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ABSTRACT
A CASE STUDY OF THE AfPLICATION OF PLAY THERAPY
IN A PUBLIC SCHOOL SETTING TO A GRADE 3 STUDENT
WITH EMOTIONAL DIFFICULTIES

The purpose of this study was to demonstrate through a
case study approach, how certain counselling interventions were
applied in a regular public school, outside of the classroom,
to a primary grade child experiencing emotional difficulties.

The couﬁselling approach involved play and play mat-
erials applied within a conceptual framework adapted from Erik
Erikson's psychosocial model of development and Robert Cark-
huff's model of the counseliing process. This investigation
made use of the case study approach to demonstrate by extended
example the application of clinical theory to counselling
practice in the area of educatiomnal psychology.

The participant for the investigation was selected on
the basis of the following criteria: (a) manifestations of be-
havior that was symptomatic of emotional difficulties; (b) aca-
demic performance considered to be below the child's capabil-
ities; (c) the above conditions (a and b) were historical in
nature, that is they had been ongoing through the child's pre-
vious academic career; (d) the difficulties (symptoms) were not
derived from a primary physical cause of a type that would sug-

gest medical treatment; (e) the child was nine years of age or
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under, and (f) previous attempts to assist the child to over-
come the difficulties appeared to have been ineffective.

After the child was selected his behavior was examined
within the framework of Erik Erikson's model of psychosocial
development. A diagnosis was generated which reflected the
difficulties at each stage of ésychosocial development. The
diagnosis led to the formulation of a treatment plan. The treat-
ment was carried on over a five-month period‘of time. Anec-
dotal records were kept of the application of both the treat-
ment interventions and observations of the child's behavior.

Behavioral change was measured thréugh pre-and post-
observations of academic performance and manifested symptoms.
The findings showed that the child made gains in academic
achievement levels and work habits. Socially, the chiid de- $\
veloped peer affiliations and showed a decrease in aggressiveness;k
Other findings indicated that the application of play therapy
within a public school setting required some adjustments to
traditional play therapy procedures to allay the concerns of
non-involved school personnel. Although it was found that the
child's school behavior improved, there were no gains reported
in the child's home behavior. These findings led the investi-
gator to conclude that a theoretical model for dealing with
childrens' emotional difficulties ought to be expanded to in-
clude the child's primary social systems (e.g. his/her family)

rather than the child alone, as the unit of treatment.
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Do not mistake the
child for his symptom

FErik Erikson
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CHAPTER 1

INTRODUCTION

The purpose of this investigation was to demonstrate
through a case study how certain counselling strategies were
applied in a regular public school, outside of the classroom,
to a primary grade child experiencing emotional difficulties;

To the sensitive observer of the cﬂildren in a typi-
cal primary grade classroom, a wide range of behavior patterns-
and emotional étates may be observed. If the educational en-
vironment provided by the teacher and the school is hiéh qual-
ity, then in all probability the majority of the students might
be seen to be coping well with the challenges of the classroom-
by meeting and putting to good use the intellectual and social
opportunities_that are present there.

In these same classrooms, however, there may be seen
children who do not appear to fare as well. Through their be-.
havior it may be presumed that some are struggling with emotion-
al difficulties. Blackham (1967) writes about these youngsters:
ﬁghildren who are burdened with anxiety and self-doubt cannot
éévote themselves wholeheartedly to learning but must exhaust
their energies in fighting the private battle that rages within
themselves'" (p. 2).

Blackham's main idea, that emotionally distressed

1



2
youngsters have difficulty committing themselves to learning,
is important because it relates to underachievement. The re-
gearch and clinical evidence on underachievement show that
"much delayed and slow learning is caused by pupil's emotion-
al and social problems'" (Ketcham, 1965, p. 190). Furthermore,
there is data that suggest that the underachievement patterns
that do arise in individual children in the earlier grades will,
if left unchecked, tend to continue throughout the later school
experience (Shaw and McCuen, 1960, p. 107).

Although it may be important to consider the cost
that these children pay in terms of their own personal distress,
these issues might also be fruitfully viewed from the vantage
point of the classroom as a whole. Through behavior, the emo-
tionally troubled child "demands to bé heard and consequently
effects the entire classroom'" (Blackham, 1967, p. 2). The
effect of the demands is that the teacher must often spend dis-
proportionately large amounts of time, both management and in- _
structional, dealing with sﬁch a child, thus raising the possi-
bility that other children may bé shortchanged as a result.

When these costs are added up, educators often feel
urged by the facts to take action. Frequently, however, the
school' s interventions may turn out to be custodial, i.e. pri-
marily geared toward containing inappropriate behavior on a day-
to-day basis. This sort of approach may not reduce the stagger-
ing costs that the children and the schools pay for the contin-
uation of the emotional distress. Action that is geared toward

understanding the distress and providing opportunities for growth



could make a difference.

As the‘evidence suggests that the distress and under-
achievement patterns that are manifest in the primary grade
child will persist throughout later years, it seems that there
may be benefits if counselling effnrts were focused 6n this
younger group. However, if effective understanding and cnmmun-
ication between the child and school counsellor is to naké
;Iéne then perhaps it.ought to be-in children's terms--in tefms
that are consistent with the manner in which children experience
the world. Erikson (1963) pointed out "...that the child's play
is the infantile form of the human ability to deal with experi-
ence" (p. 222).w For the troubled child, the potential exists |
that in play the child may have the opportunity to work out and
solve the thorny issues of his or her life (Hartley, 1976, p.22).
WPlay and its media may very well aid the school counsellor in
reaching the important counselling goals of developing a.rela—'
tionship, communicating with and formulating action oriented
strategies that can make a difference in the life of a troubled

primary grade child.

I. THE PURPOSE OF THE INVESTIGATION
/The purpose of this investigation'wns to demonstrate
through a case study how certain'counsellingﬁstrategies were
applied in a regular public school, outside of the classroom,
to a primary grade child experiencing emotional difficulties.
How might play, an important medium of childhood ex-
pression, be incorporated into an elementary school counselling

situation? It was hoped that this.investigation might aid in
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answering this question. Once having been raised, this question
alsd suggests a number of associated issues that need to be ad-
dressed if the greater question is to have an opportunity to re-
ceive full consideration:

1. What sort of children comprise the group who might benefit
therapeutically from a counselling program utilizating play?
2, Which theoretical consideratiéns musf be addressed by the
counsellor in order to make use of play and its media in the
counselling situation?
3. What are the physical requirements that would be necessary
in order to conducf suéh a program?
4. And,-finally, might a selected primary grade child mani-
fest positive gains as a consequence of such a pfogram?

II. -DEFINITIdN OF TERMS

Emotional problems-~behavior which cannot, after investi-

gation, be attributed to a primary physical cause, and which is
extreme and persistent, interfering with the child's ability to

learn.

They may work too hard or they may be unaple to work
at all. They may be exceedingly tense and irritable, or
they may be disinterested and apathetic. They may.be ex-
ceedingly shy and sensitive. They may act out their feel-
ings by being argumentative, destructive, and completely
lacking in concern for the rights of other people, or they
may be so precise and careful so as to appear to be model
children. (Farnsworth, 1965, p. 185)

Play therapy--a method of treatment for children experi-

encing emotional difficulties which uses play and its media as a
means to assist expression and communication between a child and

therapist.
III. THE CASE STUDY

In the field, case studies are widely used as "tools
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in many professions. The fields of social work, psychiatry,
and clinical psychology rely heavily upon case reports for
-recording and communicating descriptions of individual patients"
(Schontz, 1965, p. 66). .

In addition to serving the day-to-day recording and
communication requirements of field agencies, the case study
method may also be used by the scientific investigator. This
method "can be a very valuable tool in research” (Robinson, |
1976, p. 162).

As a research tool, the case study method offers
several features which make it useful and advantageous. Erick-
son (1963) suggeéted that the case study possessed the poten-
tial to enable the observer to view the interrelatedness of
various significant influences that may be affecting the life
of a subject (chap. 1). Thege influences under scrutiny by
the researcher might be current, or as Sears (1964) pointed
out, the case study may possess a longitudinal aspect, thus
allowing the investigator the opportunity to obserwve a sﬁb-
ject's long-term change and development (p. 6). Further, be-
cause the case study enables the investigator to take a broad,
overall focus, it has at times proven to be a fruitful method-
ological source for hypothesis building (Frey, 1978, p. 264).

Some criticism has occasionally been leveled at lab-
Oratory research, suggesting that the strict laboratory setting
can often involve "situations that are unfamiliar, artificial,
short-lived and call for unusual behaviors that are difficult

to generalize in the real world" (Bronfenbrenner, 1976, p. 2).
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A case study has the advantage of being able to be conducted
in the naturalistic setting. It can both draw its data on:the
real world from the original source, and make direct inferences
about the original source, thus avoiding the above criticism
while at the same time offering a high degree of relevance to
daily life. |

Insights drawn from a case study of one child in a
real life setting may have significance for other children for
the above reasons, but there are two more important points
that Shontz (1965) makes regarding the case study as a scienti-
fic method. First, the case study method can be used to demonf
strate technique. Shontz noted, for example, that clinical
interview procedures are invariably presented via case study.
The second point has to do with the ébility of the case study
to illustrate concepts which, without benefit of grounding in
a concrete setting, would be otherwise difficult to properly
convey (pp. 70-71).

It is hoped that through the case study that fdllows,
important concepts about children can be hade available to
counsellors who assist those children who are in the midst of
emotional difficulties.

IV. BASIC ASSUMPTIONS
;. The case study, as a research method, can provide
a structure within which thé‘development of a child in an
elementary school counselling situation can be examined.
2. Students who experience emotional difficulties are also

Prone to experience difficulty learning in the academic setting.
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3. School counsellors have responsibility in assisting
in the development of the child who experiences emotional dif-
ficulties
4. The school counsellor can assist the child who ex-
periences emotional difficulties to' improve his or her social
functioning and academic achievement.
V. DELIMITATIONS
1. The case study was carried out between December, 1980
and June, 1981, in a regular public elementary school in Van-
couver, B.C., Canada. '
2. The investigator met with the child in the school, but:
outside the classroom, twice a week for the duration of the
study.

3. The counselling strategies referred to as play therapy

were applied by the investigator during the bi-weekly meetings.:
4. Procedures for counselling interventions were carried
out within a conceptual framework Qgrived from Erik Erikson's
psychosocial model of development, and Robert Carkhuff's model
of the counselling process.
5. Criteria for the selection of the subject included
the following:
a. The subject should manifest problem behaviors
commonly seen in the public school classrooms.
b. The subject should show academic underachievement.
c. The subject should have a history of behavior pro-

blems and academic underachievement.
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d. The subject's behavioral and academic difficul-
ties should not be related to organic causes.
e. There should have been no previous effective re-
mediation of the subject's presenting problems.

6. The criteria for assessment of the subject's behavior
beforé and after the application of the counselling strategies
included the following:

a. Observations made of the subject's classroom be-
havior by the classroom teacher.

b. Observations made of the subject's academic
achievement made by the classroom teacher.

c. Observations made by the investigator of the sub-
ject's behavior in the counselling setting.

7. Observational data about the subject's classroom be-
havior was collected by the’subject's classroom teacher and con-
veyed to the investigator on a weekly basis.

8. Observational data about the subject, within_the coun-
selling situation , was collected by the. investigator dufing

the counselling sessions.



CHAPTER II

REVIEW OF THE LITERATURE

The theoretical framework within which the procedures
jin this study were applied are set out ‘in this chapter under
the‘followiﬁg headings:

A. The role of play in the process of child development.

B. The problem and the identification of the emotionally
troubled child in the public school.-

C. A modelwfor the(diagnosis of children who show emo-
tionally troubled behavior.

D. A model of helping relationships.

E. Play therapy as a means of aésisting adjustment in

emotionally disturbed children.

I. THE ROLE OF PLAY IN THE PROCESS
OF CHILD DEVELOPMENT
Although play theorists differ in the emphasis they place

on certain functions of play, they all highlight the fun-
damental importance of play for a ichild's growth and mat-

uration.... [Thereforel a basic insight into the nature
of play....seems essential for the clinician (Shaefer,
1976, p. 16).

This has implications as well for the school counsellor who
would aspire to make effective use of play in helping childrén
deal with difficulties. Accordingly, this section will first
attempt a definition of play. This will be followed by a sur-
Vey of various theories of play with an emphasis on certain

aspects of Piaget's understandings of symbolic play. This
9
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section will close with a discussion of some issues pertaining

to play and its relationship to childhood emotional difficulties.

Definition of Play

It may not be surprising that Roberts and Baird (1971)
found the most frequent activity that North American, white,
middle-class children (ages 6 to 1l years) engage in 6utside
of school hours, was playing. Play is not only the most fre-
quent "free-time" activity that children engage in, it is also
deeply embedded within the typical child's day-to-day activities
in such a way as to render the task of separaﬁing play out from
the other activities very difficult. Some researchers (Slobin,-
1964; Sutton-Smith, 1967) have dealt with this problem by accept-
ing the various commonly agreed to definitions of play,’g;gi play
is any activity engaged in for the purpose of pléasure. Miller
(1973) pointed out that it had been possible by that approach
to engage in "fruitful' research of the functions of play.
However, the lack of a clearly defined picture of play had left
this category of human activity open to be. critically labeled
as a ''wastebasket category of miscellaneous behavior" (p. 87).

In his attempts to define play, Miller reviewed
42,000 feet of unedited film.of baboons in a natural setting
in Kenya. As a result he concluded that there are character-
istics that differentiate play from non-play: (1) The motor
Patterns of primate play are similar to the motor patterns
found in other specific contexts. That is, the movements are

" . .
borrowed" from other contexts such as aggression, sex, feeding
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and grooming.
(2) The motor patterns can be performed in novel se-
quences...seldom possible in the non-play contexts in
which the behaviors also occur. (3) A particularly pre-
velent...pattern is repetition. Playing animals (and
humans) are almost always seen to perform various se-
quences over and over again (4) The motor activity
is often exaggerated or 'uneconomic' in comparison with
the form it takes in non-play contexts. (5) These
motor patterns occur independently of the types of moti-
vation that elicit them in non-play contexts (p. 89).
That is, the motor patterns of eating for example, are liable
to occur when the playing animal is not hungry and not around.
desirable food. In addition, 'play is largely (but not ex-
clusively) an activity of protected juveniles and infants" ¥
(Ibid.).

What begins to emerge here, is that play for Miller
is process not context. That is, it does not matter what par-
ticular activity the child (or adult) engages in, but how.

If the how, or process of a particular activity conforms to
the patterns that Miller has noticed, then as he suggested, we
may be justified in labeling the particular activity as play
(p. 89). What this means in practice is that if a child is
constructing a tent in the back yard from old bedcovers, for
example, so long as the goal assumes no importance to that

¥
child's survival, then we may properly call the activity play.
If the chess game that the adult engages in is to remain "just
a game' then the end goal--checkmate~-must remain ancillary to

the playing of the game. If the goal assumes importance in a

Survival sense then the game becomes more closely akin to work

(Ibid.).
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Some Historical Background

According to Millar (1974), play as a topic of in-
terest and study received only passing interest throughout the
ages until the natural science of the mid- and late-nineteenth ' -
century embraced evolutionary theory. It was duriﬁg this era
that play was first to receive legitimacy as a revelant and im-
portant object of study. Under the influence of evolutionary
theory, play was looked at as (a) serving some adaptive function
and (b) as recapitulating some lower order (phylogenetically
speaking) behaviors. To the evolutionist, the ten year-old boy
climbing on playground bérs might be strengthening his muscles
to Better enable him to do physically productive labour while
at the same time mirroring the typical behavior of apes. With

this latter idea children, through play, became a missing link

o
'12

-instinctively connecting human adults to their more primitive =~
cousins (pp. 16-18).

As the current century grew, evolutionary theory gave
way to the influemce of Freud who offered what is '"probably the
most influential theory of play" (Pulaski, 1974, p. 27). Based
on the mechanisms of wish fulfillment and catharsis, Freud (1962,
P. 42), suggested that the creative process begins in early
childhood with the infant fantasizing those objects that s/he
both needs and is deprived of. The hungry baby will create é
Mental image of a breast and act out this mental image (e.g. he/
Shg may suck her fingers) while s/he waits for the breast, thus v
functioning to ﬁake the delay more endurable, thereby providing

Mastery over an unpleasant experience.
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Piaget and Play

Another "influential" theorist who addressed play
was Piaget (Schaefer, 1976, p. 15). He too believed that "a
principal function of play is adaptive—-i;g; to help the young ‘ 
child gradually assimilate" and gain control over his or her
experiences " (IbidJ.

Piaget is most often thought of as having focused
on cognitive development. However, imbedded within the re-
sults of his research into cognition, one may fiﬁd enough ref-
erences to play and emotions to be able to comstruct a syste-
“matic account of play (Millar, 1974, p. 50) that goes beyong
what Freud offeréd both in completeness and depth (Pulaski,
1976, p. 28).

Although it has been put forward that "everything
that the child does is play" (Lefrancois, 1977, p. 261), Pia-
get's view was different. His view was that there are two
ways that a young child attempts to adapt to the world. The

first way Piaget called the process of accommodation. Accom-

modation is fundamentally adaptive and in its purest form it
is simple imitation (Pulaski, 1974, p. 7). Young children
will attempt to reproduce the words and actions of significant
adults the child has close contact with. Thus, the child comes
to fit into the family more and more closely.

Although to Piaget this process was not play, it was
intimately related to the process that he did label as play--

assimilation. As the child learns to adjust to the demands of

the environment through imitation, the other process, assimila-



14
rion is developing in a complementary fashion. In its purest
form assimilation is to be seen in the fantasy or imaginative
play of children. "Unlike objective thought, which seeks to
adapt itself to the requirements of external reality, imagin-
ative play is a symbolic transposition which subjecté things

. to the child's activity without rules or limitations [imposed
by the external world]. It is therefore, almost pure assimila-
tion, i.e. thought polarized by preoccupation with individual
satisfaction" (Piaget, 1962, p. 87).

Piaget appears to be saying that the form of activity
which he labels symbolic'play, is composed of the representing
of "absent objects" (Piaget, 1962, p. 11ll) by substitutes.
These substitutes, or symbols, become dependent upon the child's

- desires, without relation to,externaliy imposed rules. An ex-
ample of this can be observed in the case of the seven year-
old boy who declares: 'This puppet is my mom and I'm putting
her to bed without supper, right now!'" The puppet has been
called upon to act as a symbol (for his mother). The child
has made the’puppet/symbol part of his own activity and has
not gone by the usual rules of that family in which the child-
ren have frequently been sent to bed without supper, as punish-
ment. In his symbolic play, this child changed the family to
better suit his own internal needs. ‘

Commenting on one of the functions of this type of
Symbolic play, Piaget stated that it allows the child "to assim-
ilate the whole of reality, i.e. to integrate it in order to

‘Te-live it, to dominate it, or to compensate for it" (Ibid.).
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Symbolic play, thus seems to be important for the child's em-
otional well being, enabling the child, when necessary to (1)
re-live important past experiences, (2) to control those past
experiences which were overwhelming, or (3) to make up for
those past experiences which, for the child, were impoverished.

Millar (1974) has developed a model of play in which
she described and listed the functions of four types of play.
Although there are similarities between her treatment of play
and Piaget's, her systematic approach may be a valuable ad- .
junct to the previous material.

First,. according to Millar, exploring and movement

"play is the original form of play and occurs in new-born in-
fants. This type of play is said to be ongoing as the child
engages in an action and is-bent on perceiving the effects
that the action has. We can see this sort of play in the
youngster who engages in different actions "trying them out
systematically for the sake of different results" (p. 131).
Functionally, this sort of play has a; interesting
role: self-regulation. As the child engages in this sort of
play s/he is seen by Millar to be practicing self-control.
The infant who repeatedly bangs a rattle on her crib is en-
gaging in an early form of the sort of impulse control and
self-modulation that will be necessary later in life (p. 130-1).
The child's imitations are that child's attempts to
impersonate or to be like others around him/her. The function
for Millar of this type of play is that it permits the child

whose power in the world is minimal, to adapt obligingly
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_through reproducing the actions of those around him/her whom the
child perceives as being more powerful (p. 158).

Fantasy, feeling, and make-believe play is the name

Millar gives to that category of play that Piaget called sym-
polic play. Perhaps this is no coincidence, as Millér made

use of Piaget's studies in stating that his '"motion of sym-
pbolic play as 'assimilation' of events in symbolic form, prob-
ébly sums up best the exploring, manipulating, repeating, vary-
ing, confirming, and classifying of impressions, events and
feelings which can be observed in children's make-believe play"
(p, 156). The symbols tﬁemsélves have significance that re-
flects the child's emotional point of view. The child's think-
ing during symbolic play is '"'pre-logical, based on affective
rather than logical links between aspects of objects and ev-
ents'" (Ibid. p. 152).

Millar indicated that the young child playing sym-
bolically is not intellectually aware of how s/he feels and
thinks--s/he would need the logical skills of the older child
or adult to have that intellectual awareness (lhig.).

Millar has outlined three functions of fantasy, feel-
" ing, and make-believe play. 'First, this form of play is a
vehicle through which emotions may be explored. Just as a
child (or adult for that matter) may explore a new house or
toy, children often engage in fantasy around a new emotion.
They will concoct situations or simply replay real life situa-
tions until the new emotions associated with the situations

 haVe been rendered familiar and are no longer new.
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It sometimes occurs that children re-enact events

or re-create situations, not in fhe way they actually per-
‘ceive them but in the way they would like them to be (Ibid.,
p. 154-5). This author's daughter, an only child, announced
that her stuffed monkey was "really‘a real chimpanzee'" and
that she was going to care for it "even though it would be a
lot of hard work." Presumably, this play is wishful and com-
pensatory and quite likely related to her frequently stated
desire for a baby sister or brother.

A third function is that symbolic play may serve to
make concrete events or actions to which the child has no real
life access (Ibid.,p. 155). The five year-old daughter of a
logger might pick up a piece of firewood and play "chain-saw"
with it. Through reproducing the sounds and actions, which
can only be viewed by her ffom a distance her father's daily
activity becomes available, immediate, and tangible to her.

- Millar agreed with Piaget that social play (her

fgurth type) only begins to develop in earnest after age'eight
(p. 179). Millar pointed out that the organized games and
socializing of older children are the context within which
children develop cooperative and interactive skills that will
be necessary for adult social functibning (lhig' P. 180).

Emotions and Play

So far, this discussion of play has been concerned
with the play of normal children. As was discussed early in
this chapter, many non-play aspects of the behavior of emo-

tionally disturbed children are different from that of
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normal children. As might be expected, the play activities of
emotionally disturbed children are different too--play behavior
reflects the '"dynamics of development' (Hartley, 1952, p. 79)
of the child, and if the dynamics of development have been dis-
turbed, then the child's play will reflect this (Ibid). Erik-
son (1940), who analyzed the adaptive value of play, drew a simi-
lar conclusion. He suggested that children who have been bur-
dened with the overwhelming 'defeats, sufferings and frustra-
tions" (p. 561) will use play to compensate for those exper-
iences (Ibid).

What does this compensatory play look like? Hether-
ington, Cox and Cox (1979) observed the free play activities of
children, who were characterized as having undergone psycho-
logical stress during the process of the divorce of their par-
ents. The results suggest that one major distinguishing char-
acteristic of these troubled children was that they showed a
marked rigidity in their symbolic play (pp. 37-38).

* Elsewhere, Hetherington and Parke (1979), have sum-
marized the results from the same study in‘the following way:
[These children] have fewer different characters involved
in their fantasies, less frequently make different uses
of the same objects in play, and are more bound to ob-
jects in play. They are less able to free themselves
from reality. They need a stick to be a sword or a chair
to be a castle. They rarely fantasize completely imagin-
ary objects or people. They also show less reversibility
in play. Once a stick 1s a sword it is not subsequently
transformed into a witch's broomstick or a magic wand or
a horse. In addition, they show less diversity in both
themes and affect. Another characteristic which is re-
vealed in their play is one which is frequently reported
in disturbed children: a preoccupation with aggression

and an inability to assume the role of providing or car-
ing for others in imaginative play. In addition, they

N



19
seem to have great difficulty in moving from "I" to the
assumption of another's role in fantasy play, in moving
out of the self (p. 484).

Pfeffer (1979) looked at another group of troubled
children. Children in this group of six to twelve year-olds
had been hospitilized for suicidal Behavior. She found that
when compared to non-suicidal children, several aspects of the
play of the suicidal children were distinct to that group.
There were differences in content, intensity and frequency of
certain play themes: a) their play was heavily loaded with
fantasies of separation and loss; b) the play involved more
frequent reckless behavior; c¢) it showed repeated aggressive
misuse and distruction of toys; and d) there was a higher fre-
quency of the acting out of ommipotent fantasies.

Biblow (1973) approached this issue from a differ-
ent direction. Using inkblét responses he separated ten year-
"o0olds based on their inkblot responses into groups character-
ized by high-imaginativeness and low-imaginativeness. Biblow
then induced frustration in a play situation and then noted
the consequent play behavior. '"The differences between high-
and low-fantasy children... [werel strongly revealed in their
play" (p. 123). In sum, the low-fantasy children tended to
act out aggression directly and explicitly, as opposed to the
implicit or symbolic expression of aggression. Additionaily;'(
and consistent with previously mentioned research, the play
itself showed lower variety in the low-fantasy group (Ibid).

It appears worth mentioning Biblow's findings with

respect to the high-fantasy group. They seemed to show fewer
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signs of disturbance after exposure to the frustrating ex-
perience. Biblow suggested that these children may have
dealt with the frustrating experience through their greater .-
ability to use fantasy or symoblic play (p. 12 ). Erikson ﬁ
(1940) would seem to have agreed: "to play it out is the
most autotherapeutic measure childhood offers" (p. 561).

Sylva, Bruner and Genova (1974) have put forward ,
an explanation of the therdpeutic effect-of play for young child-
ren. In a study of problem solving with three to five-year-
olds, it was found that the group of children 'who had the
opportunity to engage in’preVious free play with certain mat-
erials were better prepared to solve the subsequent problem
that the experimentors presented to them than were the groups
of children who were a) allowed to handle (but not play with)
the materials or b) were only shown the principle underlying
the solution by an adult (pp. 247-255). It was believed that
the children who were allowed to play before attempting prob—
lem-solving were more successful for the following reasons:

(1) Solving problems required self-initiation and our
playing children were the only ones in the experiment
whose actions were self-initiated. (2) Tool invention
(like other forms of problem solving) requires serial
ordering of the constituent acts involved. The play-
ers were the only ones who had an opportunity to ex-
plore alternative serial orders. (3) Play reduces the
stress of anticipating success or failure. Our players,
less stressed, were able to proceed with less frustra-
tion and fear of failure--they were more goal directed.
They could benefit from hints and could approach the sol-
ution more gradually without breaking off (p. 256).

It was concluded that '"the effect of prior play seems to be not

only in the...practice, but also in shifting emphasis in a task
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from ends to means, from product to process" (Ibidl).

Elsewhere, on the impoftance of play, Bruner‘(l966)
related the remark of the physicist "Niels Bohr to one of his
graduate students who complained of the seeming unseriousness,
the amount of horseplay and joking‘around in Bohr's. -labora--
tory: ‘'But there are some things [Bohr said] so important
that one can only joke about them' " (p. 135). A playful ¥
attitude, is therefore an essential component of the creative
process and has the potential of giving a child who faces a
seemingly untenable emotionally stressful si@uation; the op-
portunity to try out, or shop around so to speak for neQ pat—/
terns of behavior that may have a greater adaptive value than
the old, more familiar pattern (Brunner, 1972, p. 708).

Now that some definitions of play have been explored,
it is possible to move to tﬁe next section which will deal with

emotionally troubled children in the public school.

II. THE PROBLEM AND IDENTIFICATION ‘OF THE
EMOTIONALLY TROUBL%D CHILD IN THE PUBLIC SCHOOL
Emotional difficulties play a role in the make-up of
society-at-large. The public school classroom, being a seg-
ment of society-at-large, is also burdened with a share of
children who experience emotional difficulties. That this
may be so is not surprising as childhood is "a period of de;
pendency and change in which £he world and its demands are
new and often confusing, conflicting, and frustrating" (Long,

Morse, and Newman, 1971, p. 4).

~
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How large a share of emotionally disturbed children
does the public school classroom contain? A common answer to
this queStibn given by experienced classroom teachers is that
approximately two or three students are expected to be emo-
tionally troubled in the typical classroom of 25: '"five to
ten percent of the children in an average classroom have emo-
tional or adjustment problems'" (Blackhorn, 1967, p. i). In a
study of the school population of Santa Barbara County, Calif-
ornia, Clancy and Smitter (1953) used teachers' reports of
pupil behavior to study gmotional development'and adjustment.

Most of the disturbed behavior that the teachers reported, fell

into the following catagories: withdrawn, poor peer relatioms,
aggressive, immature, excessively nervous, and'short~attention
span. It was found that 11% of the students from kindergarten
through grade eight showed enough of these disturbed behaviors
to prompt the authors of the study to label the students as
emotionally disturbed. More recently and closer to home; Van-
couver psychiatrist Hamish Nicol, in an unpublished study made
available to Leycock (1969, p. 162),discovered through a survey
of classroom teachers that approximately 6.2% of Vancouver's
public school students in kindergarten through grade nine were
considered emotionally disturbed and in need of help. Swift
and Spivak (1975) reviewed a wide sample of studies from di-
verse communities and concluded that there was a 'remarkable
consistency in the data twhichj suggest that in the average

class of 25 to 30 students there could be three youngsters be-
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tween six and ten years of age who are severely maladapting
and whose behavioral adjustment is of sufficient concern to
warrent some kind of special attention" (p. 3).

At this juncture it may be important to look at the
outward behavioral signs of emotional disturbance. These
signs are varied according to Farnsworth (1965) who relates
that these pupils:

may work too hard, or they may be unable to work at all:
They may be exceedingly tense and irritable or they may
be disinterested and apathetic. They may be very ag-
gressive and make a nuisance of themselwves to others or
they may be exceedingly shy and sensitive. They may act
out their feelings by being argumentative, destructive
and completely lacking in concern for the rights of other
people or they may be so precise and careful as to appear
to be model children (p. 182). '

With respect to the specific proplem of identifying
for the purpose of remediation, troubled children in the lar-
ger population of public school children, Raths (1972) has
compiled a systematic list of the behavioral results of emo-
tional disturbance in school children. Children whose behav-~
ior persistantly fits into one or more of the categories on
the list were reliably found by Raths to have unmet emotional
needs (p. 19). Raths' list includes (1) aggression, (2) with-

drawing from social relationships, (3) submissiveness, (4)

psychosomatic disturbance, and (5) regressive behavior.

Aggression

Aggressicn may be typically the most casily and fre-
quently recognized of the five behaviors on Raths' list. By
its very nature, aggression tends to be more audible, more vis-

able and more easily detectable kinesthetically for an adult
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(e.g. it hurts to be kicked in the shins by an angry nine-year-
old) than are the other behaviors listed by Raths. By way of
definition, aggression may be considered to be'behavior whicb
has the capacity to hurt or injure or damage, regardless of
intent" (Caldwell, 1977, p. 6). Further, a formal distinction
may be made between instrumental aggression, which is goal or-
iented and aimed at securing an object, territory, or privi-.
lege aﬁd hostile aggression which is directed at another, fol-
lowing a perceived personal threat (Ibid.,p. 6).

Caldwell also pointed out that aggression arises

out of attempts by children to meet "self based needs" (p. 7).

This latter is not to say that all aggressive behavior in
school children is a manifestation of underlying emotional
distress; it is sufficient to point out that much aggression
has its roots in the sort of emotional distress that we are
focusing on here (Redl, 1978, p. 34).

As for content, it is easy enough to bring to mind
the sort of aggressive acts which sfand out most readily on
the playground or in the schoolroom. The child who freqﬁent-
ly engages in fist fights, or who kicks and shoves his class-
mates or who throws objects at them is obviously showing ag-
gressive behavior as is also the youngster who often breaks
or destroys school property, or property belonging to his or
her peers. Aggression is also almost as easily recognized in
the child who is often engagéd in loud threats or "put-down"

type verbalizations such as '"You're a dummie!", etc.
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WithdfaWal

A less obvious manifestation of emotional distress
is Raths' (1972, p. 31-33) seqond category--withdrawing from
social relationships. Raths described these children as tend-
ing to conduct their activities apart from others. They char-
acteristically choose to play and work by themselves. We may
notice that these children usually enter into the classroom |
alone, and in keeping with their solitary style, will proceed.
to their own desk without pausing along the way to chat with
other students. While other students will spontaneously dis-

cuss important topics with each other--school assignments,

playground activities, current movies, etc.--the withdrawn
child will typically remain solitary, sometimes to the point
of resisting the attempts that other children make to draw

him/her into social contact.

Submission

A related, but separate category of behavior which
may indicate underlying emotional distress is submissiveness
(Raths, 1972, p. 28-31). A submissive child may at times
appear to avoid social contact, however, this is not the
overriding quality which denotes behavior that belongs within
this category. What is predominant about the submissive
child's behavior is tﬁat he/she will be unusually compliant
in regard to the wishes of‘others. One way that this mani-
fests itself is that this child often offers no resistance

to an aggressive act by another. A youngster who is sub-
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missive typically will not protest, for example, if a class-
mate usurps a favoured place at a table.

In addition to unusual compliance in the face of ag-
gression, these children are also prone to be observed going
out of their way to be agreeable with those around them. ‘'He

.rarely, if ever, disagrees with group opinion" (Raths, 1972,

P. 29).

Psychosomatic Illness

When an emotional distress presents itself in the form
of symptoms of physical illness with no clear physiological

cause, the distress is said to be a psychosomatic illness (Kan-

ner, 1966, p. 5). For the purpose of gaining a greater un-
derstanding of what is meant here, it might be helpful to
refer to Pelletier's (1977) outline of the emotional pro-

cess that underlies the development of a psychosomatic ill-

ness:

An individual is confronted with a stressful situation
which is extremely difficult for him (or her) to re-
solve. This situation becomes overwhelming, and he sees
no respite from it. As a result, he makes an unconscious
choice which allows him a means of coping with this ir-
resolvable situation. One means of resolution is to de-
velop a headache which affects him so severely that he

is incapacitated and released from the responsibilities
which weigh so heavily upon him. These symptoms allow
an individual to remove himself from an untenable situa-

Elonlg?en he cannot extrlcate himself by any other means
P

What is pertinent for our understanding is that it is
the presence of stress, emotional stress that preceeds the de-
velopment of the observed physical symptoms. This pattern of

emotional distress preceeding physical symptoms, is the same
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pattern thatvhas been mentioned in connection with each of the
five behavior categories where the emotional distress precedes,
not the physical symptoms of a medical illness but other be-
havioral symptoms such as aggrgssion or withdrawal, for ex-
ample. |

Since it is known that an important segment of the’
public school population are subject to emotional distress it
might be reasonable to assume that this would result in a cer;
tain portion of the children showing symptoms of psychosomatic -
illness. Perhaps an even larger percentage of.the physical
illnesses seen in the classroom have psychosomatic components
than is fully realized, since "most standard medical texts
attribute anywhere from 50 to 80 percent of all disease .to
psychosomatic or stress related origins" (Pelletier, 1977,

p. 7). The list of illness éhat standard medical texts classify
as psychosomatic is extensive and need not be presented entirely'
but inclﬁdes many illnesses which are apt to be present in young
school children, e.g. abdominal cramps,. atopic dermatitis (ec-
zema, etc.), bronchial asthma, enuresis, hay fever, hypertension,
migrain and lesser forms of headache, and peptic ulcer (Fleming,
1965, p. 64; Pelletier, 1977, p. 7; Simmons, 1977, p. 197).

Even with this list, school personnel will have dif-
ficulties in differentiating between those students presenting‘
illnesses which have a physical base, and those which are
related to emotional distress since only a medical doctor

can do so (Clarizo and McCoy, 1970, p. 108). This is not
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 to say, however, that school personnel play no part in the
jdentification and treatment of children who have this type of
emotional problem. It is indeed often the case that the school
teacher or counsellor will notice that a child's chronic phy-
sical complaint has associated with it some attributes whigh
suggest a psychosomatic component. When this is the case, it
is suggested that the parents be contacted and that a thorough
physical exam of the child be undertaken to resolve that there
is no underlying organic pathology (Simmons, 1977, p. 197;

Raths, 1977, p. 35).

Regressive Behavior

It happens sometimes that a child reverts to the sta-
tus of a much younger child by affecting "behavior which would
have been 'normal’ a few.yeérs before but at the moment is not
in keeping with the behavior profile of his age" (Kanner, 1966,
p. 47). This is regression. It has been pointed out that all
children may, from time to time, show temporary regression in
response to normal lifé stress (Price, 1978, p. 54-5; Rutter,
1975, p. 162). "As a matter of fact, temporary regressions
are a normal aspect of transitions" as the child moves through-
out developmental stages (Menninger Foundation, 1969, p. 91).
There are, however, children who experiehce stresses that are
either too great and/or exist for too long, with the result
that the regression becomes habitual and pathological (Shaw,
1966, p. 140).‘ With respect to denoting abnormal regressive

behavior Kanner (1966) points out that:
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every phase of childhood has its own characteristic be-
havior profile. The successive phases flow into each
other gradually, imperceptably, through constant evolu-
tion, not in shifts through step-by-step transitions.
But the behavior of the three-year-old, the six-year-
old and the nine-year-old is conspicuously different,
while the behavior profiles of any number of children
of the same age bear unmistakable resemblances. This
pertains equally to socially accepted behavior. If a
child holds his breath at one year, throws himself on
the floor at four, and angrily slams doors at nine he
presents problematic behavior, to be sure, but still in
doing so, "he acts his age." This is how children at
these age periods are known to react to frustration and’
resentment, if they do react strongly. But if a child
holds his breath at five or throws himself on the floor
at nine, he no longer acts in accordance with his age.
He has remained or regressed to a more infantile, less
mature mode of reaction. Baby talk at two is not at
all uncommon; at six or seven it is a regressive phen-
omenon (p. 46). '

In the preceding section data were reviewed that per-

Raths' theory of unmet emotional needs and behavior was pre-

five categories is useful for identifying, for the purpose

of remediation, emotionally disturbed children.

IIT. A MODEL FOR THE DIAGNOSIS OF CHILDREN
WHO SHOW EMOTIONALLY TROUBLED BEHAVIOR

Once a child has been identified as showing signs

of emotional disturbance, it becomes necessary, if treatment

is to’ take place, to proceed beyond the identification phase

diagnosis.

This thoeory which clusters difficult behavior into

tain to the frequency of children with emotional difficulties

Additionally, the
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A diagnosis is considered to be a process in which
data about the troubled child are combined with a conceptual
framework or model of human functioning that has the capacity
to gather the seemingly diverse pieces’of information and or-
ganize them in such a way as to permit an economy of thought
which explains the child's past and present functioning. A
proper diagnosis has the added aspect of being able to "help
[the therapist] formulate a well-considered treatment stategy"
(Wynne, 1965, p. 292).

For the purpose of this,investigatidn, a specific
conceptual framework has been generated from several sources.
The two most important sources are Erik Erikson's (1963)

psychosocial model and Carl Rogers' (1959) phenomenological

model.

Erikson's Model

Freud considered that personality developed as a con-
sequence of the child's attempts to derive sexual pleasure
from different body zones at,differentvagés. Erikson's posi~
tion was a modification of the Freudian view. Erikson de-em="
phasized the importance of sexuality by focusing on the child's
development of mastery over his/her organs and objects in the
environment. Another modification by Erikson was his positién
that the child's mastery of these body organs and outside ob-
jects occured within social contexts. That is, young children

who are in the process of mastering the incorporative organs
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(e.g., oral) and eliminative organs (e.g., anal), do so in
the social context of the family. Older children, for exam-
ple, master certain cognitive capacities within the broader
social contexts of school and workplace. Erikson's emphasis
on the sbcial aspects of personalify development highlighted
the concept of social mutuality: "whatever reaction pattérns
are given biologically and whatever schedule is predetermined

developmentally must be considered to be a series of potential-

ities for changing patterns of mutual regulation" (1963, p. 69).

Or, put another way: "babies control and bring up their fami-

lies as much as they are controlled by them" (Ibid,).

Erikson described a progression of psychosocial stages
in which the child faced a broadening range of human relation-
ships as s/he developed. The child had specific biologically
predetermined personal and social problems to master at each
of these stages and personality was a reflection of how well
the child and the pertinent social institution (i.e., family,
school, etc.) mastered the specific problems. Psychopatholog}
and symptoms result when the child and the social institution
meet the developmentally predetermined problem situation im-
properly. "Fruitless, painful, and destructive attempts at
controlling one another" (p. 68) become the symptoms or pre-
senting problems that identify a child as troubled.

Trust vs mistrust. The first developmental task for

the child and family to meet and master is the development of

basic trust. The child whose mother nurtures with "consis-

tency, continuity, and sameness" is experiencing conditions
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that Erikson wrote of as being important in the developméﬁf
of basic trust. Another condition thaf Erikson outlined as
important for the infant was to come to “trust... his/her]
own organs to cope with urges" and last, that the infant's
interactions with the mother need to leave the child with a
sense that s/he is "trustworthy enough so that the providers
will not need to be on guard lest they be" (p. 248) hurt in
some way by the infant.

When these conditions are not met to a sufficient
degree, the infant's experience,of‘him/herself is one of mis-

trust--the child's experiences leaves him/her feeling not

"all right" as a person. In an extreme case of basic mis-
trust, the associated symptomology may likely be childhood
schizophrenia. In a less extreme case, a chronic "depressive
undertone” to the child's functioning may be the expected bej% 

havioral outcome.

Autonomy vs. shame and doubt. As the child passes

into toddlerhood (at approximately 12 months of age), a new
set of realities comes into play that provides the basis for
the second psychosocial task. The prerequisite to the suc-
cessful negotiation of this and each succeeding stage depends
upon the child having mastered the preceeding stage(S) suc-
cessfully. The child who has not acquired a sense of basic
trust will, nevertheless, be biologically propelled forward
to confront the issue of autonomy vs. shame and doubt. Un-
fortunately, without the sense that s/he is "all right", the

child cannot acquire a full sense of autonomy (p. 78).
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A properly developing child at this stage will have
acquired enough body control to be clearly able to act inde-
pendently of his/her parents. Many of the child's independent
acts will be transgressions in the eyes of the parents. The
child who>has pulled éil of the pots and pans out of the cup-
board for the umteenth time in one day, will usually be told
"no" when s/he makes another move toward the cupboard. Erikj
son points out that the "no" response is important because
its "firmness...[will] protect...[the child] against the po-"
tential anarchy of his yet untrained sense of discrimina-

tion" (p. 252). The firmness, however, needs to be coupled

with reassurance so that the end result is that the child will
learn control "without loss of self-esteem" (p. 254). ‘Thus;%,
the child developes autonomy. Troubie arises if the parents
(a) do not curb the untrained anarchist, or (b) if they con-
sistently curb the untrained anarchist without the reassur-
ance that they do not reject him/her. The trouble is that
instead of a sense of autonomy (self—cont;ol coupled with

self-regard) the child may thus develop an inflated sense of

shame and doubt. The behav;oral symptoms of this failure to
meet the challenges of this stagé are manifested by the child
who is over-controlled or over-controlling. This child is
likely to engage in power struggles with him/herself or others. -

Initiative vs. guilt. The next task that a child and

his/her family must negotiate is the development of initiative..
"Initiative adds to autonomy the quality of undertaking, plan-

ning and attacking a task for the sake of being active and
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on the move, where before self-will, more often than not, in-
spired acts of...independence" (p. 255). This era in the‘de—
veloping child's growth (ages two to five) challenges the fam-
ily to assist the pre-schooler who is in "poséession of a sur-
plus of energy" (p. 255) to go beydnd merely asserting inde-
pendence, to beginning and carrying along self—contemplatéd
tasks of a longer duration. The child's play reflects this
increased capacity in its symbolic play.

Parents (and pre-schools) support this growth in the
pre~schooler by providing opportunities for the child to ex-

ercise "new locomotor and mental power" (p. 255). This is

the eré in which manipulative materials are typically pro-
vided to the child, who in turn delights in their creqtive use.
Trouble, however, occurs when the child in his/her "exuber-
ant enjoyment" (p. 255) goés too far. The parent or teacher
will need to respond to the child who has not only cut up the
scrap-paper provided for pléy, but has also tried out his/her
new scissors on the curtains. How does the parent respbnd
to the situation in a way that will support the child, yet
protect the parents' possessions” from the newly acquired
skills of the child? The danger here is that in correcting
the child's actions, the parent may induce excessive guilt ;
and that the child may thus develop a pervading feeling that
s/he is "bad" when taking initiative and striking out on pro-
jects of his/her own. In the extreme case the troubled child

who has not been able to meet this challenge will be likely

to display symptoms of the following. in nature: "they develop
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an over-obedience more literal than the one that the parents x
have wished to enact; or...they develop deep regressions"”
(p..257). Another possibility is that the child may develop
and rigidly adhere to "fantasies of being a giant...[or super-
hero like Spiderman] but in his dreams he runs in terror for'k*

dear life" (p. 256).

Industry vs. inferiority. The next stage in the

child's growth provides the opportunity for the child to de-
velop a sense of industry. Here the child, now school age
but pre-puberty (ages five to eleven), enters school where

s/he "must forget past hopes and wishes while his exuberant

imagination is témed and harnessed to" (p. 258) the world of
work. This world of work is peopled by teachers (and parents,
too, in the properly functioning family) who expect that the
child will apply him/herself>to the manufacture of products
which will be judged as up to standard, or not. Successful
negotiation of this gradual transition from fantasy and ex-
ploratory play to industriai activity will leave the healthy
child an "eager and absorbed unit of a productive situation"
(p. 257).

The threat to this child's development at this stage
rests in the possibility that s/he may develop a sense of in-
feriority. If his parents and or his school have labeled him/
her as incapable of making an adequate product, then the 1likli-
hood exists that the child will "despair of his...[abilitiesT
and consider himself doomed to mediocrity or inadequacy" (p.

261).
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The extremely despairing child will likely manifest
symptoms associated with a great sense of inferiority. For
example, this child is likely to show under-achievement which ~
is discrepant with his innate ‘capacities. Another possibility
vErikson suggests, is that this child might attempt to compen-
sate for the sense of inferiority by over-achievement: "if
he accepts...[his/her product] as his only criterion of worthi-
ness, he may become...[a workaholicl" (p. 261).

From a biological perspective, childhood ends at
the onset of puberty. This point then marks another transi-

tion for the developing child and his/her family, and social

institutions. The adjustments made at this point in conjunc-
tion with the adjustments made at the preceeding pointo, to-
gether prepare (or leave unprepared) the adolescent for the
next transitional tasks leading to adulthood and beyond. These -
tasks, however, are outside of the scope of the present dis-
cussion and will be left undeveloped here.

What will come next is a brief presentation of rele-

vant portions of Carl Rogers' perspective on personality.

Rogers' Model

Rogers (1959) believed personality was best defined
in terms of conscious experience (p. 197) in contrast to
Freud whose focus was on the unconscious. Conscious experi-
ence, although subjective in nature, represented to Rogers a
person's reality. Rogers added to this phenomonological per-

spective the concept of actualization: "the tendency of the

organism to develop all its capacities in ways which serve
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to maintain or enhance the organism" (p. 196). This tenden-
cy to grow includes the ability to create a personal sense of

self. This personal sense of self, or self-concept was de-

veloped from the infant's relationships with his/her parents
(Ibid).

It is the way in which the parents value or regard
the yoﬁng child that is important, for if the regard is posi-
tive, then the child takes on a positive self-concept. The *
child with a positive self-concept would be able to experi-
ence the world around him/her with the underlying belief that

s/he is a worthwhile and capable person. To the child with

this strong belief "a new experience is valued or not, depend-
ing on its effectiveness in maintaining or enhancing" (p. 210)
the child's life. " Children. were not éonsidered by Rogers to
be totally free to "value or not" every new experience, how-
ever, because of the need for parental love. Often a parent
may feel threatened by a child's behavior. This parent might
signal that a possible loss of love (loss‘of positive regard)
is eminent. This child would then need to alter his/her be-
_havior to suit the parent. In this situation, the child's
behavior has been guided "not be the degree to which an ex-
perience maintains or enhances the organism, but by the 1likli-
hood of...[losing] maternal love” (p. 225). Thus, a condition ,
of worth is said to have been created.

If there are many conditions of worth a situation
may develop in which the child becomes estranged from his/her

feelings: "he has not been true to himself, to his own nat-
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ural organismic valuing of experience, but for the sake of
perceiving the positive regard of others has now come to fal-
sify some of the values he experiences and to perceive them

only in terms based upon their values to others" (p. 226)..%

The child thus experiences conditional self-regard. VThe ef—g
fects on behavior of conditions of worth are profound because
the anxiety from the threat they pose forces the child into
the position of needing to rectify somehow the incongruence
between his/her expe;}gnce and the conditions of worth. The
child must deal with the incongruence by distorting his/her

experience in order to remain loved. These distortions are

the defense mechanisms of denial, rationalization, fantasy pro-

jection, etc. When a child is subject to too numerous condi-
tions of worth, so called neurotic behavior results. The -

child is then thought of as troubled.

IV. A MODEL OF HELPING RELATIONSHIPS

In order for the process of defense to be reversed...
there must be a decrease in the conditions of worth...

[and]...an increase in unconditional positive regard
(Rogers, 1959, p. 230).

Robert Carkhuff, building on Rogers' work, developed
a model of counselling which offered a set of interactional
techniques found to be useful for meeting the requirement of.
a decrease in conditions of worth and an increase in uncondi-
tional positive regard.

Carkhuff (1969, Vol. I) demonstrated that effective
counselling can be attributed to the relationship between the

counsellor and the person being helped. He found that in re-
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lationships in which there were numerous aspects which could

be characterized as facilitative, the product would be personals

growth (pp. 21-22). Stated another way, a troubled child in
a relationship with, for example, a school counsellor who .is
able to provide these facilitative aspects would thus likely
show a reduction in the behavioral indicators of emotional
disturbance:
In such a [faciliting] relationship the individual be-
comes more integrated and more effective. He shows
fewer of the characteristics which are usually termed
neurotic or psychotic, and more of the characteristics
of the healthy, well-functioning person, (Rogers, 1961,
p. 36)

The facilitative conditions which the counsellor may-

bring to the relationship have been indentified by Carkhuff
(1969, Vol. I) as:

1. Accurate empathyis the counsellor's capacity to

a) understand in depth the troubled person's phenomenological
field and b) communicate or meaningfully feed back this under-
standing. "Empathy is the key ingredient of helping. Without
an empathic understanding of the helpee's world and his diffi-
culties as he sees them there is no basis for helping" (Ibid,
p. 173).

This key ingredient of the counselling process is an
interactive process in which the counsellor engages. In its
most basic operational form, this process consists of the
counsellor reflecting to the counsellee, the same affect and
meaning (or, in othér words the same feelings and content) that
the counsellee has shown. For example, if a counsellee showed

downcast eyes, drooped shoulders and in a slow, low voice

N
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said: "This task sure gets me down at times," a basic em-
pathic response might include the counsellor reflecting the -
voice tones, body posture, and saying: "There are times
when you feel weighted by the task."

Often in the counselling process it may be pertinent
for the counsellor to reflect to the counsellee more than
just the counselleets surface message. For example, a child
in play therapy for the first time might stand stiffly against
the wall and say in a shakey voice to the counsellor: "Tell
me what I'm supposed to do in here." An empahtic reply might
be: "This is new for you and you're a bit nervous about it;
and you may be & bit nervous or afraid of me." In this ex-
ample the counsellor's response contains reference to‘ele—
ments of the child's experience (i.e. the child's nervousness
and fear) that were not cleérly obvious on the surface of the
child's message (p. 173—176).

2. Respect is present when the counsellor communi-
cates an attitude of deep regard and caring for the perSon
being counselled. Respect "means not making judgments [and
expressing] an outgoing and positive feeling of caring for
the client" (Rogers, 1967, p. 91). 1In respohding with res-
pect, a counsellor's communication contains the message:
"With me you are free to be who you are" (Carkhuff, 1969, Vol.
II, p. 86).

There is considerable overlap between the dimensions

of respect and empathy:
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Respect...is most often found in other communications,
frequently those involving empathic understanding or
genuineness. It deserves separate attention because
sometimes even low-level empathy or genuineness in com-
munications contain high levels of respect (Carkhuff,
1969, Vol. I, p. 180).

Cissna and Sieburg (1981) have arranged behaviors
which fit the category of respect into three clusters: re-

cognition, acknowledgement, and endorsement.

Recognition is expressed by looking at the other, making
frequent eye contact, .touching, speaking directly to the
person and allowing the other the opportunity to respond
without being interrupted or having to force his or her
way into an ongoing monologue (p. 269).

Next, at a verbal level acknowledgement of another
is demonstrated by a relevant and direct response to his or

her communication. This does not require praise or even

agreement but simple conjunction (pp. 269-270). Finally, the
endorsement

cluster includes any responses that express acceptance

of the other's feelings as being true, accurate and
'okay'. 1In general, it means simply letting the other
be, without blame, praise, analysis, justification, modi-
fication, or denial (p. 270).

In a counselling situation, a child might, in speak-

ing about another child, say with anger: "I'm gonna smash
his face!" A counsellor's response showing respect might be
to look at the child and say: "I can tell that you'd really

like to do that."

It may be important to note that the expression of
respect does not preclude setting limits. If the child in the
above example were to move toward the act of hitting the other

child, a counsellor's actions which prevented the violence
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would still express respect if the counsellor were to have
set the limit in the context of affection énd concern (Cissna
and Sieburg, 1981, p. 259).

3. Genuineness is that capacity of the counsellor

to come across to the counsellee as real, sincere or fully:
believable (Carkhuff, p. 185). In operation this means that
the "messages carried by his various output channels (body
posture, movements, voice tempo, voice tonality and words)...
fit together to convey a single messagé'(Grinder and Bandler,
1976, Vol. II, p. 31).

Fitting together the various output channels to con-
vey a single "real" message is based, according to Rogers

(1967) , in the counsellor being aware of his or her behavior,

feelings and thoughts--"flow of experience" (p. 71).

A child in play therapy may deliberately break a toy
and then ask the counsellor if s/he is angry. A genuine res-
ponse would include the counsellor checking his/her inner ex-
perience (i.e. "yes, I feel angry" or "no, I'm not angry")
and then expressing the words with matching body language.
For example, the counsellor who does not feel angry might say
"No, I'm not angryﬁfaccompanied by a soft voice and a relaxed
expression on his face. A phoney or non-genuine response
might include those same words‘accompanied by a harsh vocal
tone, a knit brow, and clenched fists. Such a communication
containing contradictory messages would likely be, at best,

confusing to the child with the consequence of "a restrictive



43
or destructive effect upon the expressions and behaviors of
[the person being counselled]" (Carkhuff, 1969, Vol.II, p. 86).

This section presented a model for the counselling
interactions that are necessary for '"the process of defense
to be reversed" (Rogers, 1959, p. 230). The interactions that
have been operationally defined here reflect a great deal of
what goes on in the minute-to-minute unfolding of a counsel-
ling session. With younger children, the broader context of
counselling sessions often involves play and the use of play
materials. How might play and its materials provide the con-
text for the therapeutic interventions that are necessary for
change to take place? The next section addrésses this ques-
tion by presenting play therapy--its historical roots, the
Structured Approach, the Relationship Appfoach, and the Client-

centered Approach.

V. PLAY THERAPY AS A MEANS OF ASSISTING ADJUSTMENT

IN EMOTIONALLY DISTURBED CHILDREN

Historical Developments

The history of the therapeutic use of play in treat-
ing children's emotional problems began perhaps with Freud in
the case of Little Hans, which was first presented in 1906
(S. Freud, 1955). 1In that case, Freud did not work with the
troubled child directly, but consulted with the father who
recorded for Freud descriptions of the child's dreams, utter-
ances, behavior and play activities. Based on these descrip-

tions, Freud generated psychoanalytic interpretations which
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the father then carried back and presented to the child.

Freud was not a child therapist (Rychlak, 1973, p.
77) and his use of play in this one case was incidental; how-
ever, it did "represent the first application of psychoanalysis
to the problems of children and hence éave impetus to a
lively interest in child analysis" (Clarizo & McCoy, 1970,‘p.
360).

It appears that the first tg_TiFe dlrect use of play
as a technique in psychoanalysis wié Hug- Hellmuth TKanner
1957, p. 231). Her contribution was the idea that the child
analyst could share in a child's ongoing play activities. RN
The analyst would thus be in the most strategically appro- Q;
priate location from which to translate or interpret the sym- (
bolic material represented in the play, to. the child (;g;g).x/>

Melanie Klein and Anna Freud were responsible for
further developments in the use of play in the psychoanalysis
of children. Their original thinking influenced much of what
was to come later in the use of play as a therapeutic teéh—
nique (Charizo & McCoy, 1970, p. 360).

Like Freud and Hug-Mellmuth, Klein combined the psy-
‘choanalytic tool of interpretation with children's play. She
writes: e

In interbreting not only thé child's words but his acti&i—

ties with his toys, I applied this basic principle to the |
mind of the child, whose play and varied activities, in
fact his whole behavior are means of expressing what the

adult expresses predomlnately by words (Klein, 1955, p.
224). -

~—. e

She felt that spontaneous play corresponded directly to the
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verbal free association used by Freud in the treatment of ad-
ults. s By interpreting the child's form of free association
(i.e., play), she was able to accdmplish the main task of
psychoanalytic treatment, which was exploration of the uncon-
scious. One important factor that made the explorafion possi-
ble was the process of transference, which in psychoanalysis
is the idea that the patient directs onto the therapist, with-
out justification in real life, feelings and expectations that
arise out of his/her relations to other people, particularly’
parents. This transference is a main source of difficulty
for the patient (Rychlék, 1973, p. 71) and Klein's belief was
that the therapist's job was to make the child aware of this,
by interpreting the child's play to him/her.

Klein's experience with children led her to conclu-
sions about materials and strategies that were useful for ther-
apy with children. She typically used miniatures, including
"little wooden men and women--usually in two sizes--cars,
wheélbarrows, swings, animals, houses,..ﬁchalks or paints,
plasticine and string" (Klein, 1955, p. 227). She also sug-
gested that therapists make water play available to their pa-
tients. It was her position that the qualities of the materi-
als be such that the child would be able "to express a wide

range of fantasies and ideas" (Ibid).

With respect to strategies, Klein suggested that it
was important to allow aggressive acting-out of impulses when
they arose in a patient. By channeling a child's aggression

into the materials or into verbalizations she was able to
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avoid physical attacks on herself. For the child who would
not play in the presence of the therapist she suggested that
the therapist should patiently interpret the non-action to
the child. This would usually stimulate the child to pro-
duce material, which in turn éould be interpreted to the
child (Ibid.,p. 233-234).

Kelin has been criticized for .over-devotion to the
technique of interpretation. One critic (Kanner, 1967) sug- "
gested that it is fallacious to conclude as Klein did

that the same performance has the same meaning to every
child, that the patient's participation is not needed
in interpreting his activities, and that merely telling
him what his play symbolized to the interpreter consti-
tuted somehow a significant therapeutic procedure (p.
231-232).

Anna Freud (1955) also advocated a psychoanalytic
orientation. Although she acknowledéed and used many of the
contributions that the Klein play techniques had made to the
treatment of children, she objected to Kleins's idea that all
of the child'syplay can be construed as representative of
deep unconscious conflictsy Anna Freud suggested that a more
simple explanation, derived from the child's current living
experiences could be offered to a child's particular play ac-
tion, and would often be more therepeutically appropriate
than a deep analytic interpretation of the same action (p.
143).

She also differed from Klein's approach in her view

of the nature of the transference that ought to occur between

the child and the therapist. Her position was that the tra-
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ditional approach with adults, in which the therapist main-
tained a neutral stance in order to facilitate correct trans-
ference, must be modified for child treatment. She suggested
that suécessful treatment of a child depended on the child
being positively attached to the therapist. This "affection-
ate tie" was to her, a prerequisite for "the really fruitful
work" because a child will only "believe the loved person,
and it will only accomplish something to please that person"
(p. 144).

To Anna Freud, being believed by the child in treat-
ment was important for reasons other than that the child need-
ed to accept the therapist's interpretations of his or her
behavior. She believed that the therapist played an educa-
tional role. Part of the therapist'é job was to influence
the child directly, so that where appropriate, the child
would know "very well just what seems to the analyst desirable-
or undesirable, and what he sanctions or disapproves of" (p.
147). °

These orientations to the treatmént of troubled
children marked the beginnings of play therapy techniques.

A number of different approaches to play therapy evolved from
the work of these pioneers. James (1977) has captioned cur-
rent approaches into the following categories: 1) psycho-
analytic, 2) structured, 3) relationship, and 3) client-
centered (p. vii). Examples of approaches which fall within

each of these categories (excluding the psychoanalytic which
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has been described above), will be offered on the following
pages.

The Structured Approach

In searching for an answer to the question of how
beSt to treat children with emotional difficulties,'David
Levy (1939) took a step beyond the psychoanalytic procedures
that were current in his era. Beginning with the assumption
that a child with emotional difficulties had experienced x“;
anxiety-generating events or situations that could account
for the neurotic symptoms, Levy stated that

the problem in therapy became well defined--how to de-
velop a method whereby the event could be restored in

the child's play and thereby release the anxiety that
the child had been unable to release by himself (p. 713).

The method that developed was in essence one in which the
therapist "recreates in dramatic play an event, situation or
conflict which, he suspects precipitated or now maintains the - \
child's illness" (Hambridge, 1955, p. 606).

The t@grapist must ascertain that the therapeutic
relationship had developed to:a sufficient degree so that
"there will be neither anxiety nor acting out to an extent
disruptive to treatment" (Egig). The criteria for choosing
the situation thaf was to be acted out by the child included
the need to match the inherent anxiety potential of any par-
ticular role play to the ability of the child to assimilate
that role play. For example, plays that are allegorical to
sibling rivalry are "generally less threatening, while others,

such as genital difference play, are more threatening" (Ibid,,
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p. 607).

When conducting a structured play therapy session,
the therapist was urged to avoid entering into the play it-
self. The rationale for this caveat was that the child's
defensiveness might draw the therapist into the play and thus
the role play might proceed in a direction that was of the
therapist's choosing,yet irrelevant to the child; or more
worrisome, go too far beyond the child's ability to assimi-
late the material without undo anxiety (Ibid.,p. 609).

Interspersed between the two or three role plays in
a single sessiog were périods of free play that would aid in
assimilating the therapist-introduced material and help to
maintain the child's ipterest by allowing the child to intro-
duce his/her own material to a session. The therapist would
monitor the free play for indications pertaining to the sta-
tus of the progression of therapeutic change and incorporate
pertinent child-introduced material that would make the role
plays conform more accurately to éhe child's individual ex-
perience (Ibid.,p. 609-610).

The Relationship Approach

As might be deduced from its name, this approach
views the essence of therapy as residing within the relation—
ship between the therapist and the child. Again, being con-
sidered the child's natural language, play was a principle
component of the therapeutic process; although it was not en-

tirely necessary (Moustakas, 1966, p. 9).
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What was necessary for therapy to proceed, was that
" the therapist express to the troubled child an attitude of
acceptance and trust. This meant that the therapist endeavor-
ed to learn the "attitudes, concepts, beliefs and values of
the child as they are perceived by him" (Moustakas, 1966, p.
30). The therapist related this understanding to the troubled
child in such a way as to be devoid of evaluation, diagnosis
or interpretation, for to do so would be to treat him/her as
an object and interfere with the establishment of a therapeu-
tic relationship (Ibid). |

In practice, the child in therapy wo;ld be allowed
to make his/her own decisions. The therapist would not pre-
sent role plays, choose toys for the child to play with, or
present interpretations to the child.- As the child engaged
in self-determined piay the-therapist's task was to reflect

accurate empathy and to encourage the child to explore his or

4

her own thoughts and feelings (Moustakas, 1959, p. 112). J
Moustakas' position was that the therapist tékeban
active role with respect to playing with the child if the
child so wished. Moustakas also advocated that the therapist
be prepared to go further than this in his engagement with the
child, EY’being prepared to disclose his own feelings and
thoughts to the child. Disclosure, even confrontation, was
appropriate so long as the child perceived that the therapist
recognized the legitimacy of the child's experience:
paradoxical as this seems, only when persons can openly
disagree, if this is the reality of their experience, is

it possible for them to establish genuine bonds (Moustak-
as, 1966, p. 23).
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The Client-Centered Approach

Virginia Axline was a student of Carl Rogers' theory
of personality and therapeutic change. Subscribing to the no--
tion that play is ?pg natur;l.languaggvof tgg child, she
translated §S§érs' work into a form suitable for fﬁerapists
who wished to engage children in client-centered play therapy
(James, 1977, p. 21).

Her position was that a child is constantly striving
to grow emotionally. The quality of growth for a child is a
reflection of the child's experiences; particularly those ex-
periences that take place in the presence of the important
adults in the child's life. The degree to which a child's
parents, for example, were able through their interactions
with the child to confirm the child's.strivings to be a worth-
while and effective person &ould be the degree to which the
child would grow up devoid of the conflicts that are asso-
ciated with emotional distress (Axline, 1947, pp. 9-14).

Axline provided a list of eight basic prihciples
which she believed were the guidelines froh which a non-di=
rective play therapist worked:

l. The therapist must develop a warm, friendly relation-
ship with the child, in which good rapport is estab-
lished as soon as possible.

2. The therapist accepts the child exactly as he is.

3. The therapist establishes a feeling of permissive-

ness in the relationship so .that the child feels
free to express his feelings completely.

4. The therapist is alert to recognize the feelings
the child is expressing and reflects those feelings
back to him is such a manner that he gains insight
into his behavior.
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5. The therapist maintains a deep respect for the child's
ability to solve his own problems if given an oppor-
tunity to do so. The responsibility to make choices
and to institute change is the child's.

6. The therapist does not attempt to direct the child's
actions or conversation in any manner. The child
leads the way:; the therapist follows.

7. The therapist does not attempt to hurry the therapy
along. It is a gradual process and is recognized as
such by the therapist.

8. The therapist establishes only those limitations that
are necessary to anchor the therapy to the world of
reality and to make the child aware of his responsi-
bility in the relationship (Ibid,,pp. 73-74).

By the application of these principles it was felt
that a troubled child could be free to express his/her feel-
ings, giving vent to those which had been supbressed by the
demands of the environment. When free expression was permit-
ted in the presence of a therapist it was felt that the child

becomes emotionally relaxed. Then it seems that the
groundwork for more constructive behavior has been laid.
He has gotten rid of the old feelings: he is ready for
new ones. The experience brings to the child insight
into his own behavior. He understands himself a little
better. He has gained confidence inc himself. He 1is
more capable of solving his own problems. He knows by

experience that he can work things out for himself (Ibld.,
p. 95). '

With respect to the facilities that are needed to
conduct play therapy, Axline suggested that it was advantage-
ous to have a soundproof room large :enough to contain the-
equipment including provisions for water play, a sand table,
storage for the numerous play materials and room enough to
permit varied play activities with the.matgrials. If, how-
ever, this sort of room was not‘available, she pointed out

that one might make do quite well, if the venue for the play

therapy happened to be the corner of a school classroom

'k/f\]
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(Ikid., p. 53)

In the same vein, she pointed out that a therapist
may make do with a limited number of materials so long as the
basic list included a doll family, some furniture to scale,
paper, scissors, crayons, a few cars and puppets. A more ex-
tensive list would include:

nursing bottles; a doll house with furniture, toy sol-
diers and army equipment; tay animals, playhouse mater-:
ials, including table, chairs, cot, doll bed, stove, tin
dishes, pans, spoon, doll clothes, clothesline, clothes-
pins, and clothes basket, a didee doll; a large rag doll;
a puppet screen; clay, finger paints, toy guns, peg-
pounding sets, wooden mallet, paper dolls, little cars;
airplanes, a table: an easel; an enamel-top table for
finger painting and clay work; toy telephone; shelves;
small broom, mop, rags, pictures of people, houses, ani-
mals and other objects (Ibid,,p. 52).

This chapter hés presented a review of the litera-
ture pertinent to the procedures appiied in this study. ©Lit-
erature has been surveyed regarding the role of play in child

development, ‘and issues relating to emotionally troubled

children including identification, diagnosis, and treatment.

~_



CHAPTER III
PROCEDURES

It was the purpose of this investigation to demon-
strate through a case study approach how certain counselling
. interventions were applied in a normal public school to a
selected Grade 3 student with emotional difficulties. What
follows ié an account of procedures leading up to and in-
cluding the counselling interventions with the selected stu-
dent. This chapter will include the following:
1. The criteria for selection of the subject
2. Raymond--initial description
3. An assessment of the subject with respect to the
selectiof criteria
4. Family background
5. Diagnosis
6. Setting up for play therapy--certain practical con-
siderations
7. An account of how the counselling interventions were
applied--the anecdotal record

I. CRITERIA FOR SELECTION OF THE SURJECT

In order to select the subject for the case study,
certain criteria were identified. These criteria were: (a)
The subject's behavior should be symptomatic of emotional dif-
ficulties; (b) The subject's academic performance should be

considered to be below the subject's capabilities; (c) The

54



55
above conditions (a and b) should be historical in nature, that
is, they should be.ongoing through the subject's previous aca-
demic experience; (d) The subject's difficulties (symptoms)
should not be derived from a primary physical cause of a type
that would suggest medical treatment; (e) The subject should
be nine years of age or under and; (f) Previous attempts to
assist the subject with his/her difficulties should have been

perceived as ineffective.

II. RAYMOND-~INITIAL DESCRIPTION

Through an aquaintance, the investigator was intro-
duced to the principal of a Vancouver public school. Upon hear-
ing of the intended investigation, the principal agreed to per-
mit the investigator to proceed in his school with a search for
a child who might fit the selection criteria. The principal
suggested the investigator contact a particular teacher in the
school whom he believed was teaching such a child. Upon being
contacted, the teacher responded positively to the investigator's
proposal, and agreed that the child in question (''Raymond") might
fit the selection criteria. (The name "Raymond" has been chosen
to protect the identity of the child).

Raymond's classroom was in an east-side Vancouver school.
The twenty-four students in the classroom were about equally
divided between Grades 3 and 4. The teacher was a male--Mr. P.,
‘with five years of teaching experience.

Raymond was of average height and weight, 8 years of

age, and in Grade 3 during 1980/81, the year in which this
e
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study was conducted. His dark brown hair hung thick and
straight, framing his Chinese face.

On a late November, 1980 morniﬁg, Raymond's teacher
had given the whole class a set of oral instructions for a
reading comprehension task. Raymond was outstanding among the
_pupils, in that he was the only child who did not participate
as per the teacher's instructions. During the time Mr. P. was
speaking to the class and the period immediately following in
which the students began to copy and then answer a set of ques-
tions that had been written on the chalkboard, Raymond was oc-
cupied in a seemingly irrelevant search through his workbooks
and texts. Alfhough he looked up from his desk, his low-affect
‘expression did not chénge when Mr. P. prompted him with the re-
minder that for the assignment he did not need any of his work-
books and should, thereforé, leave them in his desk. Mr. P.
continued to address Raymond specifically and repeated the in-
structions for him. While he had been individually attended
to, Raymond had stopped the search through his workbook and
regarded Mr. P, with the same low-affect expression. Mr. P.
elicited a verbal affirmation from Raymond that he understood
what he was to do. When Mr. P. began to assist another stu-
dent, Raymond began anew his aimless search through the work-
books. As the others in the clasé worked on the assignment,
Raymond's activity next expanded to other items in his desk
which he took out one-by-one, examined briefly and exchanged

for another. His search ended after a few minutes when he

o~
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brought out his crayons and paper, and began to draw. He
drew for the remainder of the twenty minute period and had
to be prompted by Mr. P. to stop and follow the rest of the
class out to the schoolyard for recess. On his desk he had
left an elaborately detailed pencil and crayon drawing of a
Star Wars-type space ship. He had not done any of the assign-
ed work.

A few days later, in early December, Mr. P. stood
before the class again. This time he told the children that
he had been given épecial powers by a wizard at a chance en-
counter on his way to school that morning. He was empowered
to give each student five free wishes. What was required, he
said, was that the students list their wishes on paper with
at least one sentence per wish plus aﬁ explanation of why
they wanted the wish. Raymond again showed a low-affect ex-
pression. This time he stared at his desk top. His reaction
contrasted notably with the reactions of the other children
who showed great enthusiasm for the idea. When they excitedly
commenced to compile their lists, Raymond cbntinued to stare
at his desk top where a blank piece of foolscap lay.

I walked over to him with the intention of encour-
aging him to participate in the activity. He smiled at me
as I approached. I had been introduced to the class the week
before as someone who would beufpending occasional time there.
Mr. P. had again on this day noted my presence, but I intro-
duced myself to Raymond personally by reminding him of my

name. I asked him if he could tell me what the other child-
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ren in the class were doing. He smiled pleasantly but said
that he did not know. As I told him what Mr. P. had said, I
thought that Raymond began to catchvsome of the excitement
of the others because his eyes opened up a bit and he looked

toward the ceiling as if he was formulating a picture in his

mind. “How about putting your first wish right here?" I said,
pointing to a spot on the paper laying on his desk. "I don't
have one" he replied. "What would you wish for if you could

wish?" I said, backing up a bit. This did not work either:
"Nothing." I asked him what it was that he'd. "really like to
have, that you don't have now?" This time he replied decis-
ively: "A snake:" "So", I said, "you really like snakes."

"Well", he paused as if to think, "sort of" came the rest of

his repiy. I followed: "Well, you-Elgg of like them then."
His response was again decisive: '"No, oh no, you see I'm
scared of snakes, actually." "Do you like snakes?" I asked.
"No," came his reply.

" Dismissing snakes as a possibility, I asked him if
there was anything else he wished he had;j He told me he
would like a spaceship. "A person could go off in a space-
ship;" I suggested with carefully measured enthusiasm. He
agreed. I wondered out loud if he:could put that down as a\
wish. - He told me that he could not, because he did not ac-
tually want a spaceship. Our conversation continued in the
éame manner, covering different wish possibilities until the

end of the period when the bell rang .and the children all

left for recess. Raymond had not written down one wish dur-
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ing our fifteen minutes together.

Mr. P. told me later that Raymond's behavior during
my observation. the previous week, and his response to my at-
tempts to assist him with the K "wish" assignment were typical.
He further stated:

Raymond does not apply himself to his work; particulér—
ly reading, language arts and to a lesser extent, math.
He won't work unless I push him -and demand that he work.
Then I have to supervise him all along the way. Other-

wise, he will stop and daydream or wander around the
room.

Mr. P. told me that Raymond's academic achievement was not
at the Grade 3 level and that his work assignments were rare-
ly completed.

When asked to comment on Raymond's peer relations,

Mr. P, said:
He doesn't have any friends. He bugs other kids. At
least 3 or 4 times a day I'll see him pass another kid's
desk and bump it or purposely knock something off. The
other kid will get mad but it's as if Raymond doesn't
notice [the other's reaction]...

Mr. P. told me that Raymond had on occasion gotten intovfights
or been pushed around harshly by bigger boys whom he had bug-
ged, but that he did not seem to have been deterred by that
consequence. Many of the children in the classroom appeared
to have learned to tolerate him with annoyance when he inter-
fered with them, rather than retaliate physically. On the
playground and during free time in the classroom he rarely
joined other children for more than a few minutes. Mr. P.

told me that one of the Grade 3 boys had attempted to play

with Raymond a number of times, but that it had not worked
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out.well. Raymond did ndt respond. It wizs as if he did not
know how to relate in a more appropriate mode.

Commenting on Raymond's moods, Mr. P. related that:
"He seems to be far away, daydreaming .much of the time. He
doesn't seem sad and he doesn't seeh to be happy either.
'Flat' is the best word to sum up his usual mood."

Raymond apparently got along relatively well with
his teacher despite the close supervision that Mr. P. believéd
was necessary to get him to produce academically. He rarely
reacted with open defiance when Mr. P. pushed him to work,

- but Mr. P. reported that Raymond had to be severely reprimand-
ed on a couple occassions for "lipping off" for no apparent
reason to the soft spoken and deferential teacher's aid who
came into the classroom for six hours a week

The scope of Raymond's interests were narrow. He
liked to draw. The subjects of his drawings were typically
either Star Wars-type space ships, or animals. Mr. P. said
that although he showed artistic ‘talent that was recognized
by the other children in the class,_Raymoﬁd did not like to
have his pictures praised--especialiy the animal drawings
which he frequently destroyed whether they had been praised
or not, saying, for example: "A whale doesn't look like
this. This is crummy."

Raymond had several obvious rash-like patches on
-his neck. When he was asked to comment on.the condition he
said the cause was that he ate "too much junk food." When

asked how he had arrived at that conclusion he mumbled a
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sentence which contained the word "doctor" but would elabor-
ate no further. Mr. P. recalled that the rash had been pre-
sent on Raymond's neck throughout most of the fall. He added
that the rash did not appear to make Raymond uncomfortable,
although he did scratch himself océasionally and there had
been some bleeding at times as a result.
III. AN ASSESSMENT OF THE SUBJECT
WITH RESPECT TO THE SELECTION CRITERIA

A. Symptomatic Behaviors

In the initial reports of Raymond, there are many
behavioral indicators that suggest underlying emotional dif-
ficluties. Forﬂexample, the reports indicate that Raymond
typically showed little, if any awareness of the ongoings
of the classroom. His teacher usually needed to make a spec~-
ial effort to "push" Raymoﬁd to pay attention. Otherwise

Raymond seemed to '

'wander" aimlessly or '"daydream.'" The re-
ports also suggest that Raymond did not have any friends and
that he’usually played by himself even though he had beén ap-
proached in a friendly way by another child on certain oc-
casions.

Raymond's affect was characterized as "flat" by his
teacher. That is, the range of his emotional displéys was
narrow and typically did not reflect such feelings as happi-
ness, excitement, anger or disappbintment when he was in a
context that could be counted on to elicit these feelings

as other children normally do.

His emotional neutrality did give way, however, at
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times when he expressed displeasure at his own artistic abil-
ity. His self put-downs in this area, appeared inappropriate
as he was regarded by Mr. P, and his peers as the most ar-
tistically talented child in the class. Aside from drawing,
he showed little interest in other areas. According to Raths
(1972, pp. 31-35) these behaviors are characteristic of tﬁe
child who is withdrawn and thus symptomatic of a child who
is emotionally troubled. 1In a different vein, there were ré-
ports of several fights that Raymond had been involved in.
Further, he frequently curried the displeasure of his class-
mates by bumping, tripping them or knocking items off of their
desks. Mr. P.aiso told of Raymond's unprovoked verbal ag- |
gression toward the teacher's aid. These behaviors are

symptomatic and reflect characteristics of aggression (Ibid.,

pp. 19-24).

There was another category of troubled behaviors thatb
Raymond showed. Specifically, Raymond rarely completed assign-
ments on his own. Mr. P. believed that this may have been con-
nected to the phenomenon seen by the inveétigator in his at-
tempt to assist Raymond to begin the "five wishes'" task. This
phenomenon is a transactional pattern that could be described
as follows: the teacher would ask Raymond a question that had
a definite, personal referent thaf was readily available to\
his cognitive faculty (e.g., "Raymond, what would you like to
have?"). Raymond might reply with the answer (e.g., "a snake")
which the teacher would confirm: '"So, you'd like a snake." -

His typical reply would disconfirm his previous statement:
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"No, actually, I don't‘like snakes." For Raymond to have al-
lowed the teacher's second response ('"So, you'd like a snake")
to stand, would be to have committed himself, which Raymond
apparently was not able to do. Mr. P suggested that "I think
that it makes him nervous to énswer'questions."

According to Shapiro (1965) "sometimes the difficulty
and discomfort that these people experience when a decision
is in prospect is explained as a reflection of their ambiva-.
lence" (p. 46). The '"people'" that Shapiro was referring to
showed signs consistent with a category of symptomatic be-
havior that Shapiro designated as neurotic obéessive-compul-
sive. He continued, '"but what distinguishes obsessional
people in the face of a decision is not their mixed feelings
but rather the fact that those feelings are élways so'ﬁar-
veously and perfectly balanced" (Ibid). This fit a chronic
pattern in Raymond's behavior.

In sum, Raymond showed aggressive and withdrawn be-
havior. He also engaged in a pattern that is also seen in a
neurotic character-type. Raymond's behavior therefore met
the first criterion. It was symptomatic of emotional diffi-

culties.

B. Academic Performance

From the data presented above, particularly the in-
formation that he frequently did not complete assigned work
and that he showed difficulties attending to the teacher, it
might be assumed that his achievement levels were low. The

assumption is correct. Mr. P, had not given Raymond achieve-
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ment tests, but concluded from his in-class performance that

Raymond's achievement levels were as follows:

TABLE 1

Teacher Assessment of
Raymond's Academic Achievement Grade Levels,
: December, 1980

Subject Grade Level
Math 2.5
Vocabularly 2.0
Reading 1.5
Phonics | 1.5
Spelling - 1.5

No test data were found on Raymond's intelliggnce.
Mr. P. stated, however, that Raymond was a ''smart boy who
showed signs of being able to do much better." The school
counsellor who had observed and worked with Raymond individ-

ually in the 1979/80 school year agreed with Mr. P.'s apprais-

al as did his second-grade* teacher. Further, the principal
at Raymond's school who was familiar with Raymond, noted
that his underachievement could not be explained by a lack
of intellectual ability.

C. History of the Difficulties

In checking with Raymohd's Grade 2 teacher, it was
found that she had observed many of the same behavior dif-
ficulties that were seen in Raymond in Grade 3. She noted
low achievement levels coupled with an inability to complefe

~assigned work. She noted that his peer relations were poor;
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that he frequently 'poked and prodded" other children and
that he would often "tune out" the children when they pro-
tested that treatment. She recalled that he also had diffi-
culty paying attention to her'instructions.

The school counsellor was called in to consult on
those difficulties in the same school year. He brought Ray-
mond into a counselling group to work on "self-concept skills."
In addition to confirming many of the observations of the
Grade 2 teacher, he characterized Raymond as an "emotional
cripple'", elaborating that Raymond could expfess little, if
any understanding of the feelings of himself or others.

Raymond's principal had knowledge of Raymond from
the previous year. He stated that his Grade 2 teacher‘had
experienced many problems with Raymond and that she had
sent him to the office on a number of occasions in the spring
of 1980 because he would not be controlled. He said Raymond
had been referred to him twice because he had bitten another
child. Evidently, Raymond had also frequently been verbally
aggressive and hostile toward his teacher that year.

These data suggested that Raymond's difficulties had
existed earlier. -

D. Physical Health

In a December meeting, Raymond's father indicated
that the child had been recently taken to visit a physician
because there was concern over the rash on his neck. Accord-

ing to Raymond's father the doctor had said that the rash was
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eczema and caused by Raymond being "frustrated." It did not
have an organic antecedent. Otherwise, the doctor had told
Raymond's father that the child was in normal health. The
assumption was made that the rash was psychosomatic (Pelle-
tier, 1977, p. 279) and taken as a further indication that
Raymond showed symptoms of emotional difficulties.

E. Age
Raymond was 8 years old at the time of the study.
His age appeared to place him in a category that seemed ap-

propriate for symbolic play and therefore play therapy.

F.’ Previous Attempts at Remediation

Raymond had been sent to the principal's office sev-
eral times during his Grade 2 career. The principal had sev-
eral conversations with him_at these fimes regarding his be-
‘havior. The principal had attempted to reason with Raymond
and suggested alternative behaviors to the ones which had got
him in trouble. The principal did not believe that his efforts
at remediation were successful, but he did believe that separ-
ating Raymond from the classroom and making him sit in the
office prevented further escalation when Raymond appeared to
be going out of control.

The school counsellor, who saw Raymond in approxi-
mately 6 "self-concept'" groups, reported that he did not see
change or improvement in Raymond's behavior as a consequence
of the child's participation.k He also had conversations with
Raymond's mother, but that did not seem to help either.

Mr. P, felt that there were perhaps fewer fights and
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other aggressive behaviors seen in Raymond in ‘the fall of 1980,
‘but attributed that improvement to his own ability as a
teacher to control Raymond. He indicated that he felt he
could not leave Raymond with the teacher's aid, lest there
be recurrances of "lipping off." Mr. P.also said that Ray-
mond had been listed by substitutes earlier in the fall as
an incorrigible child.

It appeared that '"mormal" school intervention had
not been helpful to Raymond, as his difficult behavior per-
severed. With respect to each of the selection criteria,
Raymond was considered-an appropriate’subjecf.

| IV. FAMILY INFORMATION

Raymond's father, Mr. Chuang (pseudonym) was born
in China. When he was on the cusp leading to his teenége
years his family emigrated to Vancouver, Canada with the aid
of relatives already here. The values that Mr. Chuang was
exposed to as a youngster were traditionally Chinese. Ac-
cordingly, when he sought to marry he was attracted to Mrs.
Chuang who was also a product of a traditional Chinese family.
Mrs. Chuang, however, had been born in Canada and because her
family had been living in Vancouver for a longer period of
time than her husband's family, her upbringing reflected a
greater exposure to Western culture.

At the time of the study, Mr. and Mrs. Chuang were
both in their mid-thirties. They had been married for eleven
years and had, in addition to Raymond, a daughter Lucy,

who was two years older than Raymond and in grade five at the
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same neighbourhood scﬁool. The Chuang family's home was a
plain stucco, three bedroom bungalow. Once past the neat
yard one entered the house and was met by furnishings that
were elaborately Chinese. There seemed to be just enough
room for each of the people living'there which included in
addition to those already noted, Raymond's maternal grandmother.

An interview with Roger Low, a Chinese-Canadian with
several years of experience with the Ministry of Human Re-
sources in youth and family work, provided some insights into
traditional Chinese family structure. It was pointed out thét
the network of relationships in Chinese families are differ-
ent in certain respects from the manner in which Western
families are typically organized. First, Low said the pre-
sence of a grandmother was very common, because in Chinese
culture it was expected that grown children would care for

the elders in their old age. A grandmother's function was

typically active. She would aid in the day-to-day household
operations, including childcare. Tradition stjipulated that
on certain household and child-care decisions, the wife (in
this case Raymond's mother) would defer to the older woman,
but that they would both cooperate in the execution of domes-
tic functions.

The eldest son in a family held a position of great
importance. It would be he who would take on the responsibil-
ity of caring for the parents in their old age. As a child,
he would be made aware of this role and would be groomed for

his future by being given extra responsibilities. Along with
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his extra responsibilities would come certain special priv-
ileges that none of the other children in his family, in-
cluding an older sister, could expect to have. In a family
with only one boy, his positian as most favoured would be
even more important because if he were to die, then the par-
ents might have grave difficulties surviving in their old
age when they could no longer work. Furthermore, the only
son would be the sole person who could carry on that particd-
lar family's lineage, and his death would be a disaster in
that respect.

Even though an only son held a special position, he
was duty bound to obey his mother, grandmother and especially 7
his father. Failure to show obedience would bring shame upon
the family which would rest most heavily on the shoulders of
the father. P

A daughter's role would be to help with the house-
keeping. In the China of old, she would be expected to learn
her domestic chores well and demonstrate obedience; a girl
showing these qualities could expect to,marry young and cease
to be a financial burden to the family. In a case in which
she was older than an only son, she might be asked to look
after him. At these times, her authority was vested in her
by her elders and the son would obey his older sister as a
means of obeying his elders.

In a household with no grandfather, the ultimate
authority would rest with the father. His word is final in

all respects and he could overrule decisions made by others
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in the family. He is also considered to be the prime bread-
winner, and in situations in which his ability to provide was
in question, he would feel shame.

.Low stated that most Chinese families in Vancouver
had been influenced greatly by Western culture and had needed
to make adjustments. '"Chinese culture is strong in its re-
siliancy," he said, "and most families can tolerate Western
influencel[but they inevitably] experience conflicts around
this."

It may be noticed in the following discussion that
the Chuang family exempiifiéd in several respects the tra-
ditional values and the conflicts that Low spoke of.

In an interview, Mr. Chuang presented himself for-
mally and politely. He was small and soft spoken. His com-
mand of English was not quite fluent and not fluid. One had
the impression that he would have preferred to be interviewed
in his own language.

Raymond:s teacher had related information that Mr.
Chuang might be "too hard on Raymond." When asked to comment
on problems that the family was experiencing with the boy, Mr.
Chuang said that he felt worried about his son because, when
left with unstructured free time, Raymond usually engaged in
"foolish daydreaming", fighting with his sister, or disobed-
ience. To prevent these problematic activities and to insure
that Raymond was engaged in something productive, Mr. Chuang
said that he made certain that his son was busy at all times.

Mr. Chuang explained that each day after public school, Ray-
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mond and Lucy traveled downtown by bus to attend Chinese
School where they were instructed in the reading and writing
of Chinese characters. After their return home, one child
would do public school homework while the other would prac-
tice piano. When the first child had finished piano practice,
the two children would switch activities. Neither Raymond's
teacher Mr. P. nor Lucy's teacher gave much homework and so
Lucy was usually free to go on to other activities. Raymond,
however, was not allowed the free time. Mr. Chuang said that
he devised extra school work for his son, parFicularly math
which he felt was one of Raymond's poorest subjects, but im-
portant for a boy who would be expected later on in life to
support a family. As he spoke, Mr. Chuang showed a genuine
and unmistakable concern for his son.’

With respect to his own employment, Mr. Chuang work-
ed as a commercial artist/designer. Although he had always
previously worked for established firms in the Chinese com-
munity, he had decided (in the year before this study began).
to branch out on his own. His one-person art design and
graphics operation was young and struggling, but according to
Mr. Chuang, it was recently becoming more viable financialiy.
He indicated that if business continued to improve his wife
might be able to quit the job that she held.

Mr. Chuang explained that unfortunately Raymond would
not obey either his mother or grandmother; indeed grandmother
was an old and frail woman and had even'become ill as a con-

sequence of Raymond's disobediencd. Therefore, even though he
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had a small office in the Chinese business district, Mr.
Chuang had been making a practice of doing much of his pro-
fessional work at home so that he could take charge of Ray-
mond when the boy came home for lunch and after school.

In the spring of the schoél year preceding this study
the school counsellor had met with Raymond's mother to dié-
cuss Raymond's lack of academic progress and poor peer rela-
tions. At that meeting the counsellor noticed that Mrs. |
Chuang seemed concerned but distant. She indicated that she .
felt powerless to manage Raymond's behavior.. These concerns
were repeated again in a contact this investigator had with
her. She explained calmly and with a show of flat affect
that she had given up attempts to control Raymond. She des-
cribed her son as frequently nervous. She believed that the
cause of his nervousness was that he was a '"perfectionist"
and that he "always tried to get everything right."

In her grade-5 classroom, Lucy Chuang was not con-
sidered outstanding in any respect except that she was thought
of as a little shy. Her  teacher reported that her academic
skills were progressing adequately and she had a circle of
friends that she got along well with. In a conversation with
the investigator she related that her relationship with her
brother was '"not good because he bugs me." She also related
that he would not obey his grandmother. Her expression was
one of concern and she acknowledged that she was worried about

the situation.



73
V. THE WORKING DIAGNOSIS
Based upon the theoretical considerations neéessary
for diagnosis presented in Chapter II, (pp. 29-38) it is

-nOW possible to use these in making the diagnosis for Ray-

"~ ~mond Chuang.

The observational data gathered included information

suggesting that Raymond showed chronic withdrawal combined
with a dampened affect. Symptoms of this nature suggest the
possibility that the child has not had the opportunity to de--

velop basic trust. Since this psychosocial task is typically

negotiated during infancy when the mother is usually the prin-
cipal caregiver; it is important to consider the quality of
the mother's relationship with the child at that stage. Al-
though those data are not available in this study, it is

known from reports by both parents that Mrs. Chuang
had, at the time the study began, been playing a peripheral
role in the parental subsystem of the family. It was also
noted that Raymond had been "uncontrollable" by both his moth-
er and grandmother and that this issue was a source of anxi-
ety, discomfort, and possible shame in the family from the
perspective of Chinese culture. It is possible to speculate
that Raymond's mother was not able during his infancy to pro-
vide the consistency and presence that Erikson noted as nee&-
ed for the development of basic trust. Speculation aside,

the data suggest that Raymond was blamed for Mrs.(Chuang's
failure to control him, and he was also blamed for the ill-

ness of his grandmother. This condition suggests that the
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- two women perceived that they had been ill treated by the
child, and were on guard against him as a consequence. This
mode of interacting with Raymond would be likely tobinduce a
sense of mistrust in Raymond. °

By having failed to successfully negotiate fhe first
psychosocial stage, Raymond and his family were ill prepared
to adequately traverse the succeeding stages and His behavior
manifested symptoms accordingly. Raymond's aggressiveness,
which typically came out in the form of bugging others is rem-
iniscent of a child in search of autonomy. It appeared, how-

ever, that this child had instead found shame and doubt as a

consequence of his poking to stir up the fire in others. Per-
haps the most striking symptoms were associated with his lack
of school progress. He appeared to bé unable to attend to
tasks and was able to skillfully disqualify any assertion that
a teacher could induce him to make. In addition, the infor-
mation that Mr. Chuang supplied about the quantity and nature
of the after-school work that Raymond was given, leads
the focus here to the psychosocial task of.industrx. It ap-
peared that Raymond despaired of his abilities . In short, he
~had a sense of inferiority that left him unable to generate a
product (schoolwork) on his own--he had to be pushed by an
"other."

The issues outlined above represent numerous condi-

tions of worth. This child was apparently unable to assert

himself as an autonomous individual with his mother or

grandmother lest he risk loosing their love. Further, his



75

father's love appeared to be conditional upon Raymond meeting
his father's exacting demands.

With respect to the directions that a school coun-
sellor's interventions might take, it appeared thét Raymond
would likely benefit most from being prized, as he wés, for
who he was, with as much consistency as possible. Further,
it appeared that he might be in need of support that would
counteract the sense of inferiority that he felt. If he
could gain a sense of industry based on some of his own in-
nate capacities, he might be able to generate - a product, inde-
pendent from the conditions of worth that seemed to .affect:
much of his schdbl career.

IV. SETTING UP FOR PLAY THERAPY--

CERTAIN PRACTICAL CONSfDERATIONS

With an initial diagnosis completed, there arose
the need to establish various parameters for the counselling
interventions. In this regard, three fundamental issues were

considered: (1) the playroom--a counselling room or space in

a room with certain physical attributes had to be located and

secured for use on a regular basis; (2) play-media--a selec-

tion of toys and materials had to be gathered and made ready

for use in the play sessions and; (3) meeting schedule--the
questions of the frequency and duration of the play sessions
had to be addressed.

The Playroom

The typical public school has several functions.

These functions may include academic instruction, socializa-
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tion, and minimal health care of the children. These
functions are reflected in the physical structure of the
school buildings themselves. The planners who have created
the layouts of public school buildings have typically not con-
sidered a play therapy room to be of high priority (Landrith
& Hendricks, 1977, p. 63). Therefore, the ideal playroom of
the ideal size, which is private, soundproofed, equipped with
running water, easily washable walls and floor, shelves for
permanent display and storage of toys, a one-way mirror for
observation was not available at Raymond's school. Axline
(1947) points out that if nothing more desireable was avail-
able for a playfoom, a corner of a school classroom could be
used (p. 53). Ginott (1961, p. 64) however, adviées against
such an arrangement. He states that the attribute of size is
important. A playroom of 150 to 200 square feet would be of
optimal size because "a [too] big room invites wild running
and rough play in aggressive children and permits withdrawn
children to avoid contact with the therapist'" (p. 64).

Keeping Ginott's advice in mind, the investigator
consulted with Mr. P. who had taught in Raymond's school for
several years and consequently knew the buildings well. Sev-
eral playroom attributes, with special priority on the impor-
tance of a room of the size recommended by Ginott, were identi-
fied as crucial. Of the three rooms available, the nurse's
office appeared upon inspection to have the most favourable
attributes’for play therapy. This room was located in a far

corner of the building, away from the classroom area and
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bounded only by the principal's office. This location was
‘relatively private. As for size, the room was 10 ft. x 15 ft.,
thus meeting the standard set by Ginott. 1In addition, the
room had a small washroom attached to it with toilet and sink,
which meant that running water would be available for poten-
tial play. There was also a small armless sofa at one end
of the room, and in another corner, the nurse's desk. These
last two features were plusses as-they opened. up many possibili-
ties for symbolic play. On the minus side, was the unlocked
cabinet of nursing supplies which contained such items as
cotton balls, tongue depressors and bandages. Raymond would
have to be constfaingd from interfering with these and there
was some concern that there might be difficulties in the pro-
cess. Another detracting aspect of this room was that, al-
though washable, the tile fioor in combination with the room's
very small and high windows imparted a certain dark coldness.
An attempt to offset this was made by supplying a small bright
*throw-rug for the floor.

The nurse's office was apparently little used. The
nurse was itinerant; she was responsible for several schools
in the area, and therefore spent only short periods of time us-
ing the office at Raymond's school. Scheduling for use of
that room was handled informally by the school secretary who
worked in the adjoining office. Arrangements were made with
her for use of the room on a schedule that would not interfere
with the nurse's visits. The secretary, however, did point

out that a conflict might arise occasionally because children
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who become ill at school are asked to wait in the nurse's of-
fice for their parents to pick them up. Since there appeared
to be no other alternative for these children, alternate ar-
rangements for counselling on those occasions would have to
be made.

Meeting Schedule

Nickerson (1973) suggests that play therapy sessions
in a school setting should be scheduled to end at the beginning
of a break in the school day, such as recess, lunch, or dis-
missal. This arrangement was suggested because in her exper-
ience, after a session in the playroom, children could be too
"noisy and boistérous to return to class" (p. 363). With re-
spect to this consideration, Raymond's teacher was consulted.
Mr. P. felt that the period preceeding‘the lunch break would
be the best schedule choice. It was then that Raymond would
be least likely to miss productive instructional time. Fur-
thermore, if Raymond were to show boisterousness after a play
session, the lunch break would offer a more accepting environ-
ment for him than would a classroom. |

The literature, unfortunately, appears to be unclear
as to the matter of the optimal frequency of contact between
a counsellor and child in play therapy sessions. Axline (1947),
Moustakas (1959), Ginott (1961) and others (e.g., Alexander,‘
1964; Waterland, 1970; Nelson, 1967; Campanelle, 1971; Jern-
burg, 1979) do not appear to have discussed the issue directly.
Insteéd, when reviewing their writing the picture that emer-

ges--one session per week--is derived from the frequencies
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mentioned incidentally in the case presentations by these
writers. Still others (Nickerson, 1973, p. 363; Kranz, 1972,
p. 73; Andronico & Blake, 1971, p. 377) have mentioned fre-
quencies of twice a week but again, these writers unfortun-
ately seem to have omitted a fationale that could explain that
choice.

After consideration, it was decided to schedule Ray-
mond for two play sessions per week. This decision was taken
because of the relatively short (6 month) treatment period,
in which to effect therapeutic change. By scheduling sessions
two times per week, there might be a greater éhance for the
possibility of therapeutic.change.

Play Media

The list of play media, or toys and materials that
might be used profitably in play therapy can be quite expen-
sive (Axline, 1947, pp. 52-55). In this investigation, how-
ever, there were constraints that resulted in a restricted
play media list. First, there was no permanent and secure
storage space available for use in the nurses office. This
meant that the quantity or volume of media that might be
available for Raymond in the counselling sessions was, of
necessity, limited to what could be carried to the nurse's
office for each session. There was also the matter of bud- -
get. Toys can be expensive. For example, the lowest priced
(but still sturdy) baby doll offered by Sears during the time
that toys were assembled for this investigation was priced

at $12.99. Considering that several dolls, enough to make up
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a family, were to be acquired, prices of this nature limited
the number of purchases that could be made. It was possible
to make use of the resources available at Raymond's school, and
thus, crayons, paints, paper and other supplies from the class-
room were added. It was not possibie, however, to augment |
the list of teoys because toys were generally non-existent in
the school. As for larger and desirable items, sﬁch as a sand
table or water-play table, it was unfortunate that circum-
stances did not appear to favour the smooth shifting of these.
pieces into and out of the nurse's office for each session.
Another consideration with respect to these large items was
the "mess potenfial". Sand and water play are often accompan-r
ied by much exuberant spreading around of these materials by
a child in play therapy. The concern about having to set
strict limits on materials"use, and the possible consequencev;
of Raymond's mess militated against the inclusion of these
larger materials, in spite of their attractive play-use poten-
tial. .

These and other limits demonstrate that the physical
set-up for the play therapy aspect of this investigation was
less than ideal. Fortunately, direction for school counsel-
lors has been provided by several writers (Landreth & Hend-
ricks, 1977, p. 63; Waterland, 1970, p. 181) including Axline
(1947) who suggested that if it was ''mot possible to secure
all the suggested materials...[a scaled down list] packed in
a suitcase and carried about with the therapist" (p. 54) would

not unduly limit the effectiveness of the counselling.
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Instead of a suitcase, an extremely sturdy commercial
cardboard carton (42"x24"x12") designed for long distance ship-
ping of frozen food was used. In addition to being sturdy,
the carton was unlike the typical supermarket box in that
it did not use flaps for closing‘but employed a sli?-over
type lid that was counted on to provide security for thé con-

tents. This "playbox" was stocked with the following items:

1. A doll family--father, mother, boy and girl,
2. Three hand puppets,

3. Several small animal figures,

4, Three sauce pans of various sizes,

5. A set of plastic dishes, cups and spoons,

6. Plastic containers,

7. Crayons and felt markers,

8. Paper, ’

9. Scissors,

10. Masking tape,

11. Plasticine, .

12. Building blocks,

13. One half dozen assorted small cars,

1l4. 0dd scraps of cardboard and paper tubes.

Most of these items were purchased second-hand at

considerable savings over new items. By making the rounds
of several second-hand stores and garage sales, where used
toys and household goods such as dishes and cooking utensils
are usually present in abundance, it was found that the 'play-

box" could be stocked for approximately $25.00. Cheap prices
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also translated into a degree of expendability. For example,
a used aluminum sauce pot could be replaced for less than
$1.00 if it was damaged during play. When selecting used
toys, however, it may be advisable to be alert to items which
have been damaged or weakened through the play of its pre-
vious owner. Once the play therapy sessions began, it was
necessary to discard several items of this nature that fell
apart in the early play sessions even though they had not
been handled roughly by Raymond.

VII. THE ANECDOTAL RECORD

Procedure for Collecting Data

Anecdotal records were kept of each counselling ses-
sion. Records were also made of Raymond's classroom behavior
throughout the interval during which the counselling strate-
gies were being applied. Sﬁecifically, these records were
collected in the following ways:

1. The investigator made notes of events and conversa-
tions during each counselling session. After each sessién,
these notes were expanded to (a) fill in the details that
were not possible to record during/the session and (b) pro-
vide conceptualizations about the counselling process.

2. The investigator met with Mr. P, Raymond's teachér,
weekly to discuss Raymond's classroom behavior. Notes were
kept of these meetings.

What follows is an anecdotal account of the applica-
tion of certain counselling strategies and of some of Raymond's

classroom behavior during the six-month treatment period. The
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description of events is often followed by an interpretation.
These interpretations are designated by numbers within par-
entheses and are found directly following the descriptions
of the session. Since this is a personal record of events,
the personal pronoun is used in place of the more formal and

unwieldy term, '"the investigator."

First Counselling Meeting-January 20

As was to be standard for each counselling contact
with Raymond, I came to his classroom in order to walk him
down to the "playroom" in the nurse's office. While walk-
ing toward the playroom, Raymond steered our conversation to
the large cartoﬁ that I was carrying: "I wonder what's in
the box, Mr. Todtman?" I replied: '"Maybe there is some in-
teresting stuff in there. You might‘want to see it when we
get to the playroom." He looked at me and grinned. We were
silent for the rest of our short walk.

When we reached the playroom I placed the box down
in the middle of the floor. Raymond surveyed the room but
paused as I began to speak to him. "Raymbnd, this is called

"the playroom'." 1In here I'm not a teacher and you're not in

a classroom where you've got work you have to do. Here, you

choose what goes on."

He did not reply immediately but in-
stead stood stiffly and grinned in the same way he had done
on our walk over from his classroom. (1) Finally, Raymond
said: "I don't know what to do." I re-emphasized, "In here

you choose what to do," then added, "but you don't know what

to choose." Looking at the box, he then told me with a plead-



84
ing voice, "There's so many things to choose.”" My reply was,
"You can't figure which one to start on." (2) -

I sat down on the floor a short distance (3 ft.)
away from the playbox and waited for his reply. When it came,
it was again to tell me that hé didn't know what to do. I
simply reflected this back to him, adding, ""And that makes
you feel uncomfortable." He grinned and said nothing. (3)

The next ten minutes were punctuated by similar ex-
changes, separated by long silent gaps. Then, Raymond told me
that he was bored. As he spoke these words, I noticed that
he was wincing as if he was experiencing séme pain. I res-
ponded by telling him that in the playroom, he was allowed
to choose what to do. I continued with a softer and encour-
aging voice; "If you want to choose to be bored, that's okay
with me." (4) -

Hearing this, he looked at the box and for the second
time wondered out loud what was in it. I reflected his state-

' He respon-

ment back to him, "You wonder what's in the box.'
ded by again repeating his wondering out loud. We repeated
this sequence two more times until I said, '"Raymond, your
'wondering' sounds like you are asking permission to open the

box, and not just wondering." (5) - He immediately‘replied
with, "Yes." "Oh," was my way to acknowledge that I had heard
his last word. "Well, can I?" he asked. '"You want me to give
you permission, even though you're supposed to choose what to
do," I reflected. After a short pause in which he had stood
still looking at the box, he declared that he would open it.

(6)
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Setting the lid aside, he made a quick visual in-
spection of the playbox and removed some drawing paper and
crayons. He sat on the floor and drew quietly. After draw-
ing an ocean scene with a submarine, he put the paper aside
and began to tell me a series of stories that involved him
and his sister destroying each other's toys. (7): In each
story, his sister stepped on or twisted apart one of Raymond's
toys such as an airplane or watercolour paint set. Each time
she acted this way, he retaliated: '"Well, next I wrecked one
of her doils, but she got another one." I reflected to him
that their toys seemed to get wrecked but that his sister's
dolls seemed to be replaced each time one was broken. He
acknowledged this and added that there was one of his toys
that had not befallen such an unhappy‘end. This toy was a
model aircraft carrier: "I keep it on top of the T.V. Once,
my sister tried to wreck it, but I told my father and she got
in trouble from him." (8)

I informed Raymond that five minutes remained in the
session. On hearing this, he turned back.to the playbox and
began to make a more thorough search of its contents. He re-
moved a set of small toy cars that were still in the plastic
bag from the second-hand store. As with the playbox itseif,
he wondered oﬁt loud if he could open the bag which was cloéed
tightly with staples. '"You wonder if it's okay to open the
bag," I said. He looked at me and declared with a grin: "I'm
gonna." (9) . '

Raymond opened the bagvand played with its contents
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'fot the remaining time until I informed him that the time was
up. His reaction to this’information prompted me to reflect
to him that he seemed disappointed. He replied, "Yes." As
I was putting the play materia}s away, I told Raymond that I
would return on Friday for the nekt play session. 'He pretend-
ed not to hear me and replied, "Wednesday." '"You don't want
to wait until Friday; you want to do this again tomorrow" I
said to him. He agreed. (10) I told him that I would see
him again on Friday; and thus the first session was ended.

(1) Raymond was anxious during this session. Although
he and I had several previous contacts, including
one in which'I had briefly tried to prepare him for
the beginning of the play sessions, he was in a new
situation on this day and showed his discomfort with
a wide grin that filled his face so much that his
eyes squinted.

(2) Raymond had clearly been told that he was to choose
what to do, and his curiosity seemed to be directing
him to find out what was in the box. Raymond, how-
ever, was in a conflict in that it appeared to be too
risky for him to commit himself to any direct action
regarding the box, even though he was intensely cur-
ious. He was uncomfortable in this conflict, and
sought pleadingly to have me extricate him by telling
him what to do. .

(3) Raymond was not used to discussing feelings and I be-
lieve that my reference to how he felt may have
frightened him.

(4) By this time I was bored too, but had been filling in
the gaps by daydreaming. I had thought that I could
continue on that way quite comfortably for the rest
of the session if need be'. It was okay with me that
he had chosen to "be bored" and I endeavored to make
this clear to him as well as to be as supportive as
I could.

(5) By offering this comment, I hoped to assist Raymond
to clarify what he seemed to be saying--i.e., he
wanted me to tell him to open the playbox.

(6) It seems that Raymond did some thinking about his sit-
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uation during this pause. What his thoughts were,
I don't know, but the effect of what had transpired
up to this p01nt in the session was that Raymond him-
self opened the playbox without me urging him to do
so as it seemed he would have liked. It was advan-
tageous that events unfolded this way because I was
able to support several of the treatment goals that
had been set--most particularly the goal of facili-
tating and valuing autonomous action by Raymond.

(7) It seemed to me that these stories were fantasies.
They also seemed to offer some preliminary indica-
tions with respect to the relationship between Ray-
mond and his sister.

(8) I guessed that Raymond was expressing that he felt
powerless in relation to his sister. He also seem-
ed to be expressing a wish that he could expect his
father to show support of him on certain matters.

(9) He appeared again to be concerned with getting an
explicit instruction from me. This time, however,
he found it easier to act on his own.

(10) In some quarters, this sort of transaction mlght be
labeled as an "attempt by Raymond to manipulate."
Manipulation is typically connoted negatively as
"bad behavior'" on the part of the child. It would
seem that the only alternative for a counsellor who |
is confronted with bad behavior is to correct the
bad behavior. I prefered, however, to view these
situations as "attempts to influence.'" This per-
spective governed my response to Raymond. It seem-
ed that he liked the session enough to try to in-
fluence me to return on the following day, Wednes-
day, rather than wait three days for Friday to ar-
rive.

Counselling Meeting--January 23

When I arrived at Raymond's classroom, Mr. P. told me
that Raymond had been unusually cheerful and alert throughout
the morning, in contrast to his typical "flat'" affect. Ray-
mond had asked Mr. P.if I was going to "be at the school to-
day." When Mr. P.gave him an affirmative answer, Raymond as-
ked him if he was sure. Although Mr. P.did not inquire as to

how he felt about the first meeting it appeared to Mr. P. that
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these behaviors indicated that Raymond had enjoyed it and was
looking forward to the second one with enthusiasm.

Upon arriving at the playroom, I placed the playbox
on the floor and sat down as I had done at the previous meet-
ing. Raymond grinned shyly, looked at the ceiling and said,

' "Raymond,'" began my re-

"I wonder if I should open the box.'
ply, "you wonder, don't know if you should open the box." He
nodded, and then asked "Can I?" I told him that he seemed td
want permission from me to open the box; to which he replied, -
"Yes, can I?" (1) I then told him that to open the box was
his decision to make and I added, '"You would probably feel
more comfortablewif I made the decision about what happens
to the box." He agreed with this and I then told him that I
would not make that decisioqf After considering this for a
mement, Raymond sat down and removed the lid and surveyed the
toys. (2)

He did not remove any of the items in the playqu.
Instead, he launched into a narrative concerning dragons. -Ray-
mond told me that one Saturday he and several of his friends
(3) had been in Vancouver's Chinatown. Looking up into the
sky, they saw‘a dragon flying around.(4) He described several
of the dragon's features, which included a long flowing tail,
menacing claws and, of course, a mouth that breathed fired.‘

He told me that he and his friends directed the dra-
gon to stop a speeding car. The dragon did just that by breath-
ing fire on the tires. The people who emerged from the "wreck-

ed" car were angry, he said, "But it was their fault for speed-
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ing."

Raymond next proceded to relate that his sister was
afraid of the dragon. He told a story in which the dragon
menaced Lucy in several ways. 'For example, he told me that
Lucy tried to sneak up on him and his friends '"to spy on what
we were playing.'" The dragon chased her away by flying after
her and breathing fire. He told this with a smile of enjoy- .
ment on his face. (5) °"Lucy got scared and ran where my fath-
er was," he said. I commented that she would be protected by
their father. This comment had a notable efféct. Upon hear-
ing it, he stopped his nérrative, the pleasure that he had been .
showing passed, and he immediately turned to the playbox. (6)

For a few moments he rummaged around in the box. He
removed a bright yellow mouse puppet énd a larger dog puppet.
The mouse began to hit the dog, inflicting pain that Raymond
expressed by the liberal use of sound effects: '"Ouch! ugh!
ah!." After a few moments, the action changed when the dog pup-
pet turned toward me to deliver a series of insults: "Dummie;
stupid!" followed by a bite on the arm. Speaking to the dog
puppet I said: "You seem to be angry with me." (7) Raymond
carried on as if I had said nothing. I then asked the dog
puppet point blank: '"Are you mad at me?" to which came the
reply, "No, it's just a game, this." (8)

I dropped the tack of commenting on the anger that was
apparently being expressed toward me, in favour of commenting
on the pattern that had emerged: "Oh," I said, "so the little

guy (the yellow puppet) beats up on the bigger guy (the dog



puppet)

to me."
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and then you," speaking to the dog puppet, '"do stuff

Raymond seemed to like this, as he showed a smile and

put the puppets down with an air of satisfaction as the session

ended. (9)

(1)

(2)

(3)
(4)

(5)

(6)

(7)

(8)

(9)

Raymond appeared to be confused. He was not quite
sure if I was merely reflecting what he had expressed,
or if I was acknowledging that I was prepared to do

as he wished which was to give him explicit permission
to open the playbox.

In comparison with the previous session, Raymond show-
ed little distress over the decision to open the play-
box. :

Raymond was reputed to not have playmates.

The image of the dragon plays an important part in
Chinese mythology. As a symbol, it functions to pro-
tect)people against ill-fortune and evil spirits (Yu,
1981).

He appeared to relish the thought of being afraid of
the dragon which he controlled.

I believe that my comment caused Raymond to confront
the idea that his father would protect Lucy against
his pranks. This reality was not welcomed by Raymond,
as it burst the bubble that his fantasy had created.

My words, "You seem to be angry with me," were a com-
ment on the hostility that the puppet seemed to show
toward me. I realized hostility was being expressed,
but it was not until I had a chance to review my notes
after the meeting that I made the connection between
the hostility and my comment about his father pro-
tecting Lucy.

Perplexed by the seemingly unconnected hostility, I
was fishing. Raymond was not about to grasp my line.
Indeed, the ramifications of anger were too great for
him to deal with openly an so he rejected my frame of
hostility in favour of a less contentious one, "It's
just a game." : '

He was pleased and perhaps relieved that the rules of
his game were recognized. It is interesting to note
that in the game, if "A" expressed conflict toward "B",
It ) 1"~ p -~ "

B" then turned toward '"C". If "C", however, turned
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toward "B", as I had done in my comment and question
about anger, then a rule had been broken. Raymond ‘
took steps to deal with the broken rule. 1In the first
instance his step was to ignore me. In the second
case his step was to dismiss the idea of conflict--
thus his game was preserved.

Counselling Meeting~-January 27

Raymond and Mr. P were standing outside of the class-
room door when I arrived. Raymond was receiving a "dressing

down,"

as Mr. P, later described it, for some inappropriate be-
havior that had just occured. Mr. P.'s voice and demeanor wefe
stern and Raymond appeared to be listening. As I passed by
them, on my way to enter the classroom, their.conversation
ended when Raymond agreed not to repeat the misbehavior in
question. 4

Raymond was quiet on the way to the playroom, comment-
ing only briefly on my remark about how warm and sunny the day
had become. He did not comﬁent on, nor did I inquire about
his encounter with Mr. P..

At the playroom we found the school board audiologist
setting up her equipment. She would be testimg children's
hearing in the nurse's office which would therefore not be
available to us as a playroom on that day. Raymond and I left
the building to find a sunny spot. I opened a conversation by
asking Raymond what he thought we should do, given that the
playroom was occupied. He grinned nervously and told me that
he did not know what we should do. Before I could reply, how-
ever, he launched into a monologue on snakes. (1) The mono-
logue made it obvious to me that Raymond was a knowledgeable

naturalist. He detailed how and why snakes shed their skin,
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how they acquire body heat and how some species are able to
swallow extraordinarily large prey by unhinging their jaw bone.
(2) I asked Raymond where he had acquired this information and
was told, "We got an encyclopedia at home." He told me that
sometimes he was able to get his fatﬁer to read the more diffi-

cult sections to him.

(1) This was Raymond's way of making a decision--by action
rather than by a verbal committment.

(2) It was surprising how much this child knew about snakes.
I recalled the stalled conversation that I'd had with -
him in early December, 1980, in which snakes as pets
had come up as a topic. At that time.I had no ink-
ling that he had such interest in, or knowledge of
snakes. Mr. P.was also surprised when I later inform-
ed him of Raymond's expertise.

Conversation with Mr. P.--January 27

After my meeting with Raymond, I spoke with Mr. P. who
told me that Raymond had "lipped off" to the teacher's aide
shortly before I had arrived, and that the most effective means
of dealing with this form of misbehavior from Raymond was a
rather formal dressing down. Although he did not use this dis-
cipline method frequently, Mr. P. felt that the method helped
Raymond when he appeared to be losing control of himself.

Mr. P.was not previously aware of Raymond's knowledge
about snakes. He was surprised that Raymond had so much de-
tailed information on the topic. Mr. P.wondered how Raymond
could have acquired this information from an encyclopedia given
that he was such a poor reader. Mr. P. acknowledged that Ray-
mond's father helped Raymond with the encyclopedia, but specu-
lated that it might be possible that Raymond had reading skills

that had not yet been shown in the classroom.
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Counselling Meeting--January 30

Raymond opened the playbox and removed some coloured
pencils and a large sheet of paper. He quickly became absorb-
ed-in a rendition of an antique.car. After almost 15 minutes
of sustained concentration in which he added fine details not
often seen in the artwork of a child his age, he declared that
the picture was '"no good." He also said that he was a "crummy
drawer." (1) I asked him to tell me "Who is a good drawer?"
Raymond was silent and still, following this question. (2)

When he moved again, it was to remove the yellow pup-
pet and the cloth doll from the playbox. He labeled the pup-
pet as the mother and the cloth doll became the boy.(3)

In the ensuing play, the "mother" took up some build-
ing blocks which she declared to be food. She stuffed food
into the boy, whose whimperihg protests went unnoticed. Next,
the mother puppet dropped the unfortunate child into a plastic
juice container. She then stuffed the container with the toy

' said the mother as she

blocks, which symbolized food. 'Here,'
pushed a block into the container "is some carrots. Here's
some meat. Here's some bread." On she went until the plastic
was distorted by the overload of blocks. The hapless boy
whimpered each time a new piece of food was pushed on top of
him. I remarked to Raymond that the boy didn't''seem to want
all that food. But, he can't do anything about stopping it."
(4) Raymond agreed with me. The mother in the story then pro-
ceeded to throw food at the boy doll. The food exploded amid

shrieks of pain by the boy. I remarked on the worsened situa-
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tion, "That boy is really getting it now." ''Yes,"

came Ray-
mond's reply, "but he has a plan."”

The plan, Raymond told me, was to "trick'" the mother
by "feeding her grenades without her knowing that the food she
was‘eating was explosive." The mother was not to bevtricked,
though. 1Indeed, it was the boy who was tricked. He allowed
the "mother" to quietly cover him with a pile of grenades dis-
guised as food. When the pile was completed, it exploded.

The "mother" responded to this event by declaring that
the child had been injured and must therefore.go visit the doc-
tor. The "mother" picked up the injured boy and threw him ac-
ross the playroo& to where the medical scale stood beside the
nurse's desk. This rough handling of the injured boy continued
through an examination by a doctor. Raymond played the doctor.
He poked and prodded the boy; he shouted medical questions at
him; he jamméd the boy doll in the mechanism of the scale and
finally left him hanging by his shirt from the upright post of
the weigh scale. "There," said Raymond in a rough voice, '"you're
all fixed up." '"The Boy got handled pretty rough by the doctor,"
I said. '"Yeah" was his reply. '"He must have felt pretty bad,"
I said. Raymond looked sad but replied, "No, it didn't matter."
(5)

(1) Raymond's assessment of his artistic talent was inter-
esting in that it contrasted with the general belief

of the children that Raymond was the best artist in

Mr. P's class.

(2) I was curious about Raymond's relationship with his
father in this regard. It was my belief that Raymond

expected his art work to be equal to his father's, and
that Raymond was critical of himself because his work
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did not compare to his father's.

(3) This was the first time that Raymond applied personal
pronouns to a puppet. I took this as a positive in-
dication that he was feeling safer in the playroom.

(4) Was there a struggle going on in Raymond's home around
food? This story seemed to indicate that there was
and that Raymond felt assaulted by hlS mother and the
food that she offered him.

(5) Feeding and doctoring were likely labeled publically
in Raymond's family as positive experiences. Ray-
mond seemed to show in hls symbollc Play that his
inner experience of this ''caregiving'' was negative.
For Raymond to deny the public label assigned to the
.caregiver might have resulted in outright rejection
by his mother. So, Raymond seemed caught in an in-
congruency between the public label and his inner ex-
perience. A psuedo resolution to the incongruent
bind he was in was for Raymond to dlsassoc1ate him-
self from the feelings. Hence, "it didn't matter."

Counselllng Meeting--February 3

Raymond rummaged in the playbox. He pulled out a plas-
tic baby doll. Holding it up in front of me by his thumb and
forefinger he turned up his nose and said, "Yuck." The baby
doll was dropped back into the playbox.

Next, Raymond removed the plasticine from the playbox
with the remark, "I used to be good at this." (1)‘ His hands
became busy and when he paused with an objéct completed, he
peered at my face with a quizzical look in his eyes. '"You won-
der if it's okay with me what you made," I said, referring to
the plasticine penis he held in his hands. (2)

He didn't say anything in reply but began to fashion
what turned out to be an octopus. The playbox contained a
small plastic figure of the cartoon character Snoopy in Red
Baron garb. There was also a plastic likeness of Snoopy's dog-

house. It was the latter that the plasticine octopus stole
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- while Snoopy was not watching. When Snoopy noticed his loss,
he began to wail, '"Oh, my house is gone, what will I do, what
will I do?" Then Snoopy began to act angry. Snoopy's helmet
was constructed of two parts which snapped onto his head. Ray-

mond removed these parts and decléred the helmet to be broken.
"The helmet is broken,'" I reflected. Making Snoopy's voice,

- Raymond ended the play: '"That stupid octopus wrecked my hel-

met."

"Oh, Snoopy's mad now," I said.

Raymond began the same play over again. He snapped
the helmet back on Snoopy's head and placgd,Snoopy's doghouse
next to Snoopy. Again, the octopus stole the house, again
Snoopy wailed at his loss, and again Snoopy angrily broke hi§
own helmet. Raymond repeated the story a third time but this
time at the end I commented on the pattern that I had noticed:
"Snoopy gets mad at the o;topus and then Snoopy breaks his
own stuff." Raymond looked at me, smiled softly and said, "I
know." (3) |
(1) By using the past tense, he seemed to offer me an

opportunity to think positively about his modeling
skills without my expecting too much of him in the

present.

(2) He seemed to have been testing my limits of accept-
ability.

(3) Prevented from expressing anger at his tormentor, the
anger was turned onto himself. My last comment ap=-
peared to have touched a resonant note in Raymond.

Conversation With Mr. P.--February 6

Mr. P. remarked today that '"Raymond seemed over the
last few days to be out to get my goat," by playing what Ray-

mond called "tricks" on him. The "tricks" included pinching
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and attempts to trip Mr. P.. Mr. P. felt angry when Raymond
accosted him in these ways and he confronted Raymond. When
confronted, Raymond had steadfastly insisted that he hadn't
meant any harm and he was "just kidding with jokes.'" Mr. P.
was concerned because Raymond did not seem to comptehend when
Mr. P. told him that he did not like the jokes.

Mr. P. decided to insist that Raymond cease this form
of joke. He also decided to tell Raymond that in a real joke
the fun was shared by both people involved and since the re-
cent "jokes" seem to be fun only for Raymond, they weren't
real jokes. Mr. P. also decided to suggest to Raymond that by
practicing, he would be able to get better at making real jokes
and consequently be responsible for helping people have fun
with him. (1)

(1) I believed that Raymond was expressing hostility to-
ward Mr. P. Confusion resulted, however, because

Raymond insisted that his acts were jokes. It felt

appropriate that Mr. P. insisted that to him (Mr. P.)

the acts were not jokes. What struck home in retro-

spect was that in the previous two sessions, Raymond
appeared to be exploring the idea of hostility. In
both sessions, the central character exPerienced the
hostility of others. 1In the "food bomb" session

(January 30) the central character attempted to fight

back with a trick. Raymond's "tricks'" on Mr. P. ap-

peared to be related.

Counselling Meeting--February 6

Once in the playroom, Raymond described to me how his
sister interfered with his piano practice. As he spoke of his
frustrations over this he dropped his usual squinty smile.
What replaced the smile was a serious expression that evolved

into the first genuine show of anger that I'd seen from Ray-
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mond. Raymond's account of his piano troubles was culminated
by the declaration that his sister was a "stinker." "Your
sister really seems to make you angry when she does that,"

I said. "Yes!" he replied. (1)

He turned to the playbox and removed a packet of
large felt pens. The pens became bombs which Raymond dropped
onto the floor where' they exploded. He did not say what was
being blown up.

Raymond signaled a change of topic by sitting down |
and beginning to tell me a story. The story fook place at
one of the underground shopping centres downtown. He held
up one of the felt pens and told me: '"This is my wagon.'" He
described how last Saturday he had been playing at the shop-
ping centre with his wagon when a group of boys "started cal-
ling me names and bugging me.'" He then fashioned several
plasticine wagons to represent the boys who bugged him. '"So,
I said to them, 'You want to have a race?'" he continued. The
boys agre;d and Raymond set up various objects on the floor
to act as the hallways and store fronts in the shopping centre.
Raymond then described a game of chase in which he lead the
boys at high speed throughout the shopping centre just missing
the store windowsvand brushing past customers, whose arms were
laden with packages. Just when it looked like Raymond might
loose the race, he told me that he tricked the Boys by leading
them into a store where, "The owner got mad at them and kicked
them out of the shopping centre.'" He repeated this story sev-

eral times, altering the content slightly each time. In one
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version, to Raymond's great delight, he described how he'd
tricked the boys into taking a wrong turn which led them’
into the woman's restroom where amid the women's shrieks and
embarrassment, the boys were‘forced to retreat. Raymond
seemed to show delight as he described their anger toward
him: "Boy, were those guys mad at me then."

I said to Raymond, "Your tricks get those guys into
trouble a lot." Raymond agreed, "Yeah." I asked Raymond,
"Do you trick those guys because they aren't your friends?"
"Yeah," he said, "I get mad at them and I trick them." I
commented, "Sometimes they get mad at you all over again be-
cause you trick them" He paused for a moment to consider this
and replied, "I know." (2)

Raymond fell into silence. He spent the last ten
minutes of the meeting mdulding a rather elaborate wagon of
plasticine. His quietness was broken only by his occasional
and softly spoken comments on the quality of his handiwork,

e.g., "That's no good." (3) | .

Notes on Counselling Meeting=--February 6

(1) On previous occassions when Raymond had shown an an-
gry affect, he had denied feeling angry when I'd sug-
gested that feeling to him. On other occassions when
he had brought up feeling angry, he had always smiled
as he spoke. On this occassion there was congruency
between his affect and his words. I took this as a
sign of growth for Raymond.

(2) Raymond explored the area of his troubled peer rela-
tions. He seemed to have confronted two aspects: (a)
his feelings of rejection and (b) the effect that his
tricks had on others.

(3) At the time, I wondered if Raymond was referring to
his plasticine work or to the effects of his tricks.,
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Counselling Meeting-~-February 10

Raymond immediately pulled plasticine out of the play-
box. He lifted it above his head and brought it down onto the
hard tile floor of the playroom with a smash. As he repeated
this he appeared to grow incréasihgly angry. A bit out of
breath he seized an aluminum sauce pot from the playbox and
hammered the plasticine, distorting the saucepot in the pro-
cess. During one of his pauses I said, "You're sure smashing
that plasticine." (1) (2) Without looking up he replied: "I'm
making a monster."

After continuing this for a short &hile, he stopped
abruptly and launched into a story. In the story Raymond de--
scribed how he once had an Akido suit on. He described this
martial arts uniform to me. The uniform in his description
was similar to the costume of Darth Vadur in the Star Wars
film: a black robe and shiny black mask for his face and
head. Raymond then told me how he destroyed an opponent who
was similarly dressed: "I shot the suit with my lazer gun
and blew it up." He then told me that he "pressed a button"
which caused the pieces of the suit to reconstruct. (3)

Raymond turned to face me where I sat on the floor.
He looked worried. '"You know all those stories I've told you?"
he said. '"Well, they are all lies." He continued to look
into my face. I reflected, "You're worried that I think you
are bad because those stories aren't true." (&)

He had been sitting on the floor about 2% feet away.

He slid along the floor and pressed up against me. (5) I was
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told another story. This time Raymond related a trip that his

family took to an amusement park (the P.N.E.). Raymond told

me that his father made him wear one of his sister's shirts.

Raymond talked about the embarrassment that he felt. He also

spoke of
(6) (7)
(1)
(2)

(3)

(4)

(5)
(6)

(7)

how he had felt poweriess to do anything about it.

I had not seen such a great volume of aggression by
Raymond before. '

I needed to be careful not to reflect too much of
what I noticed to him. If, for example, I had said: -
"You seem angry as you smash that pot down," it is
likely that he would have denied having that feeling.

It was notable that: (a) the suit was not described
as having a person in it and (b) he reconstructed
the destroyed suit. Raymond had difficulty being
responsible for direct aggressive acts against peo-
ple.

Much of our relationship up to this point was built
upon the almost constant stream of stories that Ray-
mond told me. I was not much concerned whether the
stories were '"real" or not. I had taken them to be
symbolic of his life experiences and thus I had felt
that they were legitimate. In my response, I wanted
to note his concern while at the same time I wished
to reassure him that I was able to accept his form
of expressihg himself. In one sense, his projections
were his projects and he was experiencing guilt in
conjunction with his projects.

He seemed to feel safer after the above exchange.

It seemed that Raymond was still wrestling with the
notion of "truth'". It is likely that he had resolved
not to tell any more stories that were lies and so he
offered this one up as a "true" story.

It was unusual for Raymond to be so candid, in such
a direct way.

Counselling Meeting--February 13

Raymond announced: "I'll paint today." As he readied

the watercolors and paper, Raymond told me that he was a better
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artist than his sister. He infprmed me that Lucy thought
highly.of his artistic abilities and had even asked him to
teach her.

As this story about his sister's artistic deficits
and admiration for him continued, é picture of a bird was tak-
ing shape on the paper. He leaned back when he had finisﬁed,
studied his work and declared with disgust, "No good!" Ray-
mond contrasted the quality of the painting with the'quality
of the car that he had drawn several weeks before (January 30).
The car was good, he said, while the painting was not. '"The
wings are too crooked.'

"Gee, ﬁaymond," I said, '"that's interesting because
when you drew the car you said that it was no good and now
you say it's good.'" He paused, then told me in reply that he
sometimes changed his mind:

On another piece of paper, he painted a series of
dinosaurs. He was silent throughout this work, except to oc-
casionally inform me with a serious tone that, "I won't do a
good job on the next one." (1) "I shouldn't hope that you'll
do a good job," f said. Raymond quietly painted on. 'Do you
think I might be mad at you if you didn't do a good job?" I
asked., He did not acknowledge my response (2)

He worked on another painting, an airplane. '"Ow,"
he said. After a pause, "Another mistake," he declared with
a tone of resignation and dejection. He then looked over at
me with a brighter look on his face and said, "But it doesn't

matter, 'cuz it doesn't count. " (3) "So," I said, "you figure
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that if the painting doesn't count, the mistakes don't mat-
ter."

Raymond did not seem to hear my words. He had trans-
formed into a wild-eyed, mad artist. With wide eyes, a stiff-
ened face and tight shoulders and arms, he began a series of
paintings. He worked feverishly and each succeeding painting
became more "sloppy" (his word) than the previous painting.
(4) "It doesn't matter that they are sloppy because they.
don't count," I commented when he finished. (5)

(1) What a bind! He wanted to paint,.but he needed to
paint perfectly. These two intentions were in col-
lision because he knew that he could not paint with
perfection. In his world, an imperfect painting re-
flected negatively on his self-esteem. By informing
himself, and me, of impending imperfection he neatly
preempted criticism of his work.

(2) My statement was perhaps too close to home for him
to respond to. 'If he had recognized this dynamic
(that I might reject him if he drew imperfectly),
then he might have had to apply this recognition
with his father. It is likely that it was too
threatening for him to deal consciously with the
idea that his father acted in a rejecting way to-
wards Raymond's imperfect products.

(3) This was the first indication that there was room
for imperfection in Raymond's universe. In the past,
imperfection had been a deadly serious matter, but
at this point he appeared comfortable, even proud of
the insight that "it doesn't count."

(4) It appeared that he was on the edge of losing control
over his impulses.

(5) He did not lose control. In retrospect the most
plausable description for what happened here was that
(a) the new insight was both anxiety producing and
energizing, and %b) in order to consolidate the new
learning he needed to practice the concept "it doesn't
count." The practice necessitated wildness.
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Counselling Meeting--February 17

Raymond began a story about his father and his sister.
Both, he said, tried to spell the word '"phone." They could
not spell it correctly and had written “fone." Raymond ex-
plained to them that they were not correct, and hevgave them
the proper spelling. They would not believe him he said, un-
til finally his father admitted with embarrassment that Ray-

mond was right. (1)

Raymond grinned broadly as he described the subse-
quent tonguelashing that Lucy got from their-father for mis-
spelling the word. '"You like your sister to get into trouble,"
I commented. Hé replied, "I know, I always throw her pick-up
sticks around when she plays piano. She has to stop playing
to pick them up and gets into trouble."

He paused and then began, "My dad won't let me watch
TV for a month because my eyes are red." He showed me the
skin around his eyes. Indeed, there was some redness--it ap-
peared to be a rash. (2) "You don't get to watch your pro-
grams," I noted. '"Yeah, the others watch‘but I play with my
games,'" Raymond replied. '"You must be kind of sad," I tried.
""No, because I get to play with my games." '"Oh, I see, it's
okay because you have got your games to be with," I reflected.
(3)

Raymond moved to the plasticine. He spent a few min-
utes fashioning a likeness of an owl. He smiled and then
laughed genuinely. 'Boy, you like that!" I said. '"Yeah," he

said. I continued, "You made it, and you looked at it, and
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you liked it." '"Yeah, I do," he said as he continued to
smile broadly with admiration at the owl that he had made. (4)

- (1) It was as if he is saying: "They are imperfect too,
it's not just me!"

(2) This appeared to be the same rash that the school
nurse had diagnosed in the fall as eczema.

(3) Raymond appeared sad as he spoke. Most likely the
ramifications of consciously recognizing the sadness
were too risky for him.

(4) There was genuine pride from Raymond. This was the
first time that he spoke positively about somethlng
that he had just done.

Conversation with Mr. P.~--February 23

Mr. P. reported that Raymond had begun to make friend-
ly overtureswto a boy in the class. Mr. P. characterized Ray-
mond's method as awkward and stilted. Raymond stood in front
of Sean (not his real name) as he worked at his desk. After
a short pause, Raymond bumped Sean's desk or otherwise bugged
Sean. Raymond then waited for some response from Sean. Mr; P.
felt that Séan's response was unusual for Sean. Sean, Mr. P.
said, was a rather boisterous and rough and tumble sort of fel-
low. Sean was also quite verbal and Mf. P. would have predict-
ed that his response to Raymond's attention would have been to
tell him to "Bug-off!"; but he didn't. Instead, each time this
happened, Sean would strike up a short and friendly conversa-
tion with Raymond. Mr. P. said that Sean likely felt that Ray-
mond was seeking friendship and was thus willing to be tolerant. .

Counselling Meeting--February 23

During the above conversation which took place in the

classroom, Raymond approached us. He wished to know when I



106
would be ready to take him over to the playroom. Mr. P. told
Raymond to go on ahead, and fhat I would be along shortly.
When I arrived at the playroom, Raymond was there and had ob-
viously been waiting. Once I had settled myself onto the floor,
Raymond announced that he had to leave for a moment but that
I should wait because he would be right back. He left, and
this time I waited! He came back in a few minutes. He did
not offer an explanapion, nor did I ask for one. (1)

He showed mé g,wad of hockey cards that he pulled .
from his pants pocket. We had a discussion about sports cards,
and I explained that I had baseball cards, instead of hockey
cards, when I was his age. With great seriousness, he launch-
ed into a story about how hockey cards are purchased: one
needs to get permissiqn from a special office which looks af-
ter those matters, and thén with the permission slip in hand,
one travéls to the only store in Vancouver where the cards
are available. Raymond would help get me some hockey cards

if I wanted. I declined the offer, with thanks for his thought-

fulness. He told me, '"Oh, that's okay; anyways they're all

lies." '"The story about the hockey cards is made-up,'" I said.

"Yeah, you can get them at lots of corner stores,'" said Ray-
g

mond. '"But, you wanted to do something nice for me," I re-

plied. '"Yeah," was his reply.

He began a story with two puppets. One puppet ar-
rived at the scene where another puppet was playing with hockey
cards. The new arrival pushed the other puppet out of the way:

"Hey, I'm going to play with the hockey cards too.'" The two
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puppets played together, but after a short period the '"nice

puppet" hid the hockey cards from the "bad puppet,'" as Ray-
mond had called it, left the scene at this point and the good
puppet played on with the cards for a shorf while. I pointed
to the "bad puppet" and said, "I think sometimes that he wants
to make friends but he hasn't quite figured out how to do it

yet "Yeah,'" Raymond replied, "he acts so great and the kids
get mad at him." "I'll bet he feels bad right now, lonely,"
I said. '"Maybe," said Raymond, signaling the end of the dis=-
cussion. (2) Raymond spent the rest of the -session playing
=
the schoolyard game of flipping hockey cards against the wall.
(1) I believe that Raymond was offended that he had been
made to wait. Being unable to. express this directly
he found an opportunity to act out, toward me, what
had happened to him.
(2) Raymond was still working in the area of making friends.

Counselling Meeting--February 27

When I arrived at Raymond's classroom, I found that
a substitute teacher was with the class for that day: The sub-
stitute told me briefly that Raymond had been "mean to some of
the kids and made them cry."

At the playroom I noticed that he appeared to be par-
ticularly agitated. This contrasted with his relatively calm

state during the last two sessions.

I opened with: "I understand that you're having
trouble with kids today." "Yes" he said. "I wonder how come,"
I replied. "No, I'm not!" End of subject. Raymond was angry.

(1)
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At this point, from outside on the sidewalk, we heard
a dog bark loudly. Raymond turned to me and said, "We're af-
raid." I pointed out to the fearful Raymond that the dog had
a loud bark but that it would not harm us, as we were inside.
At this he relaxed somewhat and we both looked out of the win-
dow as the man who had two dogs on leashes, carried on, down
the block away from us.

Raymond went to the playbox and removed some broken
pieces of a two inch plastic cube that had been broken in a
previous session. He tried to fit the broken pieces back to-
gether. (2) He said, "Mr. Todtman, I don't understand why
you don't tell me what to do." '"They always tell you what to
do," was my reply. '"Yeah," he said with the question still on
his face. '"Well, I think that thérekare times when a kid
should figure out for himself what to do", I replied. (3)

He removed more pieces of those broken plastic blocks,
and tried unsuccessfully to repair them, while at the same
time giving me a remarkable account of the social organiza-
tion of bee colonies.

(1) I had pressed too hard. I had not attended to his
feelings or other perceptions but had endeavored to
begin problem solving.

(2) I suspect that he was upset with himself for shouting
at me. Perhaps he could make up for being angry at
me by repairing one of my toys that he had broken.

(3) In addition to the above, he seemed to recognize
that there was something different about the way that
I treated him. Sometimes the absence of familiar dir-
ections can lead to anxiety--e.g., "Am I doing it
right?" If this has been his primary source of af-

firmation, the absence of this might produce stress
which he seems to have alluded to here.
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Counselling Meeting--March 3

The sun was shining and the day was very warm. I
suggested to Raymond that we meet outside. There was a se-
cluded and cozy spot of blacktop behind the far end of the
portable classroom where Raymond attended school. We were
unlikely to be disturbed there and could take advantage 6f
the fine weather.

I had purchased a set of new plastic farm animal fig-
ures and placed them in the playbox. Raymond was delighted.
at discovering something new there. With the new figures he
began immediately to put on a play. In the play, Raymond be-
came a giant Qho repeatedly tossed the rabbit into the air. |
"Woah," cried the rabbit, each time it went up into the air.
Then, the rabbit did not come down. Tt had landed on the
roof of the portable classroom and was stuck there, out of
sight.

Raymond was stunned. He stood still, watching me in-
tently, searching for a clue to my reaction. We both spoke at
once. Raymond apologized’fbﬁflOSing the toy. "The rabbit is

' were my words. (1) He apologized again, this time his

gone,'
visage of shock had given way to an agitated desperation.
"You're really upset that the rabbit is gone," was my res-
ponse. I also tried to reassure him: "You're probably wor-
ried about me being upset over my rabbit going on the roof,
but it's okay with me." (2)

This did not seem to reassure him. In a desparate

voice he told me that the school custodian could go onto the
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roof in order to retrieve the lost toy. At his request, I
allowed Raymond to go see the custodian over this. Raymond
returned shortly, saying that he had not been able to con-
vince the custodian to help. He was still agitated.

I tried another tack: '"You made it go away and it
was your fault.h (3) Raymond looked at me with shock, and I
repeated the statement. He offered, "Well, maybe the wind
- will blow it off." '"But it probably won't," I said, "It'é
probably gone away forever, and I think that makes you scared."
"Yes, my Grandma died two weeks ago. She was in the hospital.
I made her sick from being bad," was his reply. (&)

Raymoné told me that his grandmother had been sick
in the hospital for quite some time. When asked how he knew
that he had maﬁe her sick, he related to me that his father
had told him when Grandma had entered the hospital that his
misbehavior, which amounted to not obeying, had made her sick.v
Raymond concluded that her death was his responsibility. (5)(6)

Raymond and I discussed the aging process in general
terms. '"What makes an old book different'fgom/a brand new one?"
I asked. "They just get worn out from being used a lot," was
one conclusion that he drew. We then discussed how old his
grandmother was. Her teeth were ''gone and some were black,"
he said. '"They must have got used for chewing a lot of food.
That must have made them break," I pointed out. '"When you get

1

old your stuff breaks,'" was the wisdom that Raymond seemed to
derive from the conversation. (7)

Referring back to the lost rabbit I said, '"You wish
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there was some way to change what happened. You wish that it
wasn't gone for good." '"Yeah," he said sadly. Brightening
somewhat, he had a thought, "If we check [the blacktop] a-
round here maybe the wind will blow it off." '"You hope that
it will come back somehow," I refiected. "Yeah," he said
quietly. |

- (1) I was surprised by Raymond's extreme reaction. Other
items from the playbox had been broken before and.
Raymond did not seem to have been upset to this de-
gree,

(2) Because he was so deeply upset I felt it best at this
point to reassure him that I was not upset by the
loss.

(3) Reassurance did not seem to be effective. I tried
another tack.

(4) In some important ways, the loss of the rabbit was
related to the death of his grandmother. Perhaps
this explains how he could have been so very upset
at the rabbit's loss, despite my reassurance.

(5) I questioned Raymond on his belief that he was res-
ponsible for the death of his grandmother. However, I
felt that I could not challenge this idea directly for
two reasons: (a) it did not seem ethical to challenge

v outright something that his father had told him, and

< (b) his belief seemed so firm that to challenge it
. ‘directly would likely have been blocked by Raymond
anyway. So, I felt it best to take a '"side-door"
approach and discuss aging and death in general.

(7) We were ostensibly discussing the rabbit but at an-
other level, the issue of his grandmother's death
was the topic.

Counselling Meeting-~March 10

Raymond interupted his explanation of how airplanes
fly to tell me about an argument that he had with Jimmy (not
his real name). Jimmy was in Raymond's classroom. He and

Sean, the boy Raymond was attempting to befriend were pals.
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Raymond complained that he (Raymond) had got into trouble
from Mr. P. for bugging Jimmy. Raymond then told me that he
and Sean had been playing together and had worked jointly on
a class project. Raymond lapsed into silence, however, when
I said that it seemed to me he was trying to have Jimmy for a
friend too. I wondered out loud, how long it might take to

be able to play with Jimmy without fighting all of the time.
(1)

Later in the counselfing meeting, Raymond told me
about a project that was underway in his classroom. The child-
ren were experimenting with designs, decorations and flying
methods for paper airplanes. One could not help but notice
evidence of this project everywhere in and around Raymond's
classroom. He had brought several exémples of his handiwork
to the meeting and showed them totﬁe. He was particularly
proud of the elaborate and colorful decorations that he had
drawn onto one of his airplanes. '"You seem to think you dec-
orated this airplane really well. You like what you did," I
told him. "Yes, and the other kids," said Raymond. '"So, the
others like it too," I replied. '"Some of them, they want me
to draw theirs too," he said. "You are doing it for other
kids. They must like your drawing for them. I think you
like it for them to ask you to draw," I said. '"Well," he
paused to think. He turned to me with his squinty‘smile and
>said, "I'm a pretty good drawer." (2)

(1) It seemed most likely that Raymond was resentful °
of Jimmy's friendship with Sean. It was also likely
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that a part of Raymond wished to be friends with
Jimmy. It was this part that I appealed to when I
suggested that he was interested in Jimmy's friend-
ship. It seemed important to emphasize the desire
and potential for friendship that Raymond had, rath-
er than to emphasize the public myth that Raymond
bugged other kids and as a consequence did not have
friends.

(2) Raymond's squinty smile was usually an indication’
of embarrassment. Embarrassment not withstanding,
Raymond was at this point making more and more posi-
tive references to his artistic abilities.

Counselling Meeting--March 13
)

"I'm better than my sister at Roman writing," he said,
referring to the Roman numerals that his class was studying at
the time. "So, you're better than she at some things," I
said. '"Yeah, I Qas showing her how to write them but she
couldn't figure it out,'" he replied. A little later;in the
conversation: '"So, Raymond, it's a good thing," I said,

"that you are smarter than her because if you were dumber on
some things, then I think you might feel bad." '"Yeah, well
it's all lies", he replied. (1) When asked what was "all
lies," Raymond changed the subject in his own special way, by
beginning an enthusiastic discourse on sométhing he had not-
iced about the body structure of ants. (2) Later I said,
"You know, sometimes peéple, like you and me, like to say that
we're great so that people will like us. But really, we're
scared that we're not so great and that people don't like us."
Raymond told me that his sister Lucy was like that. (3)
(1) Raymond had implied that his sister felt bad because
she could not understand "Roman writing." He himself
had difficulty coping with his own similar feelings.

His defense against the feeling was to claim super
intelligence, but when I threw up his claim for him
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to see ("It's a good thing," I said, that you are
smarter than her.'"), the discrepancy between his
public claim and the private feelings that he had
was too great to ignore. He resolved the discrep-
ancy by noting that the public claim was "all lies."

(2) An oblique reference .to falseness of his public face
of superiority over his sister was all that he felt
safe showing at that time. This issue was made more
complex because Raymond was concerned about telling
lies. What a bind!

(3) The children at Raymond's school used the word 'great"
in reference to bragging, i.e., a child might say,
"Oh Raymond, he thinks he's great,”" as a means of
saying, "Raymond brags about himself." So here when
I suggest that bragging is associated with a fear of -
rejection, Raymond found it impossible to apply the
concept to himself publically. What .seems important
however, is that he did project it onto Lucy which
suggests that the concept was resonant with his inner
experience. I suspect that Raymond was conscious of
this concept and therefore he could not ignore it.
Even though he was conscious of it, he was not com-
fortable enough around this issue of lying to enable
him to apply the concept to himself, hence he pro-
jected it onto Lucy.

Counselling Meeting--March 17 U

Raymond was lying down on the floor of the counsellingv
room. He had been quiet for a few minutes. "I'm lying," he
said. “You're lying," I repeated. '"I love to lie." (1) He
said; "Wanna hear a true story now?" "You'd like to tell me
a true story now," I said. "Really, this is true," he said as
he launched into a story about him and his sister. The story
began with a simple conflict between him and his sister and
quickly evolved into a laser gun war between the two siblings.
Neither of them was injured or even hit but numerous objects,
particularly his sister's playthings were vaporized into ob-
livian by Raymond and his trusty laser gun.

(1) In the last session Raymond seemed to be expressing
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anxiety and perhaps guilt regarding what he consider-
ed to be lies. It is interesting to note that here
he dellberately and playfully made use of a homonym.
It is suspected that this play is associated with at
least some comlng to terms w1th the conflict around
the issue of the "truthfulness" of his stories, i.e.
one suspected that he was at least a bit more ad-
justed to the enormous volumes of fiction that his
mind produced.

Counselling Meeting--March 20

Raymond told me that his sister had "a starling that
she keeps in this cage." He said, "I opened the cage door
when she wasn't watching and I let it go." He added, "My dad
told me to let it go." "You played a trick on Lucy, but it
was okay because your dad said to do it," I commented. We
would go no further on this topic--Raymond signaled this by
assembling the cooking pots from the playbox into a set of
drums and working out on them, bongo style. (1)

Later, he fashionea an airplane with plasticine.
This he tossed high up into the air allowing it to plop down
onto the ground. We were outside again on this day, at the
spot behind the portable classroom. The airpléne rose into
the air again, but this time it came precariously close to the
roof where the rabbit had been lost several weeks earlier.

The airplane did not stay up and fell back to the earth with

a thud. Raymond stared at me with a wide-eyed look frozen
onto his face. "It almost went on the roof, like the rabbit,"
he said. "You almost made the airplane go onto the roof too,
and that kind of scares you," I suggested. "Yeah, I don't
wanna' lose your stuff,”" he told me. "You're right, it's my

stuff. But, it's supposed to be used by kids, and if it gets
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lost or wrecked I just probably wouldn't be able to get more

so quickly and you wouldn't be able to play with it--you'd
probably miss it," I said. '"Kids shouldn't wreck your stuff,"
he told me with a note of seriousness. '"What might happen if
a kid did wreck my stuff?" I asked. "My grandma washed 20 of
my hockey cards," he stated as he began to rummage through’
the playbox. (2)

In class that morning the children and their teacher
had set aside a period to engage in a thorough straightening
up of their desks and their book shelves. Raymond repeated -
this with the playbox. He removed everything from the box.

He sorted the téys and materials into piles and then carefully‘
replaced the items into the box designating specific areas for
--the various classes of item;. "This is so we can find every-

thing," he told me with a tone of responsible seriousness. (3)

(1) The same theme of conflict between him and his sis-
ter. This time the conflict had the dimension of
a coalition between Raymond and his dad against Lucy.

(2) Here he referred to his grandmother having washed
some hockey cards that were in a pocket of his pants.
I am not sure what the connection was between my
question and Raymond's answer, but I speculate that
he was disappointed at the loss of his hockey cards
and was suggesting that the same feeling would hap-
pen if my play "stuff'" got wrecked. It was unfortun-
ate that I did not make that connection at the time
because Raymond and I thus lost an opportunity to
approach the serious issue of loss that had plagued
Raymond when his grandmother had gotten sick and
died. : ‘

(3) Raymond's tone indicated that he wished to make the
box neat and orderly as a means of being helpful to
me. He took pains to display an air of responsibil-
ity and industriousness. He did not appear to be
seeking my approval but exercising a skill--indus-
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triousness. This sort of action had not been part
of his repertoire in the past and I took it as a
positive sign.

Counselling Meeting--April 3

Raymond looked up from the sorting and classifying
task that he'd been doing with the building blocks to say,

"Oh yeah, I'm gonna' do something this afternoon. I'm gonna'

go to Lion's Gate Bridge with my dad. Have some fun. Wanna'

come?" Ignoring the invitation, I said, "Sounds like a good
thing to have fun with your dad." "Yeah," came his reply
which was framed by a broad and satisfied smile on his face,
"last weekend we went to the Second Narrow's [Bridge]. We
wanna know how it's built." (1)

I noticed that the rash on Raymond's face and neck
was much diminished. (2)

(1) Both in his words and in his affect, Raymond suggest-
ed that he found the trip to the Second Narrow's
Bridge enjoyable and that he was looking forward to
the Lion's Gate trip. His words and affect also sug-
gested that two previous relationship forms did not
seem to be in force in these trips to view bridges.
That is, when Raymond reported (either through fan-
tasy stories or through accounts of actual events)
on his relationship with his father, the reports typ-
ically showed that: (a) their relationship took a
coalitional form in which Raymond and his father
lined up against his sister Lucy or, (b) their rela-
tionship took a form devoid of mutuality in which
Raymond apPeared to need to submit unwillingly to
his father's demands.

(2) Mr. P. had also noted that the skin condition on Ray-
mond's face and neck seemed to have diminished. Mr.
P. said that Raymond appeared to be '"less- twitchy,
more self-confident, and more open to talking about
himself." I could not help but think that there was
a connection between these changes and the change
implied by Raymond's report of the trips to the
bridges.
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Counselling Meeting--April 7

The blocks that Raymond had stacked into a "castle"
tumbled over as he carefully placed another piece in place.
"Frustrating when it falls," I noted. "That's the way it is
with blocks," he informed me with a serious tone laced with
maturity. He stood back and with a ball, attempted to bowl
the rest of the structure down. The ball stopped at the base
of his castle without fulfilling it's intended purpose. I
spoke, '"Sometimes you want something to work your way but..."
He cut me off to finish the sentence: "It dogsn't always work
that way; drives you off. the wall." (1)

(1) In the past "it didn't matter" to Raymond if his ef-
forts did not seem to bear fruit, but here he talked

about feeling frustrated.

Counselling Meeting--April 14

As we were 1eaving'the classroom to go to the play-
room, Raymond showed Mr. P. a plasticine dinosaur that he had
modeled during free time that morning. Mr. P. complimented
Raymond, who smiled with pride. The dinosaur, however, grpwl-
ed at Mr. P. menacingly, and Raymond explained that the dino-
saur was sticking out his tongue at the teacher. I said,

"You're proud for Mr. P. to like your dinosaur but he," I said
speaking of the dinosaur, "stuck his tongue out at him." "Yeah,"
Raymond explained, "I'm proud, but he doesn't want you to say

' "He gets embarrassed, huh, when Mr. P. says

things about him.'
that he likes him?" I asked. '"Yeah," Raymond answered. (1)
Later, in the playroom, he removed a lump of plasti-

cine from the shoebox he carried. He explained that the lump
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used to be a "Godzilla". Raymond complained that one of the
older‘boys in the classroom wrecked it. 1Indeed, one could
see that the lump had once been an elaborately detailed model.
I wondered after he had finished explaining, '"How come you
don't play a trick on Gino, because he wrecked your Godzilla?"
"Naw, that's no good!" he said wrinkling his nose. (2)

(1) Here, two parts of Raymond are seen operating. One
part found pride in Mr. P.'s compliment while the
other part likely felt threatened. This threatened
part acted out aggressively through the dinosaur.
Raymond usually found difficulty in expressing nega-
tive feelings directly.

(2) He looked at me as if I had suggestéd something crazy.
His stories which used to be constantly punctuated
with "tricks" against other children were now told

with infrequent references to "tricks."

Counselling Meeting--April 28

An exchange similar to the one reported in the April
14 meeting took place at tﬁis meeting. Raymond spent some time
quietly repairing several plasticine figures of dinosaurs.
When he spoke, he said, "When I seen them I was really mad.
I wanted to know who's responsible." I asked, "How did it
happen?" '"Oh," he replied, '"the janitor he had to clean up
the room and figured he'd mush my stuff." A little later he
offered: "I think that they should just wash the floor and not
mess with little kid's stuff that they don't know nothing about."
"How could you let the jaﬁifor know that?" I asked. '"Oh," he
thought for a while and said, "I am not going to bother him
because he didn't know." (1)

Raymond brought up the topic of piano practice. We

talked for a few minutes and Raymond capped the discussion with
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this chant: '"The more I study/the more I know./ The more I
know/the more I forget./ The more I forget/the more I study--
so, why study?" When he had finished chanting this a second
time I said, "It can get to be a drag. Do you have to study
a lot?" "Yeah, the piano every day,“ he answered crinkling
up his face. "Ever talk to dad about it? Ever ask him why
it's so important to him?" I asked. '"No, you want to know
how come?" he asked me. '"Yeah," I said. '"Cuz, if I ask him
anything,'" Raymond told me, '"he gets mad." (2)

(1) He was angry but he did not feel that he had exper-
ienced a personal affront.

(2) At this.point in the counselling process, I was in-
terested in influencing Raymond to confront proble-
matic situations with others in a proactive way,
i.e., I wished to influence him to discuss his con-
fTicts more openly and in a problem solving mode.
At this point, it appeared that he had droP ed tricks
in favour of a sense of fate ("what is, is g and I
felt that he could benefit from an active problem
solving approach. Here he explains how he seems to
have this avenue with his father blocked by his
father's angry response.

Counselling Meeting--May 1

-

I told Raymond that due to an obligation I would not
be able to attend the next meeting as scheduled. He seemed
relieved when I told him that I would arrange an alternative
time. We discussed his feelings around this. I then opened
the subject of the separation that would take place between us
in June. I told him that summer would soon be here and that
he would say goodby to Mr. P. and the children in ﬁis class-
room. We would say goodby to each other, too. '"Oh well," he

said, "you win some and you lose some." I replied, '"Sometimes
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you lose someone that you really like." He added: "You miss
someone when they're gone." '"What, is it like for you,” I
asked, "when you're missing someone?" "I don't know. You

feel bad.”" (1)

(1) In increasing frequency since the beginning of April,
I had been touching on the subject of separation.
The method I had employed was primarily metaphorical,
that is, I had told Raymond stories that had separa-
tion as a theme. Lately, I had made some self-dis-
closures on the topic. This was the first direct
approach I had made.

Counselling Meeting--May 5

Unusual circumstances had forced a very close friend
of mine to leave Vancouver with her family on a very short
notice. I told Raymond that I was feeling sad as a consequence
of this unexpected leave-taking. He said, "Yeah, like when my
grandma passed away in the hospital. ' What did you do with
your friend?" I told Raymon& that I had worked with the
friend. "Well," he looked up at the sky, "things happen" he
said philosophically. I asked, "Stuff goes on?" '"Yeah," he
told me. '"Yeah," I said, "things change and people go oﬁt of
your life." |

Counselling Meeting--May 15

Raymond and Sean had continued to develop a friend-
ship. Lately, according to Mr. P., they had been'palling
around'with each other. It, therefore, came as no surprise
to me when Raymond suggested that Sean be included in a play-
room session. I agreed to include Sean on the grounds that
he would not attend every meeting and that I would have the

final say regarding his inclusion in particular meetings.

.
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Raymond ordered Sean to "Open the box!" Sean duti-
fully complied but when the playbox was open, Raymond pulled
it over beside him and with a serious look on his face, show-
ed the contents of the box to .Sean. The look on Sean's face
now seemed to be embarrassment. "I think this is a new situa-
tion for you and you don't quite know what to do about what's
~going on," I commented to the blushing Sean. (1) Raymond told
Sean, "This playroom is more fun without you." Sean continuéd
to blush, but said nothing. Raymond added, "But I'll share

' with the same seriousness. which let Sean

the toys with you,'
know that Raymond was in charge. (2)

Raymond and Sean played, but Raymond's controlling
efforts continued until, "Ow!" '"Raymond hit you on the head
pretty hard and you're hurt," I said to Sean as he sat hunch-
ed over holding onto his head. '"Yes, it hurt," he replied.

"And you didn't like it one bit," I reflected. '"No," he did
not like it. His feelings seemed to be hurt. 'Maybe you
think when someone hits you like that they don't like you,"
I noted. Raymond, hearing this interjectéd with an invita-
tion for play to resume. Sean was interested again and they
continued. Raymond was then able to play with Sean on a basis
of mutuality. (3)
(1) Sean must have felt a little like Alice in Wonderland--
confused because the typical school rules did not

seem to apply. )

(2) Raymond jealously marked his territory for Sean.
(3) I suspect that when given the choice of reserving

his territory or preserving his friendship, he chose
friendship.
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Counselling Meeting--May 22

Raymond removed each puppet and doll from the playbox.
He poked a doll aggressively. '"Oh, it wailed in pain. Then,
springing into action, the doll attacked Raymond. The beating
was horrible. Raymond wailed, much more miserably than the
doll had. The doll then ran away. I said nothing as the |
second doll was set up for a carbon copy repeat of the same
interaction. (1) As Raymond continued with each figure, in
series, I formulated a response: '"Gee, I think that Sean...":
but Raymond interrupted me to finish my thought, ''He could
beat me up and [then] run away." (2)

He toldﬂme that he would make a monster stew. He put
several of the small plastic animal figures into a saucepot
and cooked them over '"the hottest heat possible." '"Done!"
said Raymond, "Our stew is done." '"Now, I'm gonna..." and he
served us both up a meal of monster stew. Raymond ate his
meal with gusto. He put on an air of culinary sophistication:
"Yum, good. Sure do taste good." "Your stew," I said briefly.
"Mine," he replied. After a pause I spoke‘again: "You cooked
it, then ate it, and now it's part of you." '"Yeah, yum, good;
I ate them now, but I usta'couldn't eat hot food like this."
"Maybe you didn't know how to cook your own stew before," I
said. '"Yeah," he replied and then launched into a short dis-
sertation on blubber. (3) The monsters had been boiled in
seal oil and it was pertinent to Raymond to share various as-
pects of blubber-lore with me. (4)

A few minutes before the meeting closed, I picked up



124
two figures--a small lion and a small tiger. With these, I
told Raymond a story. The story began Vhen the tiger taunted
two other small plastic figures--a gorilla and a camel--who
had been playing together. The tiger was attacked by the gor-
illa and the camel. When the short‘battle was over the tiger
was left alone. He looked around but could see no other ahi-
mals and he was sad. The sadness continued until a lion came
- along. The lion did not attack the tiger when the tiger shoﬁt-
ed taunts. Instead, the lion reflected: '"Gee, mostly people.
think that you don't like them when you bug them like that.
But, I know different, you just want to be friends." '"Yeah,"
said the tiger Qith a sigh of relief.

They played together, the tiger and the lion, but
then the lion had to go away. Again the tiger was sad. He
missed the lion and he was ;lone. Before the lion had left,
he wondered when the tiger would find another friend, and now
the tiger wondered too. Time passed, and a new scene. opened
with the tiger playing with a new friend that he had found.
Raymond made no comment, but he had listened to this story in-
tently. On the way back to the classroom, Raymond said to me,
"I won't come to school when summertime comes and you'll take
your playbox home with you." '"That's true," I replied. Then,
he said that thinking of that made him feel "kinda bad." "Yeah,
me too,”" I told him. "I think I'll miss doing this with you."
(5)

(1) This was interesting, but I did not know how to res-
pond, and so I waited.
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(2) We had both associated the doll play with what had
occurred between Raymond and Sean at the May 15th
counselling meeting. :

(3) I suspect that Raymond was expressing his new found
feeling of being in charge of some aspects of his
life. .

(4) As usual, his understanding of the topic was rich.

(5) The story, of course, related to the impending end
of our meetings. I attempted to relate what I saw
as the salient features of the work that Raymond

and I had done together. Evidently, the story in-
duced some feelings in Raymond.

Counselling Meeting--May 28

A spider crawling across the ground -became the object
of Raymond's substantial observational powers. In answer to
m¥ question, he drew the conclusion that a spider needed long
legs to enable it to walk over "little bumps and stuff on the
ground--Hey!" he said, signaling a change in topic. He told
me that he had a babysitter. This information was a jﬁmping-
off spot for a long and extremely complicated story that in-
cluded himself and small'whiffs"of the babysitter, imbedded
within various segments of the movies, Star Wars, Battlestar
Galactica, The Black Hole and perhaps othérs of that genre.

I could not discover a pattern to the story Raymond
told me. I had experienced this phenomenon before and, as in
the pasf, he spbke so rapidly that I could not get a word in
~edgewise. (1)

He stopped abruptly, and commented to me that, "I'd
rather live in - Space Year, because I could be happier and
do more on my own.'" No response to this was possible because

he immediately returned to "Space Year." I did not attempt



126

to reflect or offer a new angle to Raymond for the remainder
of the meeting.

(1) The effect of the rapid speech and instantaneous and
seemingly unrelated shifts in the story line was that
I was prevented from formulating a therapeutic res-
ponse. Perhaps Raymond needed control and this was
his way of protecting against 'therapeutic' intru-
sions, which at this point (so close to the end of
the counselling term) were too threatening

Counselling Meeting~-June 5

I waited at the door of his classroom while Raymond
went back in to speak to Sean. After a few moments of quiet
conversation, Sean reached into his desk and handed Raymond

"army men'", as Raymond called them. '"Sean

a plastic bag of
lent them to me,h he explained as we headed toward the play-
room. "Do you think he'd lend them to other kids?" I asked.
"No, because Gino bugs him" Raymond answered. '"Do you still
bug Sean?" I asked. ''No, nét as much," he answered. 'Lending
you some army men is a way of saying that he likes you; I won-
der which of the things about you that he likes the best," I
commented. Raymond did not answer this question, but toid me
that he would "never lend anything" to his sister because "She
bugs me." He then related a story that was typical of the
form of other stories dealing with him and his sister--she bug- .
ged him and he destroyed some of her possessions. (1)
(1) I hoped to cement the idea that he had likable quali-
ties with this sort of comment. Hopefully, the infor-
mation that this sort of comment put forth to him,

would help him in the future.

Counselling Meeting--June 12

Raymond's class was working on a time capsule. Ray-
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mond explained that, "A time capsule is so the new kids next
year could know about what we did." The children were collect-
ing samples and descriptions of the projects they had worked
on during the school year. The samples and descriptions were
to be sealed into a box which was to be opened by thé child-
ren who would attend the classroom the following year.

I suggested to Raymond that he might wish to continue
working on the project instead of going to the playroom with
me. He decided to work on the project. (1)

Jimmy was Raymond's partner that day. Together they
were assemblingwinformaﬁion about a puppet project that they
had worked on as a pair a few weeks before. Raymond explained
to me matter of factly that he was a good partner on projects,
because he was good at drawing: "It'é always good to have a
good drawer on your projects." '"Yes," I agreed, it is good
to have a good drawer on your projects." (2)

(1) I had made similar suggestions recently and he had
occasionally chosen to miss a counseling meeting in
favour of staying in the classroqm.

(2) Another opportunity for me to reinforce positive self-
esteem.

Counselling Meeting~-June 19

The class was to view films during the time scheduled
for playroom. Raymond decided that he would watch the films.
In the fifteen minutes before the films began, Raymond and I
mused about our times together. We both recalled some of the
memories that seemed to be important to us. When I thanked

him for "telling me all those stories,'" he said: '"Yeah, some-



128

times my sister tells me to stop being such a liar but they're

just what's in my brain; so I don't tell her [stories] no mére."
The films were beginning and so he reminded me that

I had agreed to visit him a.couple of times at the school in

the following year. We said goodby, hugged and I left.



CHAPTER IV
FINDINGS, CONCLUSIONS, IMPLICATIONS

It was the purpose of this investigation to demon-
strate through a case study approach how certain counselling
strategies were applied to a primary grade child experiencing
emotional difficulties, in a regular public school, outside
of the classroom.

In order to fulfill this purpose, a student was se-=
lected aCcordiné to specific criteria. Data were collected
on the subject's classroom behavior, his previous school
experiences, and his family_backgrouﬁd. Using theoretical
constructs of Erikson and Rogers, a diagnosis was generated
in the form of a working hypothesis. Then, the investigator,
in the role of a school counsellor, employed play therapy
strategies developed in conjunction with the diagnosis. This
was done over a six-month period. Anecdotal records were kept
of the subject's behavior and the administration of these strat-
egies.

This chapter will present the findings, conclusions
and the implications of the study.

I. FINDINGS

As this study was descriptive rather than experimental,

no statistical hypothesis was tested. It was the intention of

this study to discover what could be observed from an intensive
129
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examination of counselling interventions with one student over
an extended period of time.

The findings will be presented in two sections. The
first section will focus on those findings which relate to
changes in the subject's behavior that occured during the
course of the study. The second section will focus on find-
ings which relate to what was learned about the use of the
counselling strategies.

Findings Related to Changes in The Subject's Behavior

Academic Performance: In June, 1981, Mr. P. assessed

Raymond's in-class academic performance. These ratings can
be seen in Table 2 where they are compared to the initial
ratings taken in December, 1980. For each of the subject
areas surveyed, there appeared to have been improvements over
the course of treatment. Pérhaps the most notable improve-
ment, according to Mr. P. was in Raymond's reading perfor-
mance. In addition to showing the greatest grade level gain
in that area, Mr. P. said that Raymond had begun to show a
sélf-motivated interest in reading, whereas before he had
typicélly'only read.when pressed to do so.
TABLE 2
TEACHER ASSESSMENT OF ACADEMIC PERFORMANCE

Subject December, 1980 June, 1981
- Math 2.5 3.5
Vocabularly 2.0 3.0
Reading 1.5 3.0
Phonics 1.5 2.5

Spelling 1.5 2.0
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With respect to work habits, it had been typical that

Raymond's teachers had needed to, as Mr. P. put it in December
of 1980, "push and demand that he work" and monitor him close-
ly as the only means of assur;ng that he would be productive.
Because in a regular public school classroom a teacher can
rarely attend that closely to a student for any length of

time Raymond rarely completed assignments, according to Mr. P.
(December, 1980). By Juné, 1981, however, the picture had
changed: '"Over the last 2% months, I usually can count on
Raymond to complete his work in a more or less independent
way without the constant supervision he used to require', said
Mr. P. in an ‘interview.

In November, 1980, Mr. P. had said that Raymond had
seemed to be "far away, daydreaming much of the time" (see
p. 60 ). When asked to relate that observation to the child's
current functioning, Mr. P. said: '"He will still drift off
like that but it is not so pronounced. For example, his pay-
ing more attention means that I don't need to repeat assign-
ments to him like [I used to need to do] before."

The data show that Raymond's academic achievement
improved approximately one grade level. His work habits were
reported to show that he had begun to complete assignments and
to work more independently.

Behavior Related to the Psycho-social Tasks: The

diagnosis (see p. 73 ) suggested that the subject's behaviors
of withdrawing and dampened affect indicated difficulties in

the psychosocial task of trust vs. mistrust. There were sev-
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eral counselling strategies which could be considered to be
directly linked to the enhancement of a child's adjustment t§
this psychosocial task. - Erikson (1963) suggests, "coﬁsis-
tancy" in the adult-child relationship along with a sense
that the child is "trustworthy enough so that the adult is
not always on guard against the child" (p. 248). Perﬁaps

the most obvious form of consistency throughout.the investi-
gation was that the subject could count on the investigétor
to regularly give him his undivided attention twice a week.
The investigator was typically prompt and when circumstances
forced a meeting to be missed the investigator was in con-
tact with Raymond beforehaﬁd to make alternate arrangements.
‘Another, perhaps less obvious manifestation of consistency
was the investigator's use throughéut,of the interactional
techniques outlined in Chapter II (see pp. 38-43). Raymond$
could count on, at each méeting,jthe investigator's efforts‘
to attend to and communicate an understanding of his feelihgs,
thoughts and actionms.

There were numerous occasioné when Raymond attempted
to influence the investigator, as was seen during the last
part of the first counselling meeting (see p. 86). There were
also times when toys were broken. The investigator endeavorgd
at these times to maintain a stance that would suggest to Ray-
mond that the incident was‘not perceived as an attack against
which the investigator would need to defend himself. This stance
satisfies Erikson's point that basic trust is fostered when a

child perceived that s/he need not constantly guard against
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hurting the adult (Erikson, 1963, p. 248).

It would appear from the observational data supplied
by Mr. P. that the withdrawal behavior in particular appeared
to have diminished over the course of treatment. The evidence
for this is seen in a) the subject;s greater ability to pay
attention to his teacher's instructions and b) the new caba-

city of the subject to develop peer affiliations.

At the point of diagnosis it was hypothesized that Réy-
mond manifested difficulties with respect to negotiating the
psychosocial task of developing autonomy (see p. 74). Children
with this difficulty often show aggressiveness (Erikson, 1963,
p. 254). The tﬁeme of aggressiveness in peer relations wove
its way throughout the course of the counselling contact.
Raymond believed he played "tricks" on other children; he
seemed to derive a sense of delight from several aspects of
these incidents. The main counselling strategy with respect
to this problematic behavior was to reflect to Raymond descrip-
tions of his tricks along with the ensuing consequences (see
p. 99). Raymond also played tricks on Mr. P. (see pp. 96-
97) and on his sister (p. 104).

Erikson points to the need for a child to have his/
her aggressions curbed in a context of non-rejection (Ibid).
Toward the goal of curbing Raymond's aggressiveness against
peers, the investigator frequently reflected descriptions of
his aggressions along with the apparent consequences (see p.
85 & p. 122). Because the investigator's reflections tended

to be non-judgmental , i.e. non-rejecting, Raymond was often
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able, without defensiveness, to confront the unfortunate re-

sults of his behavior. Perhaps it was because he was able to
thus see the painful results of his behavior more clearly. .that
this behavior began to diminish. 1In practical terms, over

the course of counselling, Raymond came to 'bug'" other child-
ren less and less as well as developing one strong friendship

and a few other peer affiliationms.

With respect to Raymond's aggressiveness toward his
sister, it appears that the counselling strategies did not
effect an observable change. Evidence for tﬁis is seen in
a review of the anecdotal record which indicates that as the
counselling period was ending he still manifested fantasies
and images of aggressive acts against his sister (see p. 126).-
Furthermore, in a conversation (June 5, 1981), Raymond's
father told the investigator that he had not noticed a dim-
inution in the conflict between the two siblings: '"'He still
bugs his sister too much--not changed."

Another source of related interventions involved Ray-
mond's relationship with his teacher. At one point (see p.
97) Raymond showed relatively direct aggression against Mr.

P. The investigator's aim, when discussing these incidents
with Mr. P. was to influence the teacher to be both firm and
non-rejecting. This period of relatively direct aggression
against Mr. P. dissolved approximately four weeks after it
was first noticed. Mr. P. reported that there were no fur-
ther similar incidents throughout the remainder of the school

year.
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The initial diagnosis suggested that Raymond reflect-

ed difficulties with respect to the psychosocial task of in-

itiative vs. guilt. Erikson (1963) suggests that a child who has

been unable to successfully negotiate this task may adhere to
"fantasies of being a giant" (p. 252). When the initial
diagnosis was developed, the investigator could observe no
acute indications of excesses in this behavior, or other in- |
dicators (e.g., over-obedience or deep regressions) of trouble
with this task. The assumption was made, however, that since
there were clear behavioral indicators that this child had

difficulties with the subsequent task--industry vs. inferior-

ity--that there must indeed be difficulties connected with

the task of initiative vs. guilt. This assumption was made

because the ‘theory stipulates that difficulties in a
preceeding task precludes successful negotiation of later
tasks (Ibid.,p. 78).

As the counselling progressed, it became clear that
Raymond.harboted many elaborate fantasies of his own super-
hero status (see p. 88 & p. 100). The danger here, Erikson
suggests, is that in correcting the child's actions excessive
guilt may be induced and the child may thus develop a broad
feeling that s/he is '"bad" when engaged in projects (or pro-
jections) of his/her own (Ibid). Raymond's stories were in-
deed his own projects. That he experienced guilt in connec-
tion with the sharing of the fantasies became clear (see p.
100) in the course of counselling.

In so far as technique was concerned, empathy was
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typically employed when dealing with these issues. Addition-
ally, this investigator's interest and attention to the stories
could have had a positively reinforcing effect of -the fre-
quency of their verbal expression as well as reducing asso-
ciated anxiety.. Indeed, it should Be noted that play ther-
apy as a counselling mode is primarily aimed at encouraging
and supportively assisting the child to take the initiative
for the events within sessions (Axline, 1947, p. 74).

It appears that Raymond evolved a sense of greater
comfort for his initiative acts (see p. 118) although this
finding appears to be less conclusive than others.

As menfioned above, the diagnosis suggested that
Raymond's difficulties included problems related to the psy-

chosocial task of industry vs. inferiority. The behavioral

indicators included patterns of underachievement and/or over-
achievement. Raymond's behavior showed both patterns. With
regard to most public school academic situations he was func-
tioning well below expected levels. Ironically, he appeared
to over-function or work too hard in his endeavors at the
Chinese School that‘he and his sister attended together. Ray-
mond reported that his achievements in that setting were su-
perior to those of his sister's. His father confirmed this
report, adding that he was concerned because his son seemed
to show excessive effort and worry in relations to his Chin-
ese academics. With respect to his artwork, Raymond appeared
to despair, that despite evidence to the contrary from his

classmates and teacher, his artistic abilities were "no good."
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He was a perfectionist in this regard.

Erikson (1963) points to the need for the developing
child to receive recognition for his/her production abilities.
Proper recognition instills a sense of industriousness in the
child. The counselling strategy that was - likely to provide
recognition for Raymond's production capacities was the in-
vestigator's interest and attention to Raymond's abilities as
he expressed them. Although the investigator did not inten-
tionally praise Raymond, it was possible to point out Ray-
mond's need for recognition and praise to Mr. P.. Mr. P., as
a consequence, endeavored to praise whatever Raymond could
do. It was notable that Mr. P. was particularly praiseful of
Raymond's scientific efforts. Mr. P. also facilitated sit-
uations in class that would put Raymond's artistic capabili-
ties in the limelight. That these efforts met with success
was manifested in the counselling situation, where the investi-
gator was able to reflect Raymond's positive experiences back
to him (see p.127) In addition, Raymond showed a burst of
academic achievement in which his ability to produce was char-
acterized by his teacher. The Spring, 1981 report card show-
ed "a dramatic improvement in Raymond's attitude...he really
works hard to get...[his assignments] in on time...and he
seems to be taking great pride in his work."

The data show that with respect to behaviors asso-
ciated with the psychosocial tasks, Raymond appeared to have
become less withdrawn, less aggressive with respect to his

classmates and more industrious.
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Findings Related to the Application of the Counselling Strat-

One of the primary purposes of this study was to
discover what could be learned from examining the process of
a séhool counsellor's attempts to assist an emotionally
troubled pupil. To fulfill this purpose, the recorded daté
were examined with the aim of discerning issues that have not
been heretofore considered. These findings are presented |
under the following headings: |

1. The problem of support from school personnel.

2. Problems associated with the counsellor's personal
feelingé.

3. Problems arising from an individual perspective.

The Problem of Support From School Personnel: At the

outset, this investigator had discussed the use of play coun-
selling techniques with Raymond's teacher. In addition, this
investigator discussed the topic with the principal af Ray-
mond's school who had many *questions and some concerns about
the use of play’therapy in his school. The concerns that the
principal expressed were, in the main, in relation to limit-
setting. The investigator explained that his position was
that limits on a child's behavior in play therapy must be as
broad as possible, yet firm and clear. When reassured that
physical attacks on myself and/or school property would not be
permitted, the principal was willing to give his solid support
for the project.

Problems arose, however, after the counselling pro-
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gram had been underway for a number of weeks. The school sec-
retary, whose office was next to the nurse's office where the
counselling sessions were initially conducted, became con-
cerned about the quality and volume.of the noise emanating
from the playroom. Although the principal was not cbncerned,
she could not be reassured, and lest she (and perhaps others
in the school) become alienated from the project, the investi-
gator needed to set limits to the Volume-of noise that was
permitted in the playroom. This was a limit to the coun-
selling program to be sure, and’While this bind did not.
apparently retard the -process of thérapéUtic.change, it

was a necessary limit if the project was to survive. The
lesson to be learned, perhaps is that the misunderstandings
and fears of some school personnel must be takeﬁ into consid-
eration and adjusted to, when necessary, for the survival of
the program. |

Problems Associated With The Counsellor's Personal

Feelings: Difficulties sometimes-arose in the efforts to em-
ploy the strategies and interventions due to the investigator's

' The investigator's

tendency at times to '"rush things along.’
desire to successfully rid this child of his problems was fre-
quently behind such behaviors. The efforts to "overcure' were
usually manifested in the form of questions or statements from
the investigator which Raymond could not relate to on a sur-
face level because the investigator's responses were either

inappropriate or were "accurate', but touched the child on a

level that was at that time too sensitive. When such an in-
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appropriate response was attempted, Raymond was seen to react
with a defensive maneuver of some sort. These incidents may have
reduced the effectiveness and ironically, the rapidity of the
counselling process. It would seem that the key to diminish-
ing such effects is the counsellor's ability to remain sensi-
tive insofar as possible to the defensive reactions of the‘
person being counselled. When noticed, defensive reactions

to a counsellor's attempts at intervention should point the
counsellor inward to assess his/her own feelings, thoughts,
and intentions. The results of this assessment should then

be used to guide the counsellor in formulating further strate-
gies. w

Problems Arising From An Individual Perspective:

Montalvo and Haley (1973) have suggested that counsellors at-
tending to children may be constrained in their effectiveness
by a delimiting perspective. The handicapping perspective
suggests the hypothesis that symptomatic behaviors arise out
of a problem within the child. The therapeutic consequence
of adhering to this perspective is that the counsellor is led
to take the "child's communicative behavior, [including symp-
toms], only as a report about his inner nature rather than a
report about his social situation" (p. 242). The therapist
will then assume that the child's '"parents and other relatives
are a stress factor rather than a unit with the problem" (p.
228) and thus the unit of treatment.

Although Raymond made gains, particularly in certain

N

academic areas and in peer relations, there appeared to have
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been minimal change in Raymond's relations within his family.
In an interview in June, 1981 and again in October of 1981
Raymond's father reported that although he was pleased with
his son's improved school performance, he had noticed (a) no
improvements in his capacity to "mind" (i.e., obey) his mother
or grandmother, (b) no improvement in his troubled relation-
ship with his sister, and (c¢) no improvement in his ability
to concentrate on the extra schoolwork that he had his son
engage in.

These results further support Montalvo and Haley's
hypothesis and leads to the question: could aeeper and more
wide-ranging changes for Raymond have been effected if the
unit of treatment would have been conceptually expanded to
include the child's social system?

CONCLUSTIONS

A. As the counselling procedure, play therapy, was employed
the subject was observed to have changed positively in a
number of ways: .

1. He showed improvements in his academic work habits;
that is, he showed an increased ability to work inde-
pendently and complete school assignments.

2. He showed an increase in academic achievement of one
grade level in five school subjects in a period of six
months, according to his teacher's assessments.

3. He developed improved relations with peers including
the establishment of one close friend.

4, He showed less aggressiveness. ’



142

5. The subject became less withdrawn.

In order to insure a good working relationship with var-
ious school personnel, adjustments had to be made to tra-
ditional play therapy procedures. It was found that the

adjustments did not;prevent'therapeutic'change‘frbm occur-

‘ring.

The investigator found that continuous monitoring of the
defensive behaviors of the subject in conjunction with
his own subjective state was necessary in order to avoid
the detrimental effects of "rushing" the counselling pro-
cess.

It was observed that thz counselling perspective employed
herein in which the child's family was considered to be |

a stress factor in relation to the child's problematic

_behavior and not the unit with-the problem, contributed

‘to limitiag the investigator’s‘capacity"tb conceptualize

and act, both diagnostically and interventively.

IMPLICATIONS

Attention To The Unit With The Problem

Schools have traditionally viewed the emotional

problems of students as being contained within the ‘student.

When the student's family is taken into consideration by the

traditional view, it may be seen as either a factor in or

the cause of the problem which is still considered to reside

within the student. A broader perspective, in which the

troubled student plus his/her family is considered to be
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the unit with the problem will likely generate broader and

more effective counselling changes.

The Need For a New Perspective on Emotional Problems

The above implication leads in the direction of the
area of the mission of the public school in society at large.
If the troubled child plus his/her family is the appropriaté
unit of change, then a major reorientation in the epistomology,
or way of thinking about difficulties will need to take place'
before a widespread application of this viewpoint can be made
in the day-to-day activities of the school counsellor. With-
out this change in the way that emotinal problems are per-
ceived, the missign of the public school will likely continue
to fix the child as an isolated entity, cut off from his/her
social system.

Counsellor Training

Much of counsellor training focuses on interventive
‘techniques and procedures that are derived from the perspective
of the "problem" residing within the troubled child. In‘order
for a more encompassing perspective to be broadly recognized
and adopted throughout the public school system it seems
necessary that the counsellors themselves and trainers of
counsellors first adopt, and then encourage among other pro-
fessionals, such an epistomological shift.

Implications For Further Study

1. To what extent can we be certain that the reported
changes in the subject over the course of this in-

vestigation, are a result of the interventions des-
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cribed in the study? This question is difficult to
answer given the design employed in the investigation.
The issue, however, may be pertinent encugh to war-
rant further study designed in such a way as to shed
light on the question.

Since the advocates of a social systems approach (Montal-
vo & Haley’, 1973) promise increased treatment effec-
tiveness from that perspective, it seems that fur-
ther investigation, designed to test the promise of
that perspective, is warranted by public school
counsellors who wish to improve their efforts to
assist éroubled children to overcome their difficul-

ties.
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