other members of t he  group lsaintain t he i r  interest .  



&is potential p$obla, one of boredom, can be countered by the counsellor 

if he/she periodically looks a t  and redirects  the conversation to the 

other members of the group as he/she works w h e  student receiving 

i nd iv idq l  insnstct ioi  . For instance, the  ~ounse l lo r  might r e d i r e c t  Fm. 

the individual t o  the  group by looking around the group as he/she saps 
-?r 

Well John, you seem to be saying to yourself that 
you a r e  going t o  fail  the  t e s t  even before you write 
it. This is very similar t o  what Mary (looks direct- 
l y  at Hary) and Bob (looks d i rec t ly  at  ~ o b )  have been 
f=yins. 

The counsellor should allow Wary and Bob t o  respond if they wish to, but 

he/she should encourage them t o  be brief since group discussion is t o  be 

It should a lso  be noted here tha t  the counsellor should once again 

work through the group i n  a random fashion i n  an attempt to minimize the 

anxiety for each member as they w a i t  f o r  the i r  turn f o r  individual instruc- 

tion. This also helps t o  keep each member involved since they are  not 

aware of when they w i l l  be called upon. 

The following procedures and techniques a re  offared as possible 

guidelines f o r  the  counsellor during the 'period of individual instruction. 
1 r 

a) The counsellor continually idantif i e s  r e l a t i onsh ip  between si tuat ional  ,/ 
/ 
i 

variables (i.s. encountering a d i f f i c u l t  question on a t e s t ) ,  the 

student's thoughts (i.e. "1'11 nwer  do it, I w i l l  fa i l" )  and* behav- 
k 

i o d  (i.e. f'rantic 'atteapts t o  locate an easy question). The counsellor 

should emphasize t ha t  anxiety engendering thoug;hts a r e  a crucial  
P 

modifiable l ink in' t h i s  chain. The counsellor should instruct  8tudent.s~ 

Whenever you f ind yourself get t ing upset, ask your- 
s e l f  what sentences aze you w i n g  t o  yourself which 
cause you t o  becone upset. St&& looking fo r  these 
sentences and thoughts. Often the  sentences take 



forms such as, ' I'll never . . .' , I'm not bright 
- enough . . . ' , 'This quest ion is &possible . . . ' 
Then ask yourself what these thoughts have t o  do 
with t h e  task at hand. Focus on what you might 
be able  to r e c a l l  frola your work in c lass  or  from 
your study notes. Once you begin t o  question and 
challenge your sentences you w i l l  begin t o  find 
t h a t  they s top  coming up again as they did in  t h e  
past.  

' w e  t o  go over anxiety amusing s i tua t ions  The counsellor sho Id  c 

t h a t  the  students ident ify in t h e i r  "evening revieww of each day's 

events. It is pbssible t o  i n i t i a t e  t h e  individual work with each student 

by inquiring about t h e  r e s u l t s  of his/her da i ly  'evening review" . 
b) AS E l l i s  has suggested, explain t o  the  students t h a t  it is not some 

stimulus A such as a t e s t  that gives r i s e  t o  t h e i r  upset o r  anxiety .I- 

(which we'll c a l l  C )  , but ra ther  it is B , what they a r e  saying t o  

themselves, t h a t  causes C. Another way' t o  put t h i s  is t h a t  A is t h e  

existence of fact o r  event o r  behaviour or  another person. C is your 

reaction, usually emotional upset. But A does not cause C ; ra the r  

it is B , which is your self-verbal izat ion t h a t  A is t e r r i b l e ,  horr- 

ib le ,  etc.  t h a t  causes C. This explanation should be diagra.med on the  

blackboard o r  overhead transparency and copied down by the  students. 

c )  Convey t o  the  students t h a t  what maintains and perpetuates emotional 
B 

distmbances a r e  in ternal  verbalizations and i r r a t i o n a l  ideas and 

thoughts. If we don't question them, the  phrases and sentences become 

habitual. They become thoughts that influence our emotions and behaviour. 

d )  Paint out t o  the  students t h a t  t h e i r  evaluative self-statements often 

- 
represent quick, i l l o g i c a l ,  v i r t u a l l y  i r r a t iona l  (unreasonable) judge- 

--. 
ments. f l u s ,  the  students w i l l  Frequently make the  judgement, "This 

t e s t  is too hard f o r  me", after reading one o r  two questions of a long 



t e s t .  In .sist tha t  they question thes geslents, noting t h  
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!at t h i s  

is a habitual response, which can be changed, and not an accurate 

evaluation. 

e) Focus upon what kind of self-statements a re  e l ic i ted  by the  emotional 

arousal the student experiences in evaluative s i t u d o n s  . Uhile 

v i r tual ly  a l l  students become aroused when faced with a t e s t ,  only a 

minority interpret  t h i s  t o  mean they are  wf lusteredn , nfal l ing apartn , 
or similarly debil i tated.  Others interpret  thas t o  mean tha t  they're 

"up", "energized", o r  similarly fac i l i t a ted  in t he i r  perforamce. 

&courage the students t o  suggest and t o  practice emotiod. arousal 

as well as t o  avoid spend deal of t h e  time preoccupied with 

the  specific manifestation of arousal (heart beat, sweating hands, etc. ) . 
If they decide tha t  they're "energizedn rather than coming apart at  the  

-- I .  

seams they can behave accordingly, t h a t  is once they have s e t  'out 

negative and positive statements. 

f) Review with each student * the  resu l t s  of his/her daily wevening review" 

and work on those si tuat ions the student ident i f ies  as anxiety arousing. 

These si tuat ions can be dramatized and modelled by the  counsellor and 

the student, so tha t  both the individual and other group members can 

practice coping with anxiety a.rousing situations. The progression of 

the  sbu l a t ed  si tuat ions is t o  be baaed upon the  four s t e p  of coping, 

which are: ( i )  recognizing negative self-staterents8 ( i i )  stopping 

negative s e l f  -statement8 j ( i i i  ) emitting pasi t  ive se l f  -statements; and 

( iv)  administering positive reinforcing self-statements. The simulated 

practice session could be conducted as followsi 
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Settingt Counsellor and one student s i t t i n g  at  a t ab le  in f ron t  of 

the  group. 

Maryt "Yes, 

Counsellor: 

Mary: "When 

Counsellor: 

"Hazy, you s ta ted  e a r l i e r  that you f e l t  a great deal of 

anxiety while writing your Hath exam l a s t  T ~ e s d a y . ~  

I r e a l l y  did f e e l  very anxious." 

" A t  what point during the ex= did you f e e l  very (uncont- 

ro l l ab ly )  anxious?" 

I first saw how long the  exam w a s . "  

"Can you remember what you said t o  yourself at t h a t  t h e ? "  

..+ 

Mary: "I said,  '1'11 never get  through al l  of t h i s ;  I donet  know 

t h a t  much Wath. *" 

Counsellor: " ALright Mary, given t h a t  s i tua t ion ,  what should you do?" 

Maryr "1 should first of all t r y  to handle, cope, with.my feel ings 

by saying t o  myself something l ike ,  'Don't ge t  anxious; ,just 

take a moment off  and focus ny at tent ion  on what I have t o  doV. 

Secondly, by confronting and handling t h e  s t r e s s ,  by t e l l i n g  

.myself to, 'Do one question at a time, don't worry about the  

length of the  exam'. Thirdly, recognizing that I am coping, t h a t  

I can control my seh-statements and ray enotions. I could say, 

* I am in control,  I made more out of my fear than it was worth' ." 
Counsellor: *vex$ good IWyl John, what do you thinlt of ilaryes 

+ 
response t o  her  fee l ings  of anxietflR 

c?Zs i 

Later on, as t h e  students becone more familiar with t h e  format of 

draaatieation, the counsellor could start t h e  simulated s e t  by giving 

t h e  s i tua t ion  and having the  student work through the  four s teps  of 

coping - verbalize to the group in a fonr of stream of conscious thought. 



g) Keep in mind t h a t  yo& goal as counsello; is t o  redice t e s t  anxiety 

in past and followup assessments and ,your discussions a r e  t o  be focused 

on and related t o  this cr i ter ion,  You should r a i s e  the  following . 

question with individual students, particularly in  the last two sessionst 

"How 

3 

session, 

ings and 

is what we a re  learning here helpful i n  reducing t e s t  anxiety?" 

me counsellor, havim completed the instructional part of the - 
e l i c i t s  members' comments on the events of the hour. A l l  happen- 

g 
incidences, ff questioned, should be interpreted at t h i s  time, 

The counsellor then outlines the  homework assignment. F i r s t ,  the  students 

are  reminded t o  continue t o  review arad record the evaluative s i tuat ional  

events f o r  each day - noting negative self-statements, when and where they 

occur and the  anxiety producing consequences of these statements. Secondly, 

the students are reminded to  practice, no more than 15 minutes per day, 

the four steps fo r  coping with t e s t  induced anxieties, I 

The counsellor reminds the students of the time and place f o r  the 

next session, 

Seseion 6, (1  hour) 

1, The counsellor should begin t h i s  session with a brief review of 

the rationale. This should be followed by an overview of the counselling 

procedure t o  date. The students dhould be rminded that t h i s  is the last 

session and the i r  final opportunity t o  deal with anxieties re la t ing t o  

t e s t  taking. 

2, The counsellor should Ifst, with the  a id  of the  group, the most 

prevalent anxiety arousing self-statenents ~ e v i o u s l y  presented by the  

group members. These can be written on the board o r  on an overhead trans- 

parency . 



3 .  Once the  list has been reviewed by the  group, the  counsellor can 

e l i c i t  a cornpasable s e t  of anxiety coping self-statements from t h e  group. 

Ehch member should then be instructed t o  pick one of the  anxiety provoking 

statements and prepare hbse l f /herse l f  t o  draanatize the  s i tua t ion  f o r  the  

4. Ehch aenber of t h e  group w i l l  model f o r  t h e  other members t h e  use 

of a l t e rna te  self-statements. E k h  presentation should be of erpvoxiiaately 

two minutes in duration. Once again t h e  order of t h e  presentations should 

be on the  basis of random selection. A t  t he  end of each presentation the  

mentbers bf the group should be encouraged t o  comment on t h e  effectiveness 

of the  coping self-statements. 

5. The last 10 minutes can be used t o  sue up t h e  counsellin@; sessions 

by having each member shaze with the  group t h e i r  answer t o  t h e  following 

question t 

How have these sessions, that 'you have just  comp- 
le ted  here, been helpful in reducing t e s t  anxiety? 

A t  t h e  completion of the  sharing time, t h e  group Should be to ld  where and 

when t o  report  f o r  the  post-testing. 
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CHmm rv 

THE FIELD TEST 

Even with sound theoret ical  rat ionale fo r  developing and implementing 

the instructional counselling programs as described in the  previous chapter, 

the need fo r  empirical validation of the  effectiveness of the two programs - 
systematic desensitization and cognitive modification - is essential  if 

there is t o  be any -tee of accountable counselling p a c t i c e .  To t h i s  

end, a f i e l d  t e s t  was conducted a s  the f i r s t  s tep i n  t h i s  validation process. 

Positive findings f o r  these counselling procedures would be of signif- 

icance a t  the  secon%ary level  of education in  terms oft (1) identifying 

and remediating t e s t  anxiety i n  hi& school students; (2) providing high 

skhool counsellors with an empirically tested instructional counselling -. 
program; (3) providing a methodology by which high school counsellors can 

measure t he i r  effectiveness; and (4) demonstrating a need t o  incorporate 

such procedures into counsellor education programs so that counsellors can 

assist students t o  improve t he i r  a b i l i t y  t o  cope with s t r e s s  provoking 

si tuat ions such as test-taking. 

Field Test Methods 

The .f ield t e s t  was 

area of Vancouver B .C . 
enrolled in the school. 

'* conducted at  a s ondary school i n  a suburban 

Approximately r7j0 students i n  grades 8 t o  12 axe 

A group of 122 grade 10 students volunteered t o  

be assessed with respect t o  t he  level  of t e s t  anxiety, study habits,  and 

specif ic i ty  of anxiety t o  the  test-taking situation. From t h i s  o z b i n a l  

group of volunteers, 42 students were selected on the  following 'twsis. 

Only individuals scoring above 34 on the debi l i ta t ing scale of the 
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Achievement Anxiety Test were included a s  potential candidates f o r  the 

f i e ld  study. A pi lo t  study indicated tha t  t h i s  procedure would ensure 

that only the upper 10 percent sf t e s t  anxious students in the school would 

be sampled. O f  the i n i t i a l  42 students selected on the  basis of the  , ' 

Achievement Anxiety Test, 29 percent did not meet the selection c r i t e r i a  

s e t  f o r  the  Study Habits Checklist. The cutoff level  f o r  selection on t h i s  

instrument w a s  a raw score of not l e s s  than 62, thus eliminating individuals 

with very poor study habits. This procedure eliminated the  bottom 20 per- 
4 

cent of the scores obtained by the original  42 students. Of tkk i n i t i a l  

42 students selected on the basis of the Achievement Anxiety Test, 29 per- 

cent did not meet the select ion c r i t e r i a  s e t  fo r  t he  Fear Survey Schedule. 

The cutoff level  fo r  selection w a s  a raw score of no more than 187 which 
s 

excluded students scoring in the top 20 perce6t of the  scores obtained by 

the original  42 students. This measure was eaployed to ensure that  partic- 

ipants were primarily test anxious rather than generally anxious. Thus, 

a participant had t o  qualify on al l  three measures i n  order t o  be Included 

in the  group counselling program. This selection process l e f t  30 students 

t o  part icipate i n  th6 f i e ld  t e s t .  lhese 30 students were randomly assigned 

to  one of three counselling programs - systematic desensitization, cognitive 

modification, or  non-counselling control. 

Following these assignments, a l l  30 students were administered three 

pre-counselling assessment measures - State-Trait Anxiety Inventory (STAI), 

(Spf elberger e t  al, 1969) ; Anxiety Mff erential  (AD), (~usek & Alexander, 

1963); and Raven's S w a r d  Progressive Matrices (~aven,  1956). 



Once pre-sssessments were complete, the systereatic desensitimtion 

counselling group and the  cognitive modification counselling group were 

begun under the leadership of two $ounsellors specif ical ly trained in the 

use of counselling manuals. The non-counselling group had no colaselling 

, contact during the  act ive  treatment period. A t  the completion of the  

counselling programs the  pre-assessment instruments were administered and 

the resu l t s  were recorded. 

Field Test Results 

The resu l t s  of both the .pre- and p o s t ~ s e s s m e n t s  a r e  presented in 

Table I. The internal  consistency e s t  h a t  es , using alpha coeff i c  ienta , 
fo r  each pre- and $ost-counselling measure are reported in  Tsble 11. Based 

on these alpha coefficients it can be stated tha t  two of the measures 

(STAI and ~aven ' s )  used i n  the  f i e l d  t e s t  possessed a high degree of 

internal  consistency r e l i ab i l i t y ,  while the  th i rd  (AD) had nioderat e internal 

consistency (cf. Leal, 1979). The minimal difference between the  alphas 

f o r  t+e pre- and post-counselling assessments support the  r e l i a b i l i t y  of 

the  mean scores as presented in Table I f o r  the STAI, the AD, and the Raven's. 
* 

Table I reports pre- and post-treatment mean scores f o r  each-of the 

experimentd groups on each of the  dependent variables used i n  the f i e l d  
* 

t e s t .  S t a t i s t i c a l  significance of pre-posttest differences on each variable, 

, within each group were determined by Leal (1979) through the use of dependent 

t- tests .  m a  Table I, it can be stated that  the cognitive modification 

counselling progrrur had a positive effect  on the al leviat ion of anxiet es 2 
related to t e a t  s i tuat ions (e.g. on the STAI and-AD measures) as well as 

a positive effect  on test-taking performance (e.g. on the Ravengs measure). 



TABLE I 

FIELD TEST RESULTS 

Measure Cams elling Pre-Counselling Post-Cocmselliq 

Group Mean Score Uean Score 

Cog. Mod. 42.00 

STAI S o  D. 39.40 
35.209, Positive 

40.10 Negligible 

- a Non-Coun. 35.10 35.90 Negl i g  i b l  e 

Cog. m. 
AD S.D. 

Non-Coun . 
Cog. nod. 40.40 

Ravenv a S .Do 40.80 

Non-Coun . 41.70 

46.109, Positive 

45.50 Negligible 

53.70 Negligible 

43.90, ~ o s i t i v e  

45. OW Positive 

41.30 Negligible 

Cognitive Wodif ication (cog. W. ) 
Systematic Desensitization (S.D.) 

Non-Counselling (~on4oun. ) 
w~ ignif icant at p < , O 5  (cf . Leal, 1979) 

TABLE I1 

IlWERNAL CONSISTENCY ESTIMTES OF FIEID TEjT HEASURS 

STAI .84 83 
A. D. a 7 4  69 
Ravenv s 087 -86 
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These data support the u t i l i t y  of cognitive modification counselling 

programs in reducing dqbi l i ta t ing t e s t  anxiety in high school students. 
** * 

3 5 

The data from Table I re la t ing  t o  the systematic desensitization 

counselling program appear t o  indicate t ha t  t h i s  program experienced 

somewhat lhited success. The s y s t e b t i c  desensitization procedures appear 

t o  improve test-taking performance (e.g. on the RavenVs measure), but have 

l i t t l e  concomitant effect  on self-reported anxiety (eeg. on the  STAI 

and AD measures). 

The non-counselling group changed very l i t t l e  on any of t he  three 

measures (e.g. on the  STAI, the  AD, o r  the ~aven 's) .  The s t a b i l i t y  of 

the control across the  pre- t o  post-assessment time interval  further 

confirms the  val id i ty  of associating the observed changes i n  experinentzrl 

measures, f o r  the sys temt ic  desensitization a& cognitive atodlffcation 

counselling groups, with the actual  counselling intervent ions undertaken. 



CHAPTER v - 
D I S C U S  ION 

Counselling procedures, in order to be eaployable by high school 

counsellors, must meet the minimus c r i t e r i a  of being both effect ive and 

practical. The systematic desensitization &d cognitive modification 
6 

counselling procedures, as outlined i n  this thesis, appeq t o  be both 

effective and practical  counselling techniques f o r  t he  treahent of high 

school students who possess s i tuat ional  t e s t e e l a t e d  anxieties. This being 

so, the  implications of t h i s  study f o r  high school counsellors and high 

school counselling procedures should be clearly exaained. 

The assessment procedures and cows e l l ing  curr'fcula, developed and 

employed in the  current study, equip the  high school counsellor with a 

means of identifying and remedisting the problem of test-elated anxiety 

as experienced by high school students. The ab i l i t y  t o  identify the problem 

of t e s t  anxiety affords the counsellor the  opportunity t o  intervene before 

these anxieties create a c r i s i s  s i tuat ion fo r  the student and a l l  Chose 

concerned with hi6/her academic attainment. Th& is, the counsellor has 
.=, 

the means by which to laaka an early assessnent~of the  level  of t e s t  anxiety 

e x p e r i e n ~ ~  by all students long before they a r e  required to' write importht  

examinations which may influence w e i r  overall  career dwelo$ment. 

y e  the  c o ~ s e l l o r  has i f i ed  the problea as be- a serious one 
i 

fo r  s- students, he/she csr;fform a counselling group and begin t o  work 

toward remediation of the  problem through the application of t he  systematic 

desensitization and/or the  cognitive modification counselling procedures. 

Assigruent o i  tast d n x i o ~ ~  students t o  a d i c u &  group counselling 

procedute could'be in part determined by student's esponses to questions L 



( d u r i n g  informal interviews) that r e l a t e  t o  the  specif ic  components of 

' t e s t  anxiety ( i .  e., emotionality and worry). From such responses it would 

be possible t o  theoret ical ly match students t o  treatments, Tfius, the 

systematic desensitization counselling procedure m i g h t  be reserved f o r  

students whose t e s t  anxiety has a dominant emotional coaponent (toe.,  

physical manif eatations such as nausea, hesdachers, and so on), whereas 

the cognitive wdif ica t ion counselling procedure would tend t o  be ut i l iaed 
0 

' . 
with &dents h o s e  t e s t  anxiety has a dominant worry component ( tee.  

negative self-defeating statements). F'uture reseazch mo j tx t s  involved in 
+ 

the treatment of t e s t  anxious students should be designed along *hese 

t 
propoqed l ines  t o  t e s t  t h e  va l id i ty  of matching counselling treatments t o  

/ 

studeat anxiety aptitude, k 
-4 

?he instructional nodel of counselling, which typif ies  both the 

sys t e m t  i c  d es ens it b a t  ion E& cognitive mod if i ca t  ion couselling p c  edur a, 

enablds the counsellor to become a t e a c h e d a c i l i t a t o r  of s k i l l  dwelopaent) 

who reasurea his/her eff ectivenelss in concrete t e r m s .  This is in marked 

contrast to the medical model of counselling, where the  counsellor 'is merely 

a peacr iber  (intervener) of remedies who measures his/her effectiveness 

in t e m s - o f  the  approval of others - students, parents, teachers, and so 

forth,  Ehrly intervention in to  the woblem of t e s t  anxiety has the potential 

effect  of a w i n g  students to becoae involved in  the counselling process . . 
7 

ss active7 l e a n e r s ,  ra ther  than as "$roblem plpilsm. 

As f o r  the criteria of prsct icabil i ty,  both the systematic desensit- 

4 this requirement on several counts. ~ b t ,  they are economical. On the  

-is of th resu l t s  of the f i e ld  t e s t ,  it is apparent thgt systeraatic P .  
0 

. 
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desensitization and cognitive nodif ication can be effectively employed in 

groups and thereby reach several students w i t h  a cosuaon anxiety poblem. 

Grou-ps of s i x  .to ten a r e  easi ly managed, representing l e s s  than one counsell- 

or hour per student (e.g, six, one-hour counselling tsessions f o r  s i x  to ten 

students). Second, counselling time can be Further reduced if students 

l y  involved and interested in the counselling process. The students 

in the counselling; sessions, and in doing so model f o r  each other 

an active-coping ro le  in place of a passive reactive one. Third, no 

elaborate f a c i l i t f e s  are necessary, A re la t ively  quiet  room with su.itable 

tables and chairs is suff ic ient  . A fourth -pa:actical advantage is that 

counsellors can be easi ly trained in these coun~el l ing procedures. The 

counselling manuals a r e  self-contained t o  the extent tha t  several hours 

of reading, followed by several hours of siantlated counselling p a c t i c e  
t * 

can equip the school counsellor with the  s k i l l s  necessary f o r  implelaenting 

these group programs. Finally, these participants can apply newly acquired 

coping s k i l l s  t o  a wide yariety of present and future anxiety-azousing 

si tuat ions,  For instance, the  students in the f i e ld  t e s t  reported employ- 

ing t h e i r  coping s k i l l s  t o  reduce anxiety before playing in a basketball 

gare or speaking i n  plblic.  These experiences give the  student a sense 

of accomplishment, control, confidence, q d  a sense of his/her own personal 

coping abi l i ty .  This is yet another sense i n  which such counselling 

ures can a c t  as effective preventive, as well as remedial, intenrentions. 

The effectiveness and practicabil i ty of both the  systenmtic desensit- 

ization and the  cognitive mdif ication instxuctional mogram have far 

reaching implications f o r  developing instructional counselling curricula 

f o r  use in public hi& schools, 
r ' 7 - \ --. 



Much of the cri t icisla that has been d i r e~ t ed~ toward  counsellors and 

the practice of counselling in pvblic schools in Bri t ish  Columbia, stems 

frola the lack oft (1) def ini t ive  roles  f o r  counsellors; and (2) quantit- 

a t ive  measures of counsellor effectiveness ( ~ G r e g o r ,  1978). These bases 

of cri t icism aan be eliminated ~ 5 t h  the fntroduction of instructional 

counselling progrants that equip the  counsellor with a methodology to  identify, 

design, implement, and evaluate effective counselling interventions. The 

goal-referenced dwe lopen ta l  model, as outlined in Figure 3 in  t h i s  thesis, 

equips the  school counsellor with a practical  process f o r  the  development 

of instructional counselling curricula. Based on the  appwent effectiveness . . 
.I 

of the  sys temt ic  desensitization and cognitive nodif ication counselling 

progx~w8 f o r  the treatment of t e s t  anxious high school students  a able I 

indicates that only the cognitive modification program ~&8Z-&f.edtive i n  

reducing anxiety self-report scores, both programs positively affected 

test-taking performance ) ; the application of the goal-ref erenced develop 

mental model t o  other counselling related problems would seem appropriate. 

Therefore, it is reconmended tha t  school counsellors seriously consider 
\ 

the use of r (1) both the syst-tb :&tization and cagniti,ve modific- 

a t  ion counselling procedures (as outlined in t h i s  thes i s )  in the i r  work 

with t e s t  anxious high school students; snd (2) the mal-referenced dwel-  
I 

opmental node1 as a flraaework f o r  the developlle&af other instructio 1 f" '\.\ 

counselling; programs f o r  the treatment of a m i e t y  of counselling related 



A simulation ,of session 1'. as outlined in the systematic desensit- 

ization counselling manual, was conducted in an education seminar at  

Simon Fraser UniV&rsi$y. The group consisted of f i v e  graduate students 

(1  f e n d e  and 4 males) in a masters of counselling program. They were 

asked t o  play the role  of t e s t  anxious high school students, who were 

involved i n  a systematic dekensitieation counselling group. The group 

leader w a s  a high school counsellor involved in develophg and field 

tes t ing instructional counselling manuals (i .e . the sys temt ic  desensit- 

ization and cognitive modification counselling manuals). 

Using an evaluative forspat based on the  concepts originally developed 

by Winne (l975), the simulated session was c l in ica l ly  supervised by trained 

graduate students. Feedback f r o m  t h i s  c r i t i c d  assessnent w a s  used t o  

waluate and revise the instructional aspect of both the systematic de 8"- 
s i t i za t ion  and cognitive modification counselling manuals. A aunnsary of 

'3 
t h i s  evaluation was detailed as follows. 

1. S t r u c t u r w  Skills 

Overview - a short presentation a t  the beginning of a session 

which outlines the  mjbr topics to be d e a l t  with and how they 

w i l l  be considered. 

Assessment - The counsellor could have expanded the  introduction 

t o  cover the whole of session 1. The counsellor did however 

thoroughly cover the  points t o  be discussed in t h i s  part of the  

session. 

Statement of Objectives - clear ly  s ta t ing what it is that the  

students should be able t o  do after the session that they could 

not do before the  session. 



Assessment - The counsellor continually s ta ted the  reasons f o r  

the  ac t i v i t i e s  t o  be attenpted. "Once you have learned the  

relaxation technique, it can be used t o  counter anxiety, tense- 

Topic Smmrization within a Session - brief ly  reviewing the 
B 

major concepts and t he i r  interrelationships tha t  have been 

presented as past of one of the topics exaained in a lesson, 
- 

Assessment - The cbunsellor did an excellent job of ammaxizing 

not only-the concepts, but a lso  what was said by the  group 

melabers. For instance, the synthesizing of the  comments made 

on the nature, duration, and severity of the t e s t  anxieties of 

the  &up. Specific reference was Qade to the  comments of 
't. 

group members; 

Session Review - br ie f ly  reviewing the major topics and their: 

interrelationships that have been presented in the session. 

Assessment - The coun~el lo r  did this very well. Not only were 

the  topics r ev i ekd ,  but homework re la t ing to the topica as w e l l .  

Verbal Markers of pw, - rtance - using a word or  phrase t o  s t r e s s  

the  significance of a fact, a concept, .or a process, 

Assessment - The counsellor did t h i s  on a number of occasions. 

For exarple , a If you are relaxed you cannot be tensen , or " If 

you relaxing you w i l l  e able to reduce a n x i e t p  . 
- P 

Stateaent of Transition - students to  a change in  the 

focus of the  

Aasessnent - The counsellor this emh t i n e  there was a ohange 

of focus, For instance, "How that we have looked at  the  nature, 
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duration, etc., ye w i l l  . . ." or  "Nbw tha t  Ke know something 

about the  theory, we are  going t o  practice ..." 
g) Induc* Set o r  Frov id iq  a Common Bsais f o r  Consideration - -- 

presenting an example or  experience that is re la t ively  the 

sase f o r > a l l  group members. 

Assessment - The counsellor did t h i s  on a nuaber of occasions. 

This tended t o  keep the in te res t  and involvement of the  group 

members. For exagple, ". . . we have s ta ted that  we all have 

problems coping with t e s t  s i tuat ions,  and we have physical 

manifestations such as t i gh t  stolaachs ..." 
h)  m i c a 1  Arratl~ement - placing students and materrials in a spa t ia l  

arrangement tha t  allows f o r  a pasticular kind of communiqation. 

Assessment - Me ambers of the group were asked t o  sit around a 

table ia such a manner that they could have eye contact with 

each other as well as with the  counsellor. 

2. Solicit- Sk i l l s  

a) Fact Recall Questions - questions that c a l l  f o r  the description 

of a single fact .  

Assessment - The counsellor used v e q  few o f t h i s  type of question 

because much of the  session w a s  instructional. This questioning 

techniques was prevalent i n  the  beginning of the session. 

b)  PPLce - controlling the speed with which information is brought 

into the  session by asking fewer o r  more questions. 

Assessment - The counsellor asked very few questions. He could 

have possibly asked more at the end of each section in the  session 
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before going gn - nore checking out of t he  students* understand? 

ing and thus slowing the  pace somenhat, 

c )  Redirection - asking the  same question of two o r  m r e  students 

in succession. . 

Assessment - The counsellor did an excellent job of redirecting 

the  conversation, For instance, nGomlon, have you experiencekl - 
feelinga similar t o  Doug?" . 

d) Past-QUestion Wait m e  - pausing three OE more seconds &ar 

finishing a question phrase before calling on a student t o  
, . 

answer . 
Assessment - The counsellor only waited about oneesecond before 

+ 
call ing on a student t o  answer. This a e a  needs some attending to, 

e)  Prompting Question - a question following an incomplete o r  incorrect 

student r e s p n s e  which asks the  &e student t o  Justify or  

elaborake on the  first answer, 

Assessment - The counsellor did a great deal of t h i s  in the  introd- 

uction t o  the  session. He asked menigars to give specif ic  examples 

of t e s t  s i tuat ions that were anxiety provoking when they gave 

general information. Wre of t h i s  could have been done later on, , 
0 

but was not. 

f )  Probing Question - a question following an incomplete o r  incorrect 

student response which asks the same student to just ify o r  

elaborate on the  first answer. 

Assessment - Af te r  explaining the  theory, the counsellor asked, 
- + 

"Do you have any questions on what I have .just said?# The 
' 

1 
students did not respond. The counsellor continued without { 



asking a specif ic  student t o  respond. 
.2 

3. React- Ski l l s  

Praise - expressing that a studentes response w a 8  a good one. a) 7 

Assessment - The counsellor did not give t h i s  type of feedback. 

b) Informational Feedback - stating -the degree t o  which a student 

in i t i a t ion  o r  response is accurate,an'd complete. 

'Assessment - The counsellor did t h i s  on several occasions in 

re la t ion t o  the  theory, In t h i s  session, however, most of the  

information came from the  counsefior - instructional.  

c )  Informational Feedback with Just if icat ion - stating the  degree t o  

which a student in i t i a t ion  o r  r@sponse is accurate and complete, 

on as t o  why that statement w a s  Blade. 
i 

t - The counsellor did not use t h i s  sk i l l .  Perhaps 

t h i s  could have been done in the early assessment of anxieties. 

d)  Incormrating Student Resmnse into the Session -, expl ic i t ly  using 

a student response in developi& the  ,content o r  process of the  

session. 

e Assessaent - The couns,ellor d id  much of t h i s  in  the early part of 
/ 

the session. The first part of the session is bu i l t  upon student 

responses. Perhaps these responses could have been restated by 

the  counsellor later on again in the sewion, 

e )  . Fbst-Response Wait The - pausing threp or more seconds s f t e r  s 

student f inishes with a statenent before engaging in any &her 

teaching act. 

Assessment - The counsellor waited on the  average about tno seconds. 

This caused f o r  some rapid f i re  discussion. ' 



4. Group Alerting S k i l l s  

a) Random Recitation Seauence - t o  c a l l  upon t h e  individual group 

members t o  respand in random order, I F 

Assessment - The counsellor d id  an excellent &b of practicing; 

t h i s  s k i l l  at all times durfng the session, 

b) Positive Q u e s t i o n k  Techniaue - t o  ask the  question and then c a l l  

. upon an individual by name 

Assessment; The counsellor made excellent use of t h i s  technique, 

He always used t h i s  s k i l l ,  r a the r  than asking the  individual and 

then asking t h e  question. 

c)  Go& Directed Promts  - statements o r  act ions t h a t  indicate the  

- goal t o  be at tained.  

Assessment - The counsellor made a numiber of  statements of t h i s  

nature. For example, , . in t h i s  group we w i l l  use t h i s  technique 

t o  help you t o  become l e s s  sens i t ive  t o  t e s t  situations*. 

d )  C a l l s  f o r  Demonstration - t o  have t h e  students demonstrate what 

they have been taught. 

Assessment - The counsellor did not do enough checking out,  He 
/ 

re l i ed  a grea t  deal on non-verbal feedback. On the other  hand, 

the  counsellor demonstrated t h e  procedure f o r  leasming how to.. 

relax. 

e) E& Movement and Coxrtact - t o  keep the  students involved by looking 

at individual members as nell%s the w h o l e  group. 

Assessment - The counsellor had good eye contact for  most of the 

session. The most obvious time when he did not was when he w a s  

taking; notes. 
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