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ABSTRACT 

It has been suggested by counselling theorists and practitioners that 

counselling process and outcome will be enhanced b>- a close matching of 

counse~lor and client on certain variables. One client Xrariable of recent 

interest has been developmental level. The present stud?' takes the position 

that certain adult developmental models may be especially relevant in 

predicting expectations and preferences for counselling, and thus serve as a 

guide to counselling practice. Two models, the Perry Scheme of intellectual 

development, and the Conceptual Systems Theory of social-cognitive 

development, n7ere examined. Previous research on the two models, on general 

client/counsellor matching, and on counselling expectations was reviewed. 

The relationship between developmental level as conceptualized by the two 

models, and expectations and preferences for counselling was examined. 

In Phase One of the study, 183 post-secondary students were 

administered two developmental measures: the Measure of Epistemological 

Reflection (.FiER), which is based on the Perry Scheme, and the This I Believe 

Test (TIB), derived from Conceptual Systems Theory. Expectations about, and 

preferences for, counselling were recorded on the Expectations About 

Counseling-Brief Form (EAC-B). In Phase Two, students viewed a videotape 

which showed examples of two counselling approaches (Person Centred and 

Rational Emotive Therapy) which differed in structure and directiveness, and 

gave preference and helpfulness ratings for each approach. In Phase Three, 

students viewed selected counsellor responses from the videotape, and were 

asked to identify and give a helpfulness rating for each counsellor response. 

A significant correlation was found between intellectual and social- 

cognitve development. Multivariate analyses of covariance (with age, 



education, and gender as covariates) were employed to test the relationship 

between deuelcpmental level and pre- and post-videotape ratings. It was found 

that precounselling expectations were not related to level of intellectual 

development, while stage of social-cognitive development was a predictor of a 

number of precounselling expectations. In terms of precounselling 

preferences, those students at lower levels of both intellectual and social- 

cognitive development had a stronger preference for counsellor directiveness 

and expertise. After viewing the videotape, those at Stage One of social- 

cognitive development showed a greater preference for the directive 

approach. Intellectud development was related to accuracy of identification of 

selected counsellor responses, as well as to helpfulness ratings for counsellor 

self-disclosure. 

Methodologicd limitations of the present study were noted, and 

suggestions for future research were made. The relationship between 

intellectual and social-cognitve development was discussed at some length. It 

was concluded that it is especially important to make a distinction between 

counselling expectations and preferences, and that the Perry Scheme is less 

useful than Conceptual Systems Theory in predicting counselling-related 

behaviors. 
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CKrnER 1 

INTRODUCTION 

The counselling relationship is a complex and unusual one in that two 

strangers come together to share often intimate details of the life of one of the 

individuals. The client may have specific concerns and a more or less accurate 

conception about what will occur in the relationship; the counsellor will have 

a degree of experience and expertise and a more or less accurate conception of 

appropriate treatment strategies. The counsellor and the client will also bring 

to the counselling situation differing backgrounds, experiences, and 

personalities. 

Much research has focused on the effect of these client and counsellor 

variables on counselling process and outcome (Garfield & Bergin, 1986)- Some 

authors have suggested that the more closely matched the counsellor and the 

client are on certain variables, the more facilitative the conditions will be, the 

less the likelihood of premature termination, and the more bemficial the 

outcome of the treatment (for example, Carr & Posthuma, 1975; Goldstein, 1962). 

Others (Berzins, 1977) have been less sanguine about the evidence for the 

benefits of matching. 

Ivey (1986), and Ivey and Goncalves (1988) propose another kind of 

matching. They suggest that it may be time to move forward from the focus on 

disparate, surface variables to a consideration of underlying processes. More 

specifically, they state that "counsellors need to begin with client 

constructions of real events rather than their own theories of counselling" 

and "it is possible to identify cognitive-developmental levels in the processes 

that clients use to construct their knowledge and ways of being in the world" 

(p. 407). Ivey and Goncalves use Piagetian developmental theory as a point of 



departure for viewing the client in the counselljng relationship. Just as 

children move through stages (sensori-motor, concrete operational, formal 

operational) in tlleir thought structures and their way of construing reality, 

clients may be seen as going through a similar progression: " a key 

assumption in the developmental therapy position is that adolescents and 

adults repeat analogues of these early forms of cognition throughout life" (p. 

407). The authors describe characteristics of clients at each of the three 

Piagetian stages, and add a fourth stage (dialectical thinking). They suggest 

that counsellors are likely to be more effective if they can "shift" their 

counselling style to employ therapeutic approaches which are appropriate to 

each developmental stage. Thus, for Ivey and Goncalves it is especially 

important that the counsellor consider the client's developmental level in 

planning treatment strategies. Much of the theoretic?.: background for their 

position is provided in Ivey ( 1986). In ge~eral, Ivey and Goncalves ( 1988) 

present a model which is both logically and intuitively appealing. 

Although the focus here has been on the work of Ivey and his 

colleagues, it should be mentioned that a number of other writers have 

suggested that therapeutic intervention should be guided by knowledge of a 

client's developmental level. Leva (1984) describes how the therapist can use 

Piagetian principles in helping the client gain and apply knowledge to bring 

about developmental (therapeutic) change. Weinstein and Alschuler (1985) 

state that cognitive structures c m  be inferred from "systematic differences" 

in clients' "self knowledge." They posit four stages of self knowledge: 

elemental, situational, pattern, and transformational (which correspond 

closely to the Piagetian and dialectic stages used in Ivey's work). A client's 

stage, and appropriate intervention, can be inferred from the client's verbal 



description of their experience. Finally, Howard, Nance, and Myers (1986) also 

present a model (which is discussed in more detail in Chapter 2) for matching 

therapist approach to the general developmental needs of the client.] 

Ivey, however, has given the most complete description of what he calls 

Developmental Counseling and Therapy (DCT), and has written more 

extensively on methods for integrating theory and practice. 

Ivey and Goncalves' conclusion in 1988 was that no empirical studies 

had yet been done to validate this model. In a later work (1991), Ivey still 

presented little empirical evide~ce, but he did cite unpublished research by 

himself and his colleagues, showlng that after a small amount of client 

verbalization in an interview, a counsellor is able to determine a client's 

developmental level. Ivey (1991) also offers much detail about approaches to 

use for each developmental level. In this later work more emphasis is given to 

the counselling needs of clients at the stage of dialectical thinking, but Ivey 

seems to have been unaware of, or neglected a considerable body of relevant 

research concerned with this later stage of development. This research is 

described in Chapter 2. 

In the present study, my intention was to investigate Tvey's general 

claim that knowledge of a client's developmental level can inform clinical 

practice. Ivey and his colleagues have argued persuasively concerning the 

relevance of the Piagetian model for developmental counselling and therapy. 

However, my position is that there are other developmental models which may 

~ a r l s e n  ( 1988) also takes a developmental approach to therapy. However, her 
approach places less emphasis on matching therapeutic approach with client 
developmental level; rather, the therapist's understanding of developmental 
theory is seen as an aid to understanding the client. For her, one of the goals 
of psychotherapy is also "the stimulation and encouragement of dialectical 
thinking patterns. " (Her italics, p. 69), but the influence of Piaget is only 
indirect through Kegan (1982). Her major influences are Basseches (1984), 
Erikson (1964), and Kegan (1982). 
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be more appropriate and relevant for working with adult clients who are 

dealing tvitk: complex, ill-defined problems. Further, as will be seen, there is 

evidence to suggest that the appropriate point at which to begin the 

investigation is prior to the counselling intervention, at the level of client 

expectations about counselling. My position is similar to that presented by 

Kelly (1955): " From the client's conceptualization of psychotherapy comes the 

role he expects to play, and the role he expects the therapist to play. His 

behavior as a patient should be seen in this light" (p. 575). 

The present study then, was designed to extend and refine knowledge 

about the relationship between adult cognitive development and expectations 

and perceptions of counselling. Within this context, two models of cognitive 

development -- the Perry Scheme (Perq,  1970) and Conceptual Systems 

Theory (Harvey, Hunt, & Schroeder, 1961) -- were tested. 

The P e m r  Scheme is concerned with the changes in intellectual 

development which occur in post-secondary students. For Perry, exposure to 

post-secondary education and the complex and o f~en  conflicting viewpoints 

found in this environment, serve as catalytic agents that bring about changes 

in students' "ways of knowing". Thus, Perry's Scheme is concerned with 

developmental change within an (admittedly relatively small subset ~ f )  adult 

population. As will be seen in Chapter 2, Perry has incorporated certain 

Piagetian concepts into his Scheme. There is however, evidence of differences 

between the Piagetian and Perry models. For instance, B. Perry, Donovan, 

Kelsey. Patterson, Statkiewicz, and Allen (1986) found a correlation of -35 

between Perry ratings and Piagetian scores, and concluded that "the two 

developmental measures may not be addressing similar areas" (p. 741, and that 



"the independence of development . . . suggests that development in either 

theory does not proceed nor depend on development in the other" (p. 80). 

Although the Perry Scheme is concerned primarily with intellectual 

development in an academic setting, there has been speculation (Moore, 1990), 

but little empirical evidence, of the relevance of the Perry Scheme to 

counselling practice. If such a relationship could be demonstrated, this 

finding would 5e of considerable interest to post-secondary student personnel 

workers and counsellors. 

Conceptual Systems Theory (CST); (Harvey, Hunt, & Schroeder, 1961) wds 

developed from an integration of a broad range of evidence from many areas 

of psychology. The theory is more global in scope than the Perry scheme, and 

is concerned with developmental changes from childhood to adulthood. 

Harvey, Hunt, and Schroeder contend that it is important to understand 

variations in the structure and functioning of individuals' conceptual systems 

in order to understand differences in interpersonal behavior. Structure has to 

do with how information from the outer world is processed; in other words, 

how a person thinks is as important as what a person thinks. 

According to CST, the major structural dimension on which individuals 

differ is that of concreteness-abstractness. Change from concrete to abstract 

thinking is determined by the individual's interaction with various aspects of 

hidher social environment. As with the Perry Scheme, a major assumption of 

CST is that conceptual conflict (exposure to discrepant information about a 

familiar concept) is a prerequisite for conceptual development. Development 

is also said to clccur along a dependence-independence dimension. CST is 

primarily concerned with social-cognitive development which is manifest in 

interpersonal functioning. There & a body of research concerning the 



relevance of CST to counselling practice, and a fuller description of this 

research, and the theory itself, is given in Chapter 2. One intention of the 

present study was to add to the existing knowledge about CST and counselling. 

Research Questions 

The present study addressed the following questions: 

(I) Is there a significant relation between level of cognitive development as 

measured by the Perry Scheme and Conceptual Systems Theory? 

(2 )  Do the two models of development predict similar or different patterns of 

precounselling expectations and preferences? 

( 3 )  Is there a difference between expressed precounselling expectations and 

precounselling preferences. and if so, is this difference mediated by level of 

cognitive development? 

(41 Will preferences for different therapeutic approaches be related to level of 

cognitive development? 

(5)  Is the accuracy of perception of counsellor behaviour related to level of 

cognitive development? 

( 6 )  Are the same counsellor behaviours perceived as being differentially 

helpful by individuals at different points on the developmental spectrum? 

In the next section, I present a review of the literature on the two 

models of cognitive development, counselling-related research in this area, 

and the literature on client expectations about counselling. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Adult Cognitive Development: Two Models 

Since Piaget's original work on the cognitive development of children 

and adolescents, a number of theorists have extended this work to investigate 

the intellectual and cognitive development of adults. Arlin (1975), Commons, 

Richards, and Armon (l984), Riegel (1973), and others have suggested that 

there may be a level of development beyond formal operations (variously 

termed postformal thought, relativistic or dialectical thinking), and that 

whereas Piaget's work was concerned with problems of a hypothetico- 

deductive nature, thinking at the relativistic or dialectical level may be more 

suited to dealing with *'ill-structured (Frederiksen, 1984, p.366) 

which occur in daily life and interpersonal situations. Among those whose 

work has generated considerable research in adult intellectual and social- 

cognitive development are Perry (1970) and Harvey, Hunt, and Schroder 

(1961). 

The Perm Scheme 

William Perry began his work at Harvard in the late 1953s. Through a 

series of year-end interviews with Harvard undergraduates, he was able to 

chart the development of students' thinking and assumptions about reality, 

knowiedge, and values. He identified nine "positions" in the growth of 

"c~nceptud  hierarchies" and four major orientations in thought which 

characterize how students make sense of their environment. In Dualism, 

knowledge is perceived in absolute, black-and-white terns, and is seen as 
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external to the knower and held by authorities. By the stage of Multi~licity, 

there is some acknowledgement of a diversity of viesvpoinis, al'ihough it is still 

assumed that uncertainv about the right viewpoint is temporary. With 

Relativistic thought comes the awareness that rational criteria exist for the 

evaluation of knowledge, and that ad asssumptions, including one's own, can 

be e'mmined and compared using these criteria. At the stage of Commitment, 

students have gained a sense of agency and control which prepares them to 

make reasoned decisions and commitments about choices, events, and 

relationships in their own lives. As with all cognitive developmental theories, 

there is a progression in thinking from the concrete to the abstract, from the 

tendency to perceive stimuli in relatively undifferentiated, categorical ways to 

the ability to integrate diverse and sometimes opposing elements into one's 

thinking. There is also a tendency to increasing independence and a sense of 

self-agency. 

According to Perry, transition from one position to the next is brought 

about when the individual is exposed to diverse viewpoints and the discrepant 

information cannot be incorporated into hidher existing cognitive structure. 

Thus, to explain transitions, Perry essentially uses the Piagetian concepts of 

assimilation and accommodation. If faced with too much discrepancy without 

an accompanying support from the environment, an individual may be 

arrested at a certain position or temporarily regress to lower levels of 

functioning. 

Assessment of the Perm Scheme. 

In Perxy's work, theory developed from his observations and 

interviews, and although his work is rich in the kind of detail not usually 

found in most empirical research, the assessment of developmental level using 



the Perry method can be ve-y time-consuming. In an attempt to provide more 

economical and less time-consuming measures, a number of researchers have 

developed other instruments. Some of these include the KneWi (Knefelkamp, 

1975; Widick, 1975), the Reflective judgement Interview (King, 1 977; Kitchener, 

1977)- Dimensions of Zpistemological Thought (Benack, 1952), the Scale of 

Intellectual Development (Erwin, 1983), the ,Measure of Epistemological 

Reflection (Taylor, 1983), the Measure of Intellectual Development (Moore, 

1988), and the Learning Environment Preferences scale (Moore,l989). (See 

Jones, 1990, for a review of these  instrument^).^ Almcst all of these 

instruments have restricted assessment to the first five positions of the Perry 

Scheme. as there has been general consensus that these positions are more 

concerned with epistemological issues an3 are more empirically 

demonstrable. 

The above instruments have measured development with varying 

degees of success and may be ciassified as either production or recognition 

instruments. In the former, data are generated by the respondent (usually in 

an interview or essay task), whereas the latter elicit an individual's responses 

through answer< to multiple choices or Likert ratings of specific items. 

Production instruments are acknowledged to provide a more accurate estimate 

of level of cognitive development, and to reflect more adequately the 

complexity of an individual's thinking. The Measure of Epistemological 

Reflection (Taylor, 1983 [now Baxter Magolda] ) seems to be one of the most 

carefully researched instruments, and one which has retained a production 

format while achieving some degree of standardization o i  scoring (Baxts- 

2~uczinski (1993) has also developed an instrument to assess the 
developmental changes studied by Belenky, Clinchy, Goldberger, and Tarule 
(1  986). Belenky et. al.3 work was itself based partially on Perry's scheme, but 
focused exclusively on women's development. 
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Magoida, 1987a, 1987b; Baxter Magolda & Porterfield, 1985, 1988). For these 

reasons, it was the instrument of choice in the present study. It will be 

described more fully in the 3lethods section of this proposal. 

Research on the Perm Scheme 

Xuch of the research based on Perry's work has been concerned with 

charting the changes in intellectual development associated with differences 

in educational level, In an unpublished meta-analysis by Jones (1989), 33 of 

the 57 studies located were concerned with longitudinal or cross sectional 

studies of cognitive development as a function of educational level. ! found 

that studies comparing the differences in csgnitive clveloprnent 

beh-cen freshmen and seniors yielded a mean effect size of .72. In the main, 

comment on this kind of research has focused on the kind of benefits to be 

derived from higher education, Although the effects of maturation have not 

been completely accounted for, there is some evidence that cognitive 

development is not just a function of age, and that the university environment 

fosters development in this area. 

Some studies haiFe examined the efficacy of specific interventions in 

fostering cognitive development. Several have demonstrated that programs 

which are well designed a d  based on developmental principles can be 

successfui in promoting significant growth (Stephenson & Hunt, 1977; 

Stonewater & Daniels, 1983; Touchton, Wertheimer, Cornfield, & Harrison, 

1977). Successful programs, whether in a regular classroom or in a career 

?lanning course, involved the measured introduction of diverse points of 

view, provision of the proper degree of "support and challenge" (Sanford, 

1962), and meeting the needs for structure of students at  each developmental 
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level. ,W of the above studies operated on the assumption that, initially, 

dualistic students need a higher degree of structure. 

Other studies using the Perq- Scheme have focused on individual 

differences in perceptions, attitudes, or performance as a function of level of 

cognitive de\relopment. In these studies, then, level of development became 

the independent variable. Among the findings of these studies was evidence 

that Dualists showed more of a need for "clarity and specificity in completing 

classrmm tasks,'" and for order and organization in the classroom (Hadley & 

Graham, f %lf. I t  was also found that Dualists interacted less effectively on 

DISCOLTR. a computerized career decision-making system, took a less active 

role in working \\;itn rhe system, and expected the cornpurer to provide them 

with answers more frequently than did students at Multiplistic or Relativistic 

levels i Rosselle & Hurnmel, 1 988 ). 

Of most relevance to the present proposal, and one of the few programs 

of research using the Pert- Scheme in a counselling contest, is a series of 

studies b~ Benack 4 19881. She h>-pothesized that. according to theory, 

Relativisrs w u l d  be more adept at  taking the perspecti\-e of others, and would 

&us display more empathy in simulated counselling interviews. She found 

that mong students in a graduate counselling course, Relativists showed less 

directiveness and more amcurate empathy in an audiotaped, role-played 

counselling session. In a related stud>-, with undergraduates without formal 

counselling training, she found that 83% of the participants gave 

pr&ominmtl>- directive responses that 79% "never expressed empathic 

understanding- in a fl)porheiical counselling situation. Benack concluded that 

"rrros~ of these sadems kiiew heiping people means actively amernpring 
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to solve their problems" ip. 229). However, of the few participants who did give 

spontaneous, nondirective responses, most were relativistic thinkers. 

Although there has been a relatively small number of studies where 

level of cognitive deselopment has semed as the independent variable, Perry's 

scheme has had considerable influence in post-secondw student theory. The 

Perry Xetwork Cumulative Bibliography (Moore, 1990) lists 397 references 

which include published studies, dissertations , unpublished papers, and 

conference addresses. In addition to longitudinal and cross-sectional studies, 

many of these references offer suggestions about appropriate classroom 

instructional approaches in various disciplines for students at different 

positions on the Perry Scheme. Those papers which relate to counselling are 

mainly in the areas of advising and career counselling (Baxter Magolda & 

Porterfield, 1988; Gordon, 198 1; Kitchener, 1982; Schmidt & Davidson, 1983; and 

ttklfel, 1982), and speak in a general way of the expectations and needs of 

students at different developmental levels. 

There have been theoretical papers suggesting how counsellors and 

counsellor trainees might use the Perry Scheme to understand their own 

reponses to the diversit)-- of counselling theories and approaches (Brabeck & 

\%-elfel, 1985; Cooper & Lewis, 1985). Surprisingly, however, there are no 

empirical studies which explore a match of therapeutic approach with client's 

developmental position.3 The absence of such studies might be attributed to the 

3~here  is another body of work that also is concerned with epistemological 
orientation. Miilkinson (1989) compared Perry's work with that of Royce 
t RoyceJ964: Iio)ice & Powell, 1983). tV%ile acknowledging the diffe- r a c e s  
beween the tM'o models (Perry's model speaks to the definition of knowledge 

is bevelopmen~al; Royce's mode! pertains to the acquisition of knowledge 
and sees orientations as being relatively stable preferences), Wilkinson 
suggests the @do models may be interrelated. Two studies which are based on 
Royce's work (Lyddon, 1989; and Keirneyer, Prichard, Lyddon & Sherrard,l993) 
suggest a relationship between qistemoiogical orientation and counselling 
preferences. 



relative newness of the Perry Scheme. However, it seems more likely that 

there are at least two reasons for the reluctance to extend the Perry Scheme 

into the interpersonal realm: (1) the scheme is concerned with 

epistemological aspects of cognitive development; and f 2) following from ( I), 

most of the assessment instruments ask subjects to respond to items concerned 

with academic matters or abstract, impersonal knowledge. 

And yet, in response to (I) ,  the Perry Scheme is also concerned with 

attitudes towards authority, decision-making strategies, and the development 

of self-agency. These are all issues which are most germane to the kinds of 

concerns dealt with daily in interpersohal situations and in counselling 

sessions. The intervention studies cited above also speak of the necessity of 

personal support, and instructor-controlled structure in fostering 

development. 

As far as (2)  above is concerned, a study by McCarthy, Shaw, and 

Schmeck (1986) may be instructive here: They found that individuals who 

were classified as deep-elaborative or shallow-reiterative learners on 

Schmeck's (1983) Inventory of Learning Processes, displayed verbal 

behaviour which mirrored their learning style when they were in a 

counselling interview. Specifically, "deep-elaborative processors spent more 

time exploring the meanings of [details pertinent to their problems] rather 

than simply listing them. . . they were more conclusio~l oriented, attempting to 

formulate hypotheses about the underlying dynamics or causes of their 

problems" and " their verbalizations were more personalized" (p. 253). Of most 

pertinence to this proposal is the fact that the Inventorv of Learning 

Processes is an instrument originally developed to assess an individual's 

strategies for dealing with academic material, but which appears to have 



relevance for making inferences about an individual's information 

processing in a counselling interview. It seems possible that the Perry Scheme 

might have a similar relevance. In fact, Schmeck (1988) even suggested a link 

between shallow processing and Perry's dualistic position, such that "the 

shallow learner would define learning in a 'dualistic' fashion. In a reciprocal 

fashion, it should be noted that Perry (1981) has also speculated on the possible 

developmental aspects of what have generally been thought of as stable 

learning styles. (For a description of the developxent and validation of the 

Inventory of Learning Processes, and work linking learning processes to 

personality characteristics, see Schmeck, 1983 and 198 8). 

In 1977, Widick asked: 

What is the range of the Perry scheme? What are its limits? Does the 

scheme outlined by Perry describe all personality functioning or is it 

restricted to certain 'content' areas or vectors 7. . . Is an individual who 

is dualistic in hislher view of knowledge also dualistic in his/her way 

of viewing interpersonal relations, religion or career issues? ( p. 3 7) 

Widick's questions have not yet been answered. It was one of the purposes of 

the present study to provide at least a partial test of the Perry scheme, and in 

so doing, deterinine if knowledge of a client's "Perry position" might better 

inform counselling practice. 

Conceptual Systems Theory 

In his 1970 book, Perry commented on the similarities between his work 

and that done on Conceptual Systems Theory. 

Tn respect to the first half of our scheme, I wish to refer briefly to 

parallels in the work of Harvey, Hunt, and Schroder (1961), and especially 

Hunt (in Harvey, 1966). . . A major significance of the parallels derives 



from the fact that we were ignorant of their publications until after our 

own formulations were complete in 1960. . . The several schematic 

parallels, while in no case precise, are striking. (p. 205). 

As may be seen from Figure 1, there are similarities between the stages and 

positions of the two theories. However, unlike Perry's work, the main focus of 

Harvey et al.'s theory is on social-cognitive development, and it specifically 

speaks to the interpersonal domain. Only two studies have been located (both 

doctoral dissertations) which have examined the relationship between the 

Perry scheme and Conceptual Systems Theory (CST). Widick (1976) found a 

correlation of -5 1 between scores on the Perry scheme and conceptual level. 

Position on the Perry scheme was determined by responses on the KneWi, an 

instrument which combines essays and sentence completion items. Conceptual 

Level was assessed by the Paragraph Completion Method (Hunt, Butler, Noy, & 

Rosser, 1978). Widick suggested that "while a definite relationship exists, the 

Perry and conceptual level categories are not mutually exclusive," and that 

"inconsistencies [between the two] may be due to imprecise measurement," or 

"it is possible that they indicate different patterns of cognitive development" 

(pp. 119 and 120). Wester (1985) also compared the Perry scheme, and 

Conceptual Level, but although raw scores were presented in her dissertatior, 

no correlations were reported. 



THE PERRY SCHEME 

Dualism: Division of meaning into two 
realms--Good vs. Bad, Right vs. Wrong. 
We vs. They. All that is not success is 
failure and the like. Right answers exist 
somewhere for every problem. and 
authorities know them. Right answers are 
to be memorized by hard work. Knowledge 
is quantitative. Agency is expressed as "out 
there" in authority, test scores, the right 
job. 

Multiplicity: Diversity of opinion and values 
is recognized as legitimate in areas where 

u L. 

right answers are not yet known. Opinions 
remain atomistic without pattern or system. 
No judgements can be made among them so 
'everyone has a right to his own opinion', 
'none can be called wrong'. 

Relativism: Diversity of opinions, values 
and j udgements derived from coherent 
sources, evidence, logics. systems and 
patterns, allowing for analysis and 
comparison. Some opinions may be found 
worthless, while there will remain matters 
about which reasonable people will 
reasonably disagree. Knowledge is 
qualitative, dependent on contexts. 

Commitment: An affirmation, choice or 
decision (career, values, politics, personal 
relationship) made in awareness of 
Relativism (distinct from lower case 'c' of 
commitments never questioned). Agency is 
experienced within the individual. (Perry, 
198 1, p. 79-80) 

CONCEPTUAL SYSTEMS 
THEORY 

Stage I (Unilateral Dependence) 
Characterized by external control, seeking 
external criteriai'or evaluating behaviour.- 
Lack of differentiation between a rule and 
its purpose. Acceptance of externally 
derived concepts and the absolutistic nature 
of concepts. Answers accepted as 
absolutes. Thinking more concrete. 
Behaviour characterized by immediacy, 
greater sensitivity to limits, to what is right 
and wrong, tolerated and not tolerated. 

Stage 11 (Negative Independence): 
Functioning is neeativelv related to external 
constraints:lniti$ buddcnG of external 
control. Testing of the limlts of absolute 
solutions and rules. Oppositional quality. 
Avoidance of dependence. More abstract 
concepts. Provides the basis for the 
development of mutuality, dependence and 
later interdependence. 

Stage 111 (Conditional Dependence and 
Mutualitd: Learning about one's 
relationship to the environment in a more 
objective way. Taking a more empirical 
approach. Holding alternative views of self, 
of events and of others simultaneously with 
a minimum concern for ambiguity. Seeing 
the locus of causality residing primarily in 
his own behaviour. Mutuality . . . and 
empathy replace unilateral functioning. 

Stage IV (Interdependence): Positive 
interdependence . ~ntegration of mutuality 
and autonomy. Increasing reliance on 
internal causation. Greater self-awareness 
Abstract standards developed through 
exploration of alternative solutions against a 
variety of criteria. (Harvey, Hunt and 
Schroder, 1% 1. pp.94- 108) 

Figure 2.1. A comparison of stages on the Perry Scheme and Conceptual Systems Theory 
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It is evident from Figure 1 that the levels on the two models do not 

coincide exactly, nor are the constructs exactly the same, sa it is difficult to 

say wherein lies the common variance found by Widick (1976). It seems likely 

that *be similarities probably exist at the extremes. In both models *he first 

levels or positions are characterized by a lack of differentiation of concepts, 

categorical judgements, and a reliance on external authority. At the highest 

levels there is more of an ability to consider multiple viewpoints, to judge 

evidence more objectively, to think more abstractly, and to act autonomously. 

For both models, the dynamic aspects are in the transitions between levels. A 

major difference occurs at the second level. In Multiplicity, individuals may 

become aware that different viewpoints exist, and so begin to question the 

omniscience of authority, but opposition to authority is not stated as strongly 

as the "negative independence" of stage 2 of CST. Other similarities or 

differences will become evident through a more detailed description of 

Conceptual Systems Theory. 

In their theory, Harvey et al. (1961) proposed a broad developmental- 

interactionist model of personality based orl Lewin's (1935) formulation that 

behaviour is a function of the person and the environment (B=f[pe] ). Central 

to their model is the assumption that, for the person, concepts are essential for 

understanding the world. Concept formation always involves a comparison 

between some internal . -?nt or standard and an external referent. The 

comparisons initially are between extremes of some aspect of the 

environment, and are subsequently refined and differentiated. 

For Harvey et  al. then, conceptual development progresses from the less 

differentiated (the concrete) to the more differentiated (the abstract). 

Individuals at higher levels of abstraction are seen as being capable of 
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entertaining alternatives, of being able to integrate seemingly disparate 

elements of the environment and to deal with ambigui~es. In contrast. 

concrete individuals are seen as being more likely to have single referents 

central to their conceptual functjoning in any one area and to feel 

uncomfortable with 2-1-biguity. 

The other major dimension along which developm-ent is assumed to 

occur is that of dependence-hdependence. The progession here is from 

dependence on external, absolute criteria and authority, to a form of 

independence (actually ter-med interdependence) where a number of points of 

view can be considered, empirically evaluated, and employed in ar?_ 

autonomous assessment of Lie environment. This dimension adds 

interpersonal element to the mode!, 

Development is seen as passing through recognizable (but not 

necessarily discrete! stages, so that an individual's stage of development will 

determine how reality is interpreted, evaluated. structured by that person. 

(See Figure 1 for a description of the stages.) L&e most develop-mental 

theories, a central tenet of CST is that under optimal conditions, the natural 

course of development is to "higher" stages. The interactionist aspect of the 

theory comes into play with the consideration of the environmental 

conditions (referred to by Harvey et al. as "training conditions") which are 

optimal to foster conceptual development. The authors conceptualize these 

training conditions as occuring along a number af different dimensions 

(unilateral-interdependent, reliable-unreliable, prrttective-informationitl). 

The foregoing is an extremely brief s u m - q  of a comprehensive 

rkeory of 

variables, 

personality 97hich 

which synthesizes 

incorporates both cognitive and interpersonal 

much past research, and which in the 30 years 
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since its formulation has itself generated much theory-testing research. ( See 

Miller, 1981 for a more extensive summary of the theory, and Miller [1978], and 

Miller and Wilson 119791 for a critical discussion of CST.) 

Assessment and CST 

As with measurement of the Perry scheme, instruments developed for 

the assessment of conceptual functioning have been of both the production 

and recognition variety. In his critical review of Conceptual Systems Theory, 

Miller (1978) reviewed four of the instruments then in existence. His general 

criticism of assessment instruments was that they had not moved beyond 

making "gross" distinctions jn assigning people to the four "generic" systems. 

There seems to have been little change in assessment techniques since 

Miller's review. 

The two production instruments both use a semi-projective sentence 

completion format: The Paragraph Test (Gardiner & Schroder, 1972; Schroder, 

Driver, & Streufert, 1967) employs six sentence stems (e.g., "When I am in 

doubt. . . ) and is designed to be a " 'content-free' measure of integrative 

complexity, primarily in the general area of interpersonal affairs," and 

focuses on "areas of interpersonal conflict and uncertainty" (Gardiner & 

Schroder, 1972, p. 959). The This I Believe Test ( Greaves, 1971; Harvey, 1967) 

places more emphasis in its stems and scoring on content ('This T believe about 

. . . followed by stimulus words such as 'the American way of life,' 'marriage,' 

'friendship'). 

The objectively scored recognition instruments, the Inter~ersonal  

Topical Inventory (Tuckman, 1966) and the Conceptual Systems Test, ( Bower & 

hderson,l970; Harvey & Hoffmeister, 1971) are both multiple-item, forced- 

choice instruments, the former being more structure-oriented and the latter 
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being more content-oriented. Both have been used far less in the published 

research than the more semi-projective instruments. 

A third instrument, not reviewed by Miller is the Paragraph Completion 

Method (Hunt, Butler, Noy, & Rosser, 1978). This test, in its sentence stems 

(When I'm not sure. . . ) and scoring criteria, is virtually identical to the 

Paragraph Completion Test. However, scoring of the Paragraph Completion 

Method results in placement of an individual at one of four stages. 

Unfortunately, most of the studies in the counseliing literature have placed 

little emphasis on stage allocation. Instead, individuals are placed in high or 

low CL groups based on a median split of scores on the PCM. 

Both Miller (1978) and Miller and Stoppard (1985) have discussed a 

common distinction that is usually made between all of the above tests, that is, 

whether the tests measure and are scored on the basis of structure (the way 

individuals think) or content (the stimuli, usually interpersonal, to which 

beliefs or thinking is directed). Although the PCT and the PCM are usually 

conddered "structural" tests, and the TJB has been criticized for mixing 

structure and content, Miller (1978) concluded that , in fact, scoring in all of 

the sentence completion measures uses both structure and content criteria. 

Miller saw the criticism of Harvey's TIB as being unwarranted, as Harvey's 

purpose in developing the test was to be able to classify based on "both the 

structural and functional characteristics outlined in the theory, rather than 

'structural' inferences alone" (p.105). Stoppard and Miller (1985) pointed out 

that it is somewhat of an "embarassment" to the theory that the two measures 

(the PCM and the TIB) "do not intercorrelate to a significant degree" (p. 48). 

It should be mentioned that in almost all of the counselling-related 

research cited below, either the Paragraph Completion Test or the Paragraph 
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Completion Method was the instrument of choice. Of 35 studies mentioned, 28 

used either the PCT or the PCM, five used one of the objective measures, and 

only two (Lutwak & Hennessy,l982; and MacLachlan, 1977 ) used the TIB. 

Research on CST 

Although CST's main emphasis has been on social cognition or 

cognitive development in the interpersonal domain, the original authors felt 

that the dimension of concreteness-abstractness (at least) had general 

applications to other aspects of the environment: 

Concreteness and abstractness are equally relevant to functioning 

directed towai-ds problems or tasks and functioning directed towards 

politics, religion or other people. In all of these, progressive development 

can be described in directional terms, as proceeding from the concrete to 

the abstract. It should be noted, however, that there is a great need for 

more research to shed light on the concrete-abstract dimension. (p. 110). 

One of the original authors, David Hunt, has subsequently restricted his 

work to the concrete-abstract dimension (Conceptual Level or CL), and 

examined its implications for educational practice. A considerable body of 

work has been done relating CL to other variables, and Hunt (1971) gave a 

summary of this work. Among the findings reported are that the correlation 

between CL and measures of intelligence tend to decrease with age (in 

adolescence), there is a middle class superiority in C t  and more variability in 

CL a t  lower socioeconomic social class levels, there is a suggestion of female 

superiority in CL which may have disappeared by high school, CL is generally, 

although not "strongly related" to academic achievement, and there are 

significant positive correlations between CL and moral and ego development. 
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Casting his research in interactionist terms, Hunt ( 197 1 ) characterized 

educational environments as being more or less structured, and investigated 

the outcomes when individuals of varying conceptual levels are placed in 

structured or unstructured environments, that is, subjected to \arious models 

of teaching. Hunt (1971) postulated that "low CL learners profit more from 

high structure, and high CL learners profit more from low structure, or in 

some cases are less affected by variations in structure" (p. 33).  During the 

1970s, Hunt and others carried out a number of studies to test this "matching 

hypothesis" in lraditional classroom situations. (As will be seen later, all of the 

counselling related research is also driven by this matching hypothesis.) Hunt 

(1966, 1971) also proposed a more elaborate matching model, which 

hypothesized a curnilinear relationship between environment and behaviour. 

It has been suggested (Miller, 1981) that the model, as opposed to the 

hypothesis. can only be tested bj. using at least three levels of environmental 

structure. Most previous studies. however, have used only two levels ("high" 

and "low") of environmental structure-4 Hunt's research, of course, is ia the 

classic "aptitude-treatment interaction" mould, and is acknowledged as such 

by Cronbach and Snow ( 1977), who, after a brief review of Hunt's work, 

concluded that the research supports, "though weakly and inconsistently" (p. 

3811, the matching hypothesis. 

Miller (1981) has done the most comprehensive review of the research 

concerned with testing the matching hypothesis in academic settings. Miller 

examined in some detail 29 studies wEch seemed relevant to hypothesis testing 

+41though research using CL is still being done, Hunt himself has moved on to 
other areas such as learning styles (Abbey, Hunt, & Weiser, 1985). and more 
practice-based theory-building (Hunt, 1987). He explains the change in focus 
as resulting from a feeling about ". . . the incompleteness of such single 
variables as CL and the necessity for building an understanding of persons-in- 
relation on a complete version of a person" (Hunt, 1987, p.33). 
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and he categorized the studies as to whether outcome variables were related to 

social cognition, affective response, or academic achievement. He reported 19 

CL main effects, 14 treatment ( instructional method) effects, 12 ordinal 

interactions, and 9 disordinal interactions. Although the results seem to offer 

some support for at least the matching hypothesis, Miller's general conclusion 

was that, because only a few (five) of the studies reviewed met what he 

considered the proper criteria for design adequacy, neither the matching 

model nor the matching hypothesis had been conclusively tested. He also 

questioned the appropriateness of using academic outcomes for testing a 

theory which is primarily concerned with the interpersonal domain. 

Counselling and Conce~tual Level 

Much of Hunt's own work was concerned with traditional classroom 

outcomes with subjects in the 12 to 18 year age range. However, there has been 

a number of other studies which use older subjects (typically university 

students) and which examine the role of conceptual level in the counselling 

process, Concerned as they- are with interpersonal functioning and behaviour, 

these studies appear, by Miller's reasoning, to provide a better test of the 

matching hypothesis and are more relevant to the present proposal. 

Almost all of the research in this area is covered by two reviews, one 

narrati~e (Stoppard & Miller, 1985 and one quantitative ( Holloway & 

Miampold, 1986), and it is these two reviews which will be discussed here.5 

Although there is considerable overlap in the research examined in the two 

reviews-- 10 of the same studies are included in both reviews--it seems 

appropriate to report their findings separately, because the reviews differ in 

their overall approach and emphasis. 

>A paper by Van Hesteren, Sawam-, and Zingle (1982) gives a less extensive, 
historical overview of the conceptual level/counselling research. 
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Stoppard and Miller review (1985) Of The 15 studies included here, three 

involved clients from inpatient or residential pnpulations I BriLl, 1978; 

McLachlan, 1972, 1974); three involved subjects who were volunteer clients in 

counselling ( Henri & Stoppard, 1983, later published as Stoppard & Henri, 

1987; Lamb, 1978: and Malkiem~ch & Merluzzi, 1980); and four were analogue 

therapy designs (Bachman, 1977, Studies I and 11; Berg & Stone, 11 978; Stein & 

Stone, 1978). The other five studies employed subjects who were counselors, 

counsellor trainees. or individuals receiving training in counselling skills 

(Berg & Stone,l980; Heck, 1971; Heck & Davis, 1973; Kimberlin & Friessen, 1977; 

md RosenthaL 1977). Stoppa-rB and Miller gave as a rationale for the inclusion 

of these latter five studies the fact that they "can be viewed as analogous to the 

therapy situation, one in which a client (counsellor trainee) is engaged in 

interaction with a therapist (supervisor, trainer) about the communication 

st>-le of the former" (p. 5-41. The rationale seems to be sufficient justification 

for inclusion as a test of the general marching hypothesis, but findings from 

these studies probablj- have limited or questionable generalizabilitj- to a clie~lt 

population. In other words, studies using counsellor or counsellor trainee CL 

as the independent variable have less relevance for the present study. 

Stoppard and hliller found that only three of the 15 studies (.Berg R. 

Stone, 1978; Kiinberb & Eriesen, 1377: 31alliiewich & Merluzzi,lS)80! failed to 

report any effects due to matching. For the other studies, if subjects were 

matched with therapists or therapeutic approaches which provided 

appropriate levels of structure, the outcomes were more favourable fur these 

matches &an were outcomes for subjects in mismatched conditions. In only 

one study (Benri & Stoppard. 15)88), on one of the outcome measures, were the 

direction of the interaction and the matching effects opposite to that -which 
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would be predicred from Hunt's matching hypothesis. Even here, on measures 

of client sarisfaction, the expected results were found for low CL clients. 

In general, interaction effects were more likely to be found in studies 

in which the dependent variable was some measure of satisfaction, or changes 

in sociaf cognition or behat-iour. This finding reinforces the point made by 

Sroppard and Mifler that in the 3 = ffP,E) equation, the behaviour must be 

criterion relevant. that is, cmsistent with the theoretical assumptions on 

which the matching hypothesis is based. 

Stoppard and Miller's general conclusion was that the findings from the 

reviewed srudies aid oikr some support for Hunt's contemporaneous matching 

hypothesis. However, the)- cautioned that this conclusion must be tempered by 

an evaluation of the "conceptual and methodological adequacy " of the studies. 

To this end the? offered a "design index" of the nine design features which 

the)- considered most imprtant for an adequate test of the matching 

hq*puthesis. 

Adequacy of range and separation of subjects on CL; control for sex of 

subject: control for verbal ability; adequacy of the range and level of 

structure on the environmental variable; consistency with which 

rreamenr variables were applied: appropriateness of treatment 

duration; control of extraneous treatment variables (e-g., group 

cornpositiont; precision of matching achieved; and the criterion 

relevance of dependent measures. Ip.62) 

By dfwating one point for each of tfie above features attended to in the 

reviewed studies, Stoppard and ?filler concluded that the overall quality of the 

studies M%S "quite rnodesr" (scores ranged from 3 to 7 with a mode of 4). 
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However, there were five studies which met most of the criteria (scores 

of 6 or 7) and these studies all reported findings in support of the matching 

hypothesis. Two of these studies involved volunteer clients who attended four 

sessions dealing with test anxiety reduction (Lamb, 1978) or assertion skills 

training (Henri & Stoppard, 1983). Two studies employed one session 

procedures which varied the structure of initial interview (Stein & Stone, 

1978) or supervision structure (Berg & Stone, 1980). The other h g h  score study 

(Bachman, 1977) used a videotape analogue procedure which is most similar in 

design to that used in the present study. 

Bachman divided subjects into high and low CL groups on the basis of 

their scores on the Paragraph Completion Method. Both high and low CL 

groups then viewed two videotaped examples of counselling sessions involving 

Rational Emotive Therapy. in the high structure tape, "a rule-example 

sequence of presentation was used," with Ellis's ABC model of emotions serving 

as the rule. In the low structure condition, the rule was presented last. Results 

showed general support for the matching hypothesis, with ratings of 

counsellor comfort and client satisfaction being significantly higher for low 

CL matched groups, but not for high CL matched groups. 

In the Bachman study, environmental or treatment structure was 

manipulated by variations in the process of one particular therapeutic 

approach. This manipulation was apparently successful, as subjects were able 

to perceive differences in structure between the two approaches. However, as 

Stoppard m b  Miller ( 1985) emphasized, manipulation of environmental 

smacture has conttimed te be problemtic in studies which test the matching 

hypothesis, as it is d=cult to assess environmental structure with a high 

degree of precision, In 1974, Hunt and Sullivan offered a quotation from 
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Shulman which pessimistically commented on the situation to that point: 

"Aptitude-treatment interaction will likely remain an empty phrase as long as 

aptitudes are measured by micrometers and environments by divining rods" 

(Shulman, 1970, p. 374). 

In the counselling/conceptual level literature, differences in 

environmental structure have been cast in terms of differences in either 

counsellor CL (McLachlan, 197 2) or treatment approaches, typically along a 

directive-nondirective continuum ( Malkiewich & Merluzzi, 1980 ). As reported 

earlier, this latter study was one of the three reviewed which did not show 

effects due to matching. It seems possible that the absence of effects could be 

attributable to the lack of difference in the two treatments used-- systematic 

desensitization and cognitive restructuring, designated in the study as high 

and low structure respectively. The Malkiewich and Merluzzi findings 

highlight the need for special attention to the design feature having to do 

with what Stoppard and Miller refer to as the "adequacy of the range and levei 

s f  structure on the environmental variable" (p h 2 ) .  Stoppard and Miller 

suggested the incorporation of the client's perception of the degree of 

structure (such as in Bachman, 1977; and Stein & Stone, 1978) as a way of at 

least partially checking, and increasing support for, the validity of 

environmental manipulations. 

In general, Stoppard and Miller's (1985) review provides a thorough 

critical analysis of some of the research and highlights issues of importance 

in the application of aspects of CST to the counselling area. More importantly7 

they provide a number of suggestions for increasing design adequacy, and 

many of these features were incorporated into the design of the present study. 



Holloway and Warnpold meta-analysis (1986). This review, which 

provides a quantitative analysis of 2 3  studies done up to 1983, also confirmed 

that conceptual level is a mediator of the behaviour of counsellors or clients, 

and may afiect their perceptions of the counselling process. Eight of these 

studies, which were concerned with "the effect that an individual's CL had on a 

task relevant 19 the counseling process" (p. 3 11) were labeled Type A studies. 

For Type A studies, Holloway and Warnpold hypothesized that high CL 

individuals would perform better on counselling related tasks and that CL 

discrepancy (between high and low CL individuals) would be positively 

correlated with effect size for CL. Both hypotheses were confirmed: the 

average effect size for CL was a robust 1.07 (SD = 1.271, and the correlation 

between discrepancy and effect size was .38. Overall, Holloway and Wampold 

concluded that for Type A studies, the more ecologically valid the study and the 

better the design, the smaller the effect size. 

Of the Type A studies, only two were concerned with client CL. Bruch, 

Heisler, and Conroy (1981) found that higher CL clients had fewer maladaptive 

cognitions in assertive situations than did low CL clients. Bruch, Juster, and 

Heisler (1982) found that high CL clients were more likely to make internal 

attributions in (simulated) academic failure situations and low CL clients 

tended to have more maladaptive cognitions in similar situations. All other 

Type A studies were concerned with the behaviour of counsellors or trainees. 

There were 16 Type B studies in the review, and according to Holloway 

and Wampold, these "examined the behavioral performances of counselors, 

clients or both of different CLs under different counseling or training 

conditions that had various levels of environmental structure and were two- 

way factorial designs where one factor was the level of CL and the other was 
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environmental strucmre" (p. 3 11). Type B smdies provided a more direct test of 

the matching hy-po*thesis, and are more relevant to the present proposal. 

The mean effect size for CL in the Type B studies was negligible (ES=.02, 

SD = .59), while the mean effect size for the environment was small but 

significant (ES=.21, SD = .93), as was the interaction effect size (ES= .15, SD = .10). 

In other words, in Type B studies, subjects generally performed better when 

the environment was more highly structured and when there was an 

zppropriate match between CL and environmental stmcture (low CL and high 

structwe or high CL and low structure). Population studied had a moderate 

relation (r= .13) to effect size, indicating that the effect size in studies 

involving counsellors was larger than that in studies involving 

undergraduates or counsellor trainees. 

It should be pointed out &at only half of the Type B studies (8) werc 

concerned with non-counseloritrainee CL or behaviour. Of these, six have 

already been discussed in the Stoppard and Miller review (Bachman, 1977; 

Berg & Stone, 1978; 1977; Mclachlan, 1972; Mdkiewich CSr Merluzzi, 1980; 

SteGn & Stone, 1978). Of the remaining two, one (Roth & Kuiken, 1975) has 

implications for commurdcation in counselling dyads, but does not, strictly 

speaking, involve a counselling situation. The final study (Larimer, ? 97 8) 

which used groups in which client and counsellor CL werc either matched or 

mismatched, reported partial support for the matching hypothesis. 

Holloway and Wampold concluded that there is support for the matching 

hypothesis, that is, that low CL individuals perform better under conditions of 

f i igh structure, but they also speculated that "at some point, highly structured 

environments will become aversive to high CL persons. . . " (p. 317). Although 

they did not reveal the other criteria by which they evaluated design 
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adequacy, like Stoppard and Miller, Holloway and iVampold also commented on 

the lack of a normative scale on which to measure and compare 

environmentat structure. As a side issue, it is possible that the interaction 

effect sizes found would have been somewhat different if thc Type I3 studies 

had been divided between those studies which used counsellors or trainees and 

those which did not. A close reading of the meta-analysis reveals that there 

was a great deal of variability in effect sizes for individual studies, and those 

studies which invotvcd counsellors/trainees seemed to show a greater number 

of nonsignificant results. 

As a final comment, it should be mentioned that of those studies cited in 

the meta-analysis, only two ( McLacMan, 1972; and Parsons, 1977 ) used actual 

cou~selling or therapy situations in their design; all others were analogue 

studies. 

Other counselling/CL studies Although they are not included in either 

of the above reviews, there is a number of other studies which examined the 

effects of CL on counselling-related tasks. Among those studies examining 

counsellor CL, it has been found that high CL counsellor trainees are superior 

ia the clarity and quality of hypothesis formation, and ask more divergent 

questions in a counselling interview (Holloway and Woolleat, 1380); show 

higher levels of empathic responding (Lutwak and Hennessy, 1382) ;and "show 

a somewhat greater degree of response variability following client antecedent 

responses" (Lichtenberg & Heck, 1979, p. 20). Simek-Downing ( 198 2) found an 

increase in conceptual level as a result of microskills training in counselling, 

ar: =tztmme v&ich s'Jggests *&e mk of <ex-:& experiaces i~ fostering 

developmental growth. In an analogue study which examined client responses 

to counsellor's use of metaphor, Suit and Paradise (1985) found that there were 



no differences "between cognitively simple and complex subjects in their 

perceptions of counsellor attributes" (p.2 7),  but that cognitively complex 

subjects were better able to identify the intent of a complex metaphor when 

used by a counsellor. A study by Johnson and Holloway (1988), although it does 

not use a counselling design, is somewhat iosiructive. Johnson and Holloway 

found that groups of bulimic women were lower in conceptual level than a 

normal group, and the authors speculated that highly structured behavioural 

methods may have been more successful with eating disordered clients 

because of the high need for structure of these clients who are functioning at 

a more concrete level. 

Conclusions 

The foregoing evidence seems to justify the conclusion that CST has 

considerable relevance for counselling. The matching hypothesis is supported 

in counselling studies in which proper attention is given to certain design 

features, and criterion-relevant measures (client satisfaction and social 

cognition or behavior) serve as the dependent variables. Although none of the 

above studies examined the relationship, it seems reasonable to assume that 

client expectations and preferences for counselling would also be in the 

direction predicted by the matching hypothesis: low CL clients would have an 

expectation and a preference for a greater degree of structure and 

d i re~t i~eness  from a counsellor than would h g h  CL clients. 

Person Perception and Conceptual Level 

There is another variable which may be pertinent to client behaviour 

in the counselling situation, and which may also help to explain some of the 

results in the CL matching studies: the degree of accuracy with which the 

client views counsellor behaviour. None of the counselling studies cited above 
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considered this variable, except in a general way, as in perception of empathy 

(Parsons,l977) or perception of structure in an interview (Bachman, 1977; 

Stein & Stone, 1978). However, there are other studies which may be relevant. 

CST predicts that individuals at the higher stages of development will 

show more capacity for seeing diferent viewpoints and taking on the roles of 

others. (Benack [1988], using the Perry Scheme, also found that relativists 

showed more empathy than dualists.) Several studies n7ere located which 

examined the relationship behveen level of conceptual functioning and 

interpersonal discrimination or person perception. The results were mixed. 

Three of the studies used pencil-and-paper measures of person perception. 

Two of these were in the direction predicted by the theory: Carr (1965) found 

that higher CL individuals showed greater differentiation in the perceptions 

of salient others; and Halverson (1970) found that CL was positively related to 

greater tolerance for inconsistencies or discrepancies in assumptions about 

others. On the other hand, Houlihan (1968) found no differences between high 

and low CL's in their perception of similarities between themselves and their 

parents. 

Two other studies examined "veridical " person perception. Le Cann 

(1969) showed films of persons being interviewed and rated the viewers' 

accuracy of person perception by having them fill out four 'judgement 

instruments." LeCann found no differences in accuracy between high and low 

CL viewers. Among his recommendations for future research, he advocated the 

use of serni-projective measures of cognitive complexity, rather than the 

objective Conceptual Systems Test which he used. (AU other studies reported 

here used serni-projective measures of conceptual level.) In a similar design to 

LeCann's, Wolfe (1974) asked high school students to view films of teachers 
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being interviewed. The students were then asked to predict how the filmed 

individuals would answer the Sixteen Personality Factor Questionnaire ( 1 GPF) . 

Wolfe found main effects for CL and sex, with more abstract inchiduals and 

females being more accurate in their perceptions. 

These latter two studies have been reported in slightly more detail, 

because in their use of filmed excerpts, their design is closer to that employed 

here. However, neither Wolfe nor LeCann seems to have asked participants to 

identify specific behaviours in the films, as participants were required to do 

in the present study. In spite of the contradictory results from the two studies 

just cited, there seems to be justification for testing this relationship once 

more in the context of the present study. The prediction from CST would be that 

differences in accuracy of person perception will be associated with 

differences in cognitive development, with those at higher levels showing 

greater accuracy. 

Related Matching Studies 

There is a number of other 'matching -type1 studies, which, although 

not using cognitive developmental levels as the independem variable, do use 

similar, related constructs and which also attempt to manipulate 

environmental structure. 

In spite of previous inconsistent findings on authoritarianism and 

client preference for therapist, Fernbach (1973) hypothesized that (1) 

authoritarian clients would like all types of therapy less than would 

nonauthoritarian clients, but that (2) authoritarians would prefer a more 

directive therapist than would nonauthoritarians. Fernbach formed 

authoritarian and nonauthoritarian groups based on subjects' scores on the 



California F scale6 and had each group view films of Carl Rogers and Albert 

Ellis interviewing the same client. (In a pilot study where students viewed the 

film Three Aparoaches to Psychotheraav, students had rated Rogers as the 

least directive and Ellis as the most directive of the three therapists.) In the 

main experiment, both groups were asked only to rate the therapist on a 7- 

point like-dislike scale. Hypothesis (1) was not confirmed. Hypothesis (2 )  was 

confirmed: authoritarians preferred Ellis over Rogers, and nonauthoritarians 

tended to prefer Rogers over Ellis (p< .lo). The author admitted that 

directiveness and therapist were confounded in this study, but the comments 

made by subjects suggested that in their ratings, they were responding to 

therapist approach and not to the therapists themselves. 

Abramovitz, Abramovitz, Roback, and Johnson ( 1974) randomly assigned 

participants to one of four groups (three "relatively" directive and one 

"relatively" nondirective), all led by the same therapist and which met for 90 

minutes twice a week for .5 weeks. Group members' internal-external locus of 

control was assessed on selected items on Rotter's Internal-External Locus of 

Control Scale, and dichomotized at the median into internally- and externally- 

oriented subs ample^.^ On overall outcome as measured on 10 outcome scales, 

the results were in the expected direction. Outcome was more favourable when 

externals were matched with a directive group, and intemals with a non- 

6 It should be mentioned that Harvey (1967) reported that "the F Scale. . . 
provides a fairly reliable measure of System 1 functioning, bur not of the 
other systems" (p.210). High F scorers (high authoritarians) then, may be 
assumed to be quite similar to low CL individuals; the reverse assumption 
cannot be made about low F scorers, as both System 2 and System 4 individuals 
may be low F scorers. - 

A sady by Crommet (1983) was based on the assumption that locus of control 
would be associated with cognitive development on the Perry scheme. Cromrnet 
found that in a career development course based on developmental principles, 
participants increased in both internality and level of cognitive development. 



directive group than when the opposite (mismatch) occurred. In speculating 

on which group processes might have mediated the differential outcomes, the 

authors mentioned Mclachlan's (1972) postulation of relationship variables. 

However, Abrarnovitz et al. observed that in their own study, "patients assigned 

to a 'preferred' modality dici not perceive the therapist as more helpful in a 

Rogerian sense. . . than did patients who underwent a 'non-preferred' 

treatment" (p. 852). Other variables were not specifically examined in this 

study. Abramovitz e t  al. do seem justified in their conclusion that "the study's 

unique contribution . . . is the demonstration that two verbal therapies 

conducted by the same leader can have different effects depending on the 

client's personality" (p. 852). 

Finally, an analogue study by Neufeldt (1978) is suggestive, but may not 

be as relevant as other studies mentioned in this section, as she actually used 

Piagetian tasks to divide subjects into groups of concrete and abstract 

thinkers. However, her description of the problem-solving approach of the 

two types of thinkers is quite similar to what would be expected from 

individuals at the higher and lower positions on both the Perry and CST 

models. 

Formal thinkers are able to consider problems at  an entirely verbal 

level, to think about several problems and solutions at once, make 

hypotheses to test, and think about their thinking. Concrete thinkers 

lack many of these abilities which are usually taken for granted in 

insight counselling. Instead, they rely on concrete experience, and 

proceed in an inductive fashion to solve one problem at a time, with 

Little reflection on their mental processes. (p. 185) 
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Subjects (age range 17-56) were presented with 3-page scripts of insight and 

behavioural counselling sessions and asked to imagine that they were the 

clients, and to rate the sessions on a number of dimensions, including 

preference. Neufeldt found that subjects who showed a preference for the 

insight counsellor also showed more of a capacity for formal thought than 

those who preferred the behavioural counsellor. However, all subjects rated 

the behavioural counsellor's statements as "more personal, pleasing and 

clear," and saw the behavioural counselling experience as being more 

positive. The insight sessions were seen as being more complex by all subjects. 

General Conclusions from Matching Studies 

In general, the findings from the literature reviewed demonstrate that: 

(1) those individuals who tend to view realit). in more categorical, absolute 

terms, who are less ablefwilling to consider alternative interpretations of 

reality or approaches to problem-solving, and who place more reliance on 

external authorior are more likely to benefit from more structured treatment 

or instructional approaches, m d  f 2 )  those who display the opposite tendencies 

are more likely to benefit from less structured approaches, although the 

evidence is not as strong for this group. Certain CST-generated hypotheses 

have been fairly extensively tested in counselling research, but there is a 

paucity of research which specifically relates the Perry Scheme to 

counselling practice. Consequently, predictions about outcomes in counselling 

with the Perry Scheme can be made with less certainty. However, there is 

some evidence which would lead one to expect that matching clients and 

therapeutic approaches based on clients' position on the Perry Scheme would 

lead to similar outcomes to those found with the conceptual level research: 

dualists would benefit more from structured approaches than would relativists. 



One of the purposes of the present study, of course, was to determine if the 

counselling-related predictions from one theory (CST) might also apply to the 

other (Perry Scheme). 

With the exception of a study by Craig and Hennclssy (1989), to be 

discussed later, there has been no research which examines how level of 

cognitive development affects one's precounselling e-xpectations and 

preferences for counselling. Ii is to the expectations literature that I now 

turn. 

The Literature on Client Expectations about Counselling 

In 1958, Patterson, in a brief review of recent studies, commented on a 

general finding that clients seemed to prefer counsellors who were not client- 

centered or non-directive. Patterson suggested that this finding is one 

expression of a culturally learned expectation that the proper role of authority 

figures is to guide, advise, and tell us what to do, and that the proper stance to 

authorit).. is one of passiviv or dependency. Patterson felt that it was the task 

of counselling to help clients to unlearn this attitude, and to become 

independent and to take responsibilit). for their behaviour. IIe noted that the 

expectation to see the counsellor as an omniscient, directing authority was 

particularly prevalent among the young and those of lower socioeconomic 

background. 

Other authors have commented on the lack of success of traditional 

"talk" therapy with lower SES clients, often because of the lack of congruency 

Ln eupecratio~s between therapists and clients. Heine md Trosnan f 1960) 

found that clients who expected to "actively collaborate" i~ treatment were 

more Bely to persist in therapy past 6 weeks than those who expected to 

"passively collaborate." 'Goldstein (1962) extensively reviewed both patient and 
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therapist role expectancies, and developed an approach (Structured Learning 

Therapy) specifically designed for working \&h the poor ( Goldstein. 1973 1. 

Overall and Aronson ( 1963) cited statistics from their clinic showing 

that 57% of lower SES clients did not return for treatment after the initial 

interview. The). suggested that one reason for the early termination w a  

related to the discrepmcy between clients' expectations tind the realin- of the 

initial interview. Ox-erall and Aronson referred to Hollinghead and Redlich's 

( 1% 8) conclusions about the expectations of lower SES clients. 

The most frequent source of difficult>. beht7een the lower Ftatus patient 

in therapj- and the therapist is the patient's tacitor- overt demand for 

an authoritarian attitude on the part of the psvchiatrist {italics added) 

and the psychiatrist's unv1.4llingness to assume this role because it runs 

counter to certain therapeutic principles. (p. 345) 

In their studj-. Ch.erall and Aronsan (1963) found that lower SES clients 

expected psychiatric (and not just medical * physical) issues to be raised in the 

intervie\%, but that there EGIS otherwise a gap betweeen expectation and reality 

such that the therapisr's behaviour was generall). less active, medically- 

oriented, or supportive than the patient expected. The greater the discrepancj. 

S e m e n  the client's expectations and his /her actual perceptions of the 

interview, the less likely the client was to return for treatment. 

Therapist Role Expectations 

Some researchers have focused on specific role expectations which 

clients might have for therapists. regardless of client SES level. Goldstein 

: 1962) reposed j2pfeIbii'~ii;i's : 1958) study of client e--pectzrions of 'tkieapists 

derived on xhe bds of diems' trmsfe~ence needs. In xhe Apfebaum swdy, 

cluster analysis of client Q sort responses revealed three 'relatively 
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independent' clusters or dimensions of client role expectations. Clients 

expected &erapis€s to be either nurturant (giving, guiding, and protective), a 

model fwell-adjusted, diplomatic, non-evaluative, and permissive), or critical 

(critic&, anal>-tical, and expecting the client to assume considerable 

responsibility). ConsequentIy. depending on the role that the client expected 

the therapist to play, the client would espect to be either taken care of 

(nuflurant role), straightened out (critical), or helped to help oneself. 

Apfelbaum stated that these clusters were "apparently associated with 

inierpersonal expectations which are related to general personality 

functioning and consequently to the subsequent character of the therapist- 

patient relationship" ( p. I T  ). 

Rickers-esiankina. Berzins, Geller, and Rogers ( 197 1) extended 

Apfelbaum's work and suggested that these sets of expectations were 

developmental in nature: A major outcome of therapy would be movement 

from more dependent e~ipectations inurturant) to a less dependent expectancy 

set (model). Rickersi)vsiai&ina et al. also proposed a fourth role expectation-- 

Cooperative--which would be the result of the client becoming autonomous 

md working on equal terms with the therapist and which would occur only 

towards the end of treatment. 

Tracey and Dundon ( 1988) reported Berzins' ( 1971 ) factor analytic 

studies of the responses on rhe Psychotkterapy Expectancy Inventory 

f originally developed by Rickers-Ovsdiankina et al., 197 1 ). Bertins ( 197 1 ) 

cmduded rhar [he ~rig@zal Apfelbaum !zMs might m t  Se the most 

appropriate, and he relabeled them "ap~roval-seeking (from nurrrrrant) , 

advice-seeking (from critic), audience-seekinp, (from model) and 

re1ationshi~-seeking (from cooperative)" (Tracey & Dundon, 1988, p. 6). Using 



the Psychotherapist Expectancy Inventory-Revised, Tracey and Dundon 

examined, among other things, changes in client role expectations and 

preferences over the course of counselling (for more than 10 sessions). They 

found that for all clients, anticipations and preferences for advice decreased 

over the course of counselling, but audience and relationship expectations 

increased. Also, for successful outcome groups, expectations for approval 

increased up to the middle sessions, but decreased towards termination. The 

opposite pattern was evident for unsuccessful outcome groups. 

Richert (1983), based on his clinical experience and his reading of the 

literature, made a dis-crion between client expectations or anticipations, and 

client preferences. The latter have to do with "clients' pre-therapy beliefs 

about what therapist behaviors will be helpful" (p. 3 23 ). Richert tentatively 

postulated four types of client role preferences for the therapist. He felt that 

these preferences were based on the crossing of hvo dimensions of client 

assumptions about the therapist. One dimension had to do with client 

assumptions about therapist power and status (i-e., preference for a therapist 

who is either a "powerful, aloof expert or a warm peer"). The other dimension 

is related to the therapist's orientation to problems, to whether the therapist 

focuses directly on solving clients' problems, or places more emphads on 

attending to the client's feelings and subjective experiences. The four role 

preferences are: the Medical Modeler (high on authority with a problem 

focus); Revelationist (high on power with a focus on client feeling and 

experience); Problem-Solver flow on authority, but problem focused); and 

Expiorer (low on authority, but much exploration of feelings). In the first two 

roles, the preference is for the therapist to take a more active, directive role, 



41 

and in the last two roles, the preference is for the therapist to serve almost as a 

co-worker, with the client taking a more active role. 

Although Richert also offered prescriptive therapeutic approaches 

based on these preferences, he cautioned that the prescriptions are probably 

most appropriate in the early stages of therapy, as client preferences may well 

change with growth in therapy. Nevertheless, he felt that "attempts by 

therapists to match their approaches to client role preferences during the 

initial phasec; of therapy should promote the formation of a better therapeutic 

relationship and ultimately a more positive oxtcome" (p. 325). 

4 model which ties therapist role or behaviour to client developmental 

"readiness" is the Adaptive Counselling and Therapy (ACT) model presented by 

Howard, Name, and Myers (1986). In this model, therapist behaviour is 

characterized by varying combinations of direction and support in response to 

client needs. Howard et al. proposed four categories of therapist styles: Telling 

(high direction-low support); TeachinR (high direction-high support); 

Supporting (low direction-high support); and Delegating (low direction-low 

support). For Howard et al., an effective therapeutic style is one which is 

adapted to the particular maturity level of the client; it is also assumed that 

client maturity level will vary at particular points in the client's life or in the 

course of therapy, or for particular content areas. For instance, for clients at a 

low level of maturity, the Telling style (Rational Emotive Therapy being an 

e-cample of this style) might initially be appropriate. The goal of therapy, of 

course, is to help clients move to a higher readiness level. It may be seen then, 

that the ACT model, although couched in broader terms, operates very much on 

the same principles as the matching hypothesis. 
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As with the role expectations reported above by Apfelbaum (1958) and 

Rickers-Ovsiankina et al. ( 197 I ) ,  the major underlying issues for Richert 

(1983) and for Howard et al. (1986) are questions of control and responsibility. 

In other words, how directive or active is the therapist expected/preferred to 

be, and how much responsibility does the client expect to take in hidher 

treatment? With the exception of Apfelbaum, who looked at the relationship 

between client MMPI profiles and their role expectations, none of the other 

studies examined how different client variables might affect their 

expectations. Some of this research is reported below. 

General Client Expectations 

In general, authors have claimed that client expectations have an effect 

on help-seeking behaviour (Tinsley, Brown, de St. Aubin, & Lubeck, 19841, 

persistence in therapy (Heine & Trosrnan, 1960; Overall & Aronson, 19631, and 

process and effectiveness of therapy (Goldstein, 1962; Ziemelis, 1974). These 

studies have stressed the importance of the client entering therapy with the 

appropriate expectations. 

As an example of research which attempted to change client 

expectations, Heitler ( 1973) had therapeutically unsophisticated lower SES 

clients participate in an "anticipatory socialization interview" prior to 

entering treatment. He found that after this interview, clients entered 

treatment with more realistic expectations of the treatment process, 

demonstrated more facilitative behaviours in treatment, and established a 

better working alliance with their therapists. Ti-nsley, Brown, and Ray (1988) 

reviewed 46 studies which attempted to manipulate client expectatims in five 

categories: counsellor qualities, prognosis for therapy, therapist behavicur or 

type of therapy, client behaviours and role expectations, and counselling 
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process and procedures. Tinsley et al. (1988) identified many methodological 

problems in the research, but concluded that "audiotape or videotape 

interventions are most likely to be effective [in changing client expectations 

to more realistic and appropriate levels]" (p. 105). 

In a review of the expectancy research since 1962, Duckro, Beal, and 

George (1979) stated that the underlying assumption of most studies is that 

"disconfirmation of client role expectations has been demonstrated to be a 

negative in psychotherapy" (p. 260). After their review of 43 studies ( 2 1  of 

which supported the hypothesized relationship, and 22 of which did not), 

Duckro et al. concluded that there was less than unequivocal support for the 

disconfirmed expectations--negative effects hypothesis. They suggested that 

the ambiguous findings may have been due to three factors: (1) expectations 

in the literature have been either imprecisely defined or globally assessed; (2 )  

up to that point, there had been a lack of clarity as to whether the term 

'expectation' meant anticipation or preference; and (3) the consequences of 

the disconfirmed expectations might be bipolar, with consequences dependent 

on the direction as well as the intensity of the discrepancy. 

Research With The Expectations About Counseling Form 

In a continuation of the work begun by Tinsley and Harris (L976), 

Tinsley, Workman, and Kass (1980) set out to remedy at least the first criticism 

made by Duckro et al. about the imprecision of assessment. Tinsley et al. 

developed the Ex~ectations About Counseling questionnaire (EAC) which 

contains 17 scales assessing clients' expectations in five areas: their own 

attitudes and behaviours, counsellor attitudes and behaviours, counsellor 

characteristics, characteristics of the counselling process, and the quality of 

the counselling outcome. (See Table 4.2 for a list of EAC subscales.) During 
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adminstration of the E K ,  subjects are asked to respond to from 53 to 66 items 

(on the brief form--the EAC-B) and indicate their expectations on a 7-point 

scale from not true to definitely true. Factor analysis of items yielded four 

factors. 

The factor labelled Personal Cornrnitmnm (expectancy that the client 

would be responsible, open, and motivated; the counsellor would be attractive; 

and the experience would be characterized by concreteness and immediacy) 

accounted for the greatest variance. Women had a higher expectancy of 

personal commitment than men. The authors suggested that lower scorers on 

t_his factor "may be characteristic of clients who naively expect the counsellor 

to 'cure' them without (them) having to make an effort" (p. 567).  Factor two, 

Facilitative Conditions, accounted for the next highest proportion of variance. 

On this factor, the expectancy was that the counseUor would be genuine, 

accepting, trustworthy and tolerant, would sometimes confront the client, and 

that the experience would be characterized by concreteness. Women also had a 

higher expectancy than men that facilitative conditions would be present in 

the interview. High scores here were seen as being "inversely related to the 

view of the counsellor as just an information-giver and question-answerer." 

Factor three, Counselor Ex~ertise, had to do with an expectancy that the 

counsellor would be directive, empathic and expert, and was more likely to be 

expected by men than by women. Tinsley et al. speculated that high scorers on 

this factor may display a form of "magical thinking," expecting the counsellor 

to have ail the answers, and to solve the client's problems in just a few 

sessions. On Facmr four f Nurturance), clients showed an expectancy that the 

counsellor would be accepting, self-disclosing, nurturing and attractive. 

Women showed s slightly lower, but not significant, tendency to expect 
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nurturance. A later construct validation study (Tinsley, Holt, Tinson, & Tinsley, 

1991) confirmed the above finding of four components. However, they 

concluded that "the fourth component (nurturance) was, however, obtained 

by splitting the first component into two components" (p. 109). 

Most studies since 1980 have used the brief form of the EAC (EAC-B) to 

measure client expectancies. Research has included investigation of the 

expectations of international and American students (Yuen & Tinsley, 1981), 

the role of counsellor gender and type of problem in expectations (Hardin & 

Yanico, 1983), and counsellor gender and subject sex (Subich, 1983), 

differences in expectations held by students for various campus help 

providers (Tinsley, Brown, de St. Aubin, & Lubeck, 1984), differences between 

student clients and nonclients and nonstudent clients (Hardin & Subich, 1985), 

expectations of clients and nonclients for group and individual treatment 

modes (Subich & Coursol, 1985), expectations in relation to subject gender 

types (Sipps &- Janaczek, 1986), expectations of rational, intuitive, and 

dependent decision-makers (Leong, Leong, & Hoffman, 1978), the effects of 

confirmation or disconfirmation of expectations (Prospero, 198 7 ) ,  the relation 

of expectations to premature termination (Hardin, Subich, & Holvey, 1988), and 

counselling psychologists' perceptions of the effects of unrealistic 

expectations (Tinsley, Bowman, & Barich, 1993). In efforts to increase 

understanding of the EAC-B itself, Hayes and Tinsley ( 1989) demonstrated that 

the EAC-B "measures something different" than what is measured by 

instruments which examine perceptions about counselling. Tinsley and 

Westcot (1990) have even done an analysis of the cognitions of subjects while 

they are completing the EAC-B. 
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The findings from some of the MC-B s'iudies suggest that certain 

variables have an effect on the pattern of expectations demonstrated by 

subjects. Because some of these variables have implications for the design of 

the present study and for the external validity of future findings, a more 

detailed analysis cf selected studies follows. It should be mentioned, that unless 

otherwise specified, subjects used in the studies below were not clients, that is, 

they had not made an appointment, or otherwise indicated their intention to 

seek counselling. 

&. In their initial development of the Expectations About Counseling 

scale, Tinsley and Harris (1976) reported that a preliminary analysis 

comparing subjects 22 years of age or younger with subjects 23 years or older 

"revealed significant differences behveen the two groups" (p. 174). Because of 

the small number of older subjects, their responses were not included in the 

subsequent ana!ysis. However, even among the population used in the study 

( 2 2  years and younger), there were differences based on educational class 

level: freshmen expected a greater degree of counsellor expertise than 

juniors and seniors, and sophomores had a greater expectation of counsellor 

acceptance than seniors. Freshmen also had a greater expectation of taking 

psychological tests. The authors (probably correctly) gave as one of the 

reasons for the differences, the development of "students' critical faculties" 

with more years in college. I t  seems likely that a number of other factors could 

have accounted for the differences, including the kind of development 

towards less dependence on ~uthority found by Perry (1970). In the only such 

study located, Khalili and Hood (1983) also found an increase in conceptual 

level--with a presumed increase in independence --with years in college. The 

study by Tinsley, Hinson, Holt, and Tinsley (1990), to be discussed later is also of 
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some relevance here . The implicit point of these latter two studies, as well as 

any of the longitudinal and cross-sectional studies based on Perry's work, is 

that, by definition, any developmental measure will have at least a moderate 

correlation with age. Therefore, if age is a variable to be considered, it seems 

reasonable to assume that this variable will be somewhat confounded with 

devel0~ment.8 In fact, it was one of the intentions of the present study to see 

if level of cognitive development would allow greater prediction (than age 

alone) of the pattern of expectations about counselling. 

Sex. Subject sex differences in expectations about counselling have - 

already been reported in the factor analytic study by Tinsley et al. (1980). Two 

other studies (Hardin & Yanico, 1983; and Subich, 1985) ha\~e confirmed the 

Tinsley et al. findings that women have greater expectations for facilitative 

conditions and personal involvement, but men have greater expectation of 

counsellor self-disclosure and directiveness. Hardin and Yanico (1983) noted 

that women's greater expectancy for facilitative conditions "may reflect their 

orientation towards relationships" and "males' expectancies for directive 

counselors may reflect a greater task orientation" (p.296). Subich (1983) made 

essentially similar points and commented that the differences between the 

sexes seem "consistent with literature on males' and females' interactional 

styles" (p. 423). However. in a study by Subich and Coursol(1985), on 

expectations of clients and nonclients for group and individual treatment 

modes. smaller sex differences were found. Subich and Coursol stated that "sex 

Commons et al. (1989) go even further in their coments on the relationship 
between age and cognitive development: 

The fact that age is only a weak predictor of developmental stage or 
level in this sample suggests that adult development must throw away 
the index of age as an aid in the definition of stages and rely much more 
heavily, if not exclusively, on analytic criteria in the construction of 
postformal stage sequences. (p.53) 



effects for E14C data appear strongest when the number of subjects is large" 

(p.215) , and that if sex effects do e-xist, they may not be as large as they appear 

in large sample studies. 

In a later study, Sipps and Janaczek (1986) hypothesized that the 

previous sex effects in E4C data might be more related to the gender traits of 

subjects rather than to the actual sex of subjects. They used the Extended 

Personal Attributes Questionnaire (EPAQ) to assess subject traits, and found 

that of the nine EAC-B scales on which differences were found, on six of these, 

the gender trait of femininity accounted for the greatest degree of variance. 

(The EAC-B scales were Tolerance, Genuineness, Outcome, Nurturance, 

Trustworthiness, and Responsibility.) As Femininity on the EPAQ includes 

"desirable expressive and communal traits," Sipps and Janaczck speculated that 

"the degree to which one is expressive and communal in relationships directly 

affects one's perception of the nature of the counselling relationship," while 

the masculinity characteristic of "agency/instrumentality appears to have no 

effect on subject expectations about counselling" (p. 2 16). 

Both Hardin and Yanico ( 1983) and Subich (1983) also investigated 

subject expectations about counselling as a function of counsellor gender. 

Seither study found differences due to the main effect of counsellor gender. 

Hardin and Yanico pointed out that in previous studies which examined the 

effects ctf counsellor gender, the results have been inconsistent, and they 

suggested that their own results and those of Subich (1983) may have been due 

to subjects responding more to professional role (the label "counselling 

psychologist") rather than to sex role. 

It seems then, that subject sex (or gender-related differences) must be 

considered in any study of expectations about counselling, but counsellor 
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gender may not be as critical (at least in the analogue studies reported). It was 

a matter of considerable interest in the present study to determine if these sex 

differences in expectations were demonstrated when subjects' cognitive 

developmental levels were also taken into account. 

Client vs. nonclient expectations. Although Tinsley and Harris (1976) 

called their initial exploratory study "Client Expectations for Counseling" 

(italics added), and Tinsley et al. ( 1980) spoke in their factor analytic study of 

"client" expectations, both studies in fact used samples consisting of 

introductory psychology students with no previous experience with 

counselling. Tracey and Dundon ( 1% 8) noted this fact in their study on role 

anticipations, and stated that "generalizability to counselling is questionable 

because [psychometric support] for the EAC-B is based on nonclient samples" 

and that "Subich and Coursol [I9851 demonstrated that there are clear 

differences in the expectations of clients and nonclients" (p. 4). Obviously, 

such a finding has major implications for the external validity of the results of 

most other studies using the EAC-B. 

Other studies have used client populations (those who were actively 

seeking counselling; e.g., Heppner & Heesacker, 1983), but only two studies 

were located which examined client and nonclient differences in expectations. 

In the earlier s l d y ,  Hardin and Subich ( 1985) found no significant 

differences between students, student clients, and nonstudent clients in 

expectations about counselling. However, the authors interpreted these results 

with caution because of the fairly high F values (p=.12) in their data analysis. 

These results were called into question by a later study in the same year by 

Subich and Coursol(1985), who found that clients had a greater expectation to 



take responsibility and less of an expectation for empathy, acceptance, and 

nurturance from the counsellor than nonclients. 

However, it is not clear that the two studies are strictly comparable, as 

the Subich and Coursol study used a slightly different procedure from that 

used by Hardin and Subich (1985). For the nonclient sample in the former 

study, the standard EAC instructions were modified to include "a short 

description. . . of the one-to-one nature of individual counseling" (p. 247). No 

such modification was mentioned in the Hardin and Subich study. In addition, 

although both studies used archival E,4C data (from clients who had previously 

sought counselling at a university center), in the Subich and Coursol study, 

the client sample included those who had sought group counselling, and "a 
(italics added) group clients entered with a career focus" (p. 249), but only half 

of those who sought individual counselling had such a focus. No such 

group/individual split was mentioned in the Hardin and Subich study. It is 

difficult to say what effect these differences in design and procedure may 

have had on the results from the two studies. However, given some of the 

findings reported below on the relationship between problem type and 

expectations, the situation may not be as clearcut as Tracey and Dundon (1988) 

stated.9 

There is a sense, of course, in which all subjects are potential clients, 

and the question of clienthonclient differences in expectations about 

counselling depends on whether an individual's expectations change when 

%n responding to criticism about the apparent non-client bias in the original 
EAC-B research, Tinsley (1992) cited a doctoral study by Johnson (1990) on the 
erpectations of 420 subjects who requested counselling services at  a rural 
counselling centre. In this study, no differences were found in expectations 
between clients and students. Among other findings, Johnson also found no 
differences in expectations between counselling applicants with and without 
prior counselling experience; and that EAC-B scores differed as a function of 
education level but not as a function of age. 
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she or he decides to actively seek counselling. Subich and Coursol speculated 

that at  the point of decision, the potential client makes an effort to become 

more knowledgeable, and thus more "realistic" about counselling. Some of the 

earlier research already cited (Heine & Trosman, 1960; 0c7erall & Aronson, 

1963) does not seem to support this conclusion. In fact, it might be argued that 

if an individual is in crisis, at  the point of seeking counselling, she or he is 

likely to be less objective and realistic, rather than more so. In any event, the 

matter has not been completely settled, and the question of client/nonclient 

differences in expectations about counselling (at least as measured on the EAC- 

B) remains problematic. 

Problem twe. One might expect that the type of presenting problem 

would affect client eqectations for counselling. Only three EAC studies, two of 

which have already been discussed in another context, included this variable 

in their designs. Both Hardin and Yanico ( 1983) and Subich and Coursol ( 1985) 

found no significant main effects or interactions for problem type (defined as 

either a vocational/career or personal problem). However, Subich and Coursol 

(1985) did find that "the original finding of different expectations for 

concreteness. . . among group and individual clients. . . did not hold up when 

problem type was covaried" (p. 248), nor did the effec~ for subject sex. 

Unfortunately, no further detail or discussion is given by the authors. In the 

Hardin and Yanico study, problem type was manipulated by modrfying the 

original EAC instructions (presumably the subjects were instructed to "pretend 

you are about to see a counsellor for either a personal or a vocational 

problem"), so the finding of no difference for problem type actually meant 

"no difference" in nonclient expectations. In the Subich and Coursol study, the 

variable of problem type had to do with client proSlem type, that is with 
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whether those who were seeking counselling had a personal or a vocational 

problem. A later stud)- by Hardin, Subich, and Holvey (1988), whose main focus 

was to examine differences in expectations between continuers and early 

terminators, also did not find any differences in expectations related to 

problem type. lo 

Although the EAC was not one of the measures used, the findings of 

Hardin and Yanico's ( 1985) analogue study are of some relevance. They pointed 

out that in previous studies, only a generic (vocational or personal) problem 

vpe  had been investigated. Using a much more differentiated definition of 

problem type (they gathered subject responses to 11 qpes of vocational 

problems and 22 types of personal problems), the), found differences in 

preferences for counsellor gender depending on problem type. Specifically, 

neither males nor females indicated a significant preference for a counsellor 

of either gender when vocational problems were discussed. A different pattern 

of preferences was found for personal problems. The rnijorit?. of subjects of 

both sexes indicated definite preferences for a female counsellor when 

discussing issues of rape, problem pregnancy, and harassment, with a greater 

percentage of women expressing this preference. Subjects also showed a 

preference for a same sex counsellor when discussing other problems of a 

sexual nature. 

lo In this study, Hardin, Subich and Holvey found no difference in 
expectations between continuers and terminators, a finding with seemed at 
variance with previous research. In speculating on the reasons for their 
results, they questioned the adequacy of the EAC-B, They suggested that "[the 
ELK-B] may not be sensitive enough to enable one to detect small but 
meaningful difTerences or it may not enable one to measure some critical 
exyectations that have effects more powerful than those included on the 
instrument" (p.39). They a h  cited Prospero's (1987) study which suggested 
that the short form of the EAC "might, in fact, be a measure of a global positive 
or negative set toward counselling rather than a number of discrete 
expectations" ( p.40). 
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Even with three of the four smdies that focussed on problem type 

reporzing no significant effects of problem type on expectations about 

counselling, it seems that there may be complexities in the relationship which 

have not yet been clarified. It does seem safe to assume that for nonclients, if 

no differences were found even when problem type was deliberately 

manipulated (as in Hardin & Yanico, l983), then it is not an important variable 

for naive subjects who are completing the EAC-B. Controlling for problem 

type might be more important in the second and third phases of this study. As 

wili be seen in the 3fethods section, an attempt is made to control for this 

\-arZzSIe by keeping problem t)pe constant, that is by exposing subjects to 

onl>- one type of problem. 

Control for relevant variables. Four apparentlj- relevant variables have 

been esamined in some detail. The present study considered three of the four 

in its design and analysis: age, sex. and problem type. The question of 

~Iient.~~nonclient differences in expectations was not dealt with in the present 

study. Indeed, it seems that this question could only be adequately addressed by 

a pre-post test design which compared the expectations for counselling of a 

group both before and after the point at which they had made a decision to 

seek counselling. 

I)eveloprnental Stages and Counselling hpectations 

Only two studies haw directl>- emmined the relationship between 

developmental level and expectations about counselling. A study by Tinsley, 

Hinsctn, Hott, and Tinsley ( 1990) w;as suggested by Tinsley and Hanis's ( 1976) 

finding that students' espectations for counseling were related to their 

educational Iwei (fur instance, f reshen  had a greater expectation of 

counsellor expertise &.an juniors or seniors). Tinsley et al. (1990) 
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respondents' level of psychosocial development. In the 1990 study. level of 

psychosocial development was measured by students' scores on the Developing 

Purpose Scale of the Student Developmental Task Inventory (SDT!; Winston, 

Miller, & Prince, 1979). The three subscales on this scale measure students' 

ability to " formulate well-defined educational goals," and to display more 

mature career and lifestyle plans. Using a median split procedure, subjects 

were divided into high and low scoring groups on the three subscales. 

MASOVA and multiple regression analysis were applied to the data. 

Scores on the three demagraphic variables ( age, gender, and college class) 

were entered into the regression first, so that variance attributed to these 

variables could be extracted. In support of the findings from previous studies, 

gender alone contributed significantly to the variance on 1 2  of the 17 

subscales. Age alone contributed significantly on the Directiveness subscale, 

and year in college contributed significantly to the Empathy subscale. 

For the developmental variables, the authors concluded that "high and 

low scorers. . . had significantly different expectations about counselling. . . " 

such that "knowledge of students' level of psychosocial development increased 

the prediction of their expectations about counselling above that possible from 

information about their gender, age, and year in college" (p.l.15). In general, 

Tinsley et al. found that as students matured, they had more positive 

exiectations about counselling, especially that facilitative conditiom would 

exist, whife less mawre students were more skeptical that these condixions 

WOKE e.uist As shdenb m€m&, "they expressed simflger ejipec;ations t~ 

work at being more concrete and to deal more immediately with concerns in 

counselling" (p.137). The authors specufated that less mature students are less 



55  

likely to make a personal commitment to working hard in the relationship and 

to taking responsibility for the counselling outcome. 

The authors acknowledged that the median proportion of variance 

accounted for by knowledge of students' level of psychosocial development, 

was a "modest" 4%, but they stressed that the figure was arrived at after 

variance attributable to demographic variables was extracted. 

To place the above study in context, it might be helpful to consider the 

results of two studies which investigated the relationship between 

psychosocial development and cognitive development on the Perry Scheme. 

Stonewater and Daniels (1983) found that psychosocial development (as 

measured on three different subscales of the SDTI) and cognitive development 

both increased for students who were enrolled in a career decision-making 

course where the content and instruction were based on Perry principles. 

(However, they did not use a control group to control for maturation effects.) 

The lack of change on cine of the SDTI subscales (Interpersonal Maturity) led 

the authors to suggest that perhaps a certain level of development in one area 

(in this case, cognitive development) was necessary before developmental 

gains could occur in another. They speculated that perhaps development 

proceeds in a "leapfrog" manner. 

A study by Polkosnitc and Winston ( 1989) was designed to test this 

speculation, using the same subscales of the SDTI as in the Stonewater and 

Daniels study. Polkosnik and Winston followed students over a three-semester 

period, and found signifkant developmental growth on measures of both 

psychosocial and cognitive development. However, there were different rates 

of development for each area: after an initial period of side-by side 

development, both the psychosocial and cognitive areas advanced, but 



56 

independently of each other. This finding seems to give support to Harvey, 

Hunt, and Schroder's (1960) original speculation that individuals might be 

more advanced in one domain than in another. 

Of most direct relevance to the present study is a study by Craig and 

Hennessy ( 1989) on personality differences and expectations about 

counselling. Craig and Hemessy pointed out that in previous research, the 

emphasis had been on trying to explain differences in expectations primarily 

in terms of demographic, context, or process variables. Tney suggested that 

because theory has not guided selection of variables, we still have limited 

understanding of the expectancies that clients bring to counselling. They felt 

that Conceptual Systems Theory would provide a theoretical framework "from 

which to assess the degree to which a stable pre-existing personality 

dimension can explain the variance in pre-counselling expectations" (p. 402). 

Craig and Hennessy stated that their application of CST in this study 

should be seen as "distinct" from Hunt's conceptual level model. Their 

justification for using the four stages or systems derived directly from the 

theory, and thus using the This I Believe test, as opposed to the conceptual 

level model and the Paragraph Completion Method used in most previous 

counselling related research is that: 

The methodology for testing the effects of [conceptual level] (i-e., 

median splits on the basis of sample specific data) raises questions as to 

the comparability of the results. CST allows for classification into stages 

of development by using theory-derived, rather than sample-generated 

criteria, thereby allowing for comparability across studies. (p. 302) 

In addition, they pointed out that the conceptual level model emphasizes the 

concreteness-abstractness dimension only, but CST considers both this 
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dimension and an interpersonal one which is especially salient for research 

into counselling. 

In this study, prior to entering counselling, 60 clients were adrninstered 

the EAC-B and stage of conceptual development was assessed from clients' 

responses on the This I Believe test (which has been described elsewhere). 

Because it was determined that seven subscales (Motivation, Ime~~~Acy,  

Concreteness, Acceptance, Tolerance, Trustworthiness, and Outcome) of the 

EAC-B were redundant, scores from only 11 EAC-B subscales were used in the 

analysis. 

A multivariate analysis of variance showed a significant multivariate 

effect for conceptual stage, indicating that differences in structures are 

related to expectations. However, there were no univariate differences 

between groups on the EAC-B subscales. Discriminant analysis revealed two 

significant discriminant functions, the first (Function 1) accounting for 40% 

of the betweeen-group variability, and the second (Function 2) accounting for 

37% of the between-groups variability. The third function was not significant. 

Both significant discriminant functions were concerned with expectations 

that clients had for counsellor characteristics: the scales of Empathy, 

Directiveness, and Expertise had the highest positive correlations (.20 or more) 

with Function 1, while Self-disclosure and Genuineness correlated most 

highly with Function 2. Attractiveness correlated negatively with Function 1 

and Nurturance correlated negatively with Function 2. The first function 

separates Stage 1 from Stages 3 and 4, and the second function separates Stage 

3 from Stages 2 and 4. 

These results are mainly in the direction which one would expect from 

CST, For example, clients at Stage 1 (where theory states there is an inability to 



deal with ambiguity, and a greater reliance on external authority and 

structure) expected that the counsellor would " be more intuitively 

understanding and prescriptive." Stage 3 and 4 clients "expected they worrld 

like the counsellor and enjoy the interview more than did Stage 1 clients, but 

not within the directive, prescriptive atmosphere expected by Stage I clients" 

(p. 405). According to theory, at these stages there is increasing dependency 

on situation-specific criteria, responsivity to interpersonal contact, as well as 

a tendency to seek more autonomy and to consider multiple alternatives. 

In general, Craig and Hennessy's study provides some evidence of a 

relationship between cognitive developmental level and counselling 

expectations. Their rationale for using the TIB seems somewhat justified: the 

focus on all four stages generates more meaningful data than would a median 

split procedure, and as llliller (1978) mentions, this test is seen as covering 

both the concrete-abstract and dependence-independence aspects of the 

theory. However, it is not clear that the results would have been any different 

if the conceptual level model had been (properly) used, as Hunt (1971) also 

proposed a four-stage scheme. 

A more serious limitation of the study is raised by the authors 

themselves: the small number of clients at Stages Two (g = 7) and Four (g = 5). 

The authors did comment on the desirability of a "more favourable ratio of 

subjects to expectation measures. . . " (p. 306). 

This last comment reinforces an observation made by Stoppard and 

M e r  (1985) about one of the difficulties of extending research of this kind 

into clinical or "real life" settings: there may be an insufficient number of 

clients to "ensure an adequate range and level of CL." In the case of the 

conceptual level model, what is needed is a clear separation of levels to ensure 
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that there will be sufficient power to detect effects if they exist. For the Perry 

Scheme and CST, it will also be necessary to ensure that there is a sufficient 

number of subjects at each position or stage in c der adequately to test the 

models and to extract maximum information about behaviour at each stage. 

This was a major practical consideration in planning the present study, and 

led to the conclusion that, given the exploratory nature of the study, (at least 

for the Perry Scheme), an analogue study best allowed for a preliminary test 

of the model. 

This Literature review has raised other issues which have implications 

for hypothesis generation and design. 

Design Considerations and Hypotheses 

The research cited in the literature review indicates directions for 

future research, and highlights relevant variables which should be 

considered in future research designs. These factors have guided the design of 

the present study, as will be seen from the summary in this section. 

Cognitive Development and Counselling 

As mentioned earlier, there has been some research and considerable 

speculation on the applications of the Perry Scheme in designing either 

growth-enhancing programs or instructional approaches to meet the needs of 

students at different levels of epistemological development. However, the 

relevance of the Perry Scheme to counselling has never been empirically 

demonstrated. Based on the Perry Scheme's surface similarity to the CST, one 

would e-xpect similar relationships to counselling as those found with CL. 

However, any predictions must be tentative. For this reason, most of those 

aspects of the present study which are cmcerned with the Perry Scheme must 

as be seen as exploratory., However, even with this caveat, it seems likely that 



those at lower positions of the Perry Scheme (dualists) would have a more 

positive response to the structure which is implicit in more directive 

counselling. 

In contrast to the situation with the Perry Scheme, there has been 

considerable research on the CST and counselling, at least with its concrete- 

abstract dimension. The research has been such that, even with certain design 

reservations, there has been support for the matching hypothesis as it applies 

to counselling. There has also been at least one study on conceptual 

functioning and expectations about counselling. In general, the evidence 

allows for fairly strong predictions about the relationship between level of 

cognitive development and expectations and preferences for counselling. For 

this reason, phases one and two of the present study may be seen as 

replications of previous research on CST and counselling. Phase three, 

perception of counsellor behaviour, has not yet been tested, although 

Conceptual Systems Theory and some of the research on person peception 

suggests that those at lower levels of development will have less accurate 

perceptions of cotinsellor behaviour in an interview. 

Previous CSTf counselling research also highlights certain design 

considerations which should apply regardless of which theory is being tested. 

Stoppard and Miller (1985) gave a good summary of criteria for design 

adequacy (see p. 25) and the relevant criteria from their review have been 

applied to the present design. As far as assessment of CST stage is concerned, 

there seems to be some validity to Craig and Hennessy's ( 1988) rationale for the 

use of the This I Believe test, instead of the Paragraph Completion Method 

which has been used in most previous research. 



Research on Counselling Expectations 

The main instrument in this research--the EAC-B-- has been used 

extensively, so there is a body of evidence which can serve as normative data. 

Hardin, Subich, and Holvey's (1988) criticism notwithstanding, the EIK-B 

remains the most comprehensive single instrument for assessing subject 

expectations in a number of counselling-relevant areas. The question of 

client/nonclient differences in expectations has not been completely settled, 

but Tinsley (1992) presents evidence to suggest that the differences may not be 

significant. 

The EAC research has emphasized the need for making a distinction 

between expectations (what the subject anticipates will happen) and 

preferences (what the subject would like to happen). This distinction could be 

crucial in the present study, where theory predicts that subjects will. have 

different needs at different levels of development. 

Other possible confounding variables are subject age and sex, and the 

type of problem presented. As much as possible, these variables were 

controlled in the present design: age and sex were used as blocking variables 

or covariates. Because of the practical constraints of subjects' attention span 

and time demands on subjects, it was not possible to cross problem type with 

counselling approaches. The next best option was to present only one type of 

problem in phase two of the design. One of the basic tenets of the Perry 

scheme is that development increases with years in school, so amount of post- 

secondary experience (in terms of credits completed) was also considered. 

Although previous research has established that there are differences 

in expectations which are related to subject sex, it is difficult to predict 
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whether these differences will be attenuated or enhanced when level of 

cognitive development is included in the analysis. 

Hvpotheses 

As mentioned above, a major question for the present study is whether a 

model of epistemological development (the Perry Scheme) has relevance for 

predicting behaviour in the interpersonal domain. Because the test of the 

model is an exploratory one, it seemed premature to make many a priori 

hypotheses concerning the Perry Scheme, especially in relation to 

expectations about counselling. In a sense, any subsequent predictions with 

the Perry scheme will depend on the degree to which Hypothesis 1 is 

confirmed, that is, on the strength of the relationship between the Perry 

Scheme and CST. If the relationship is strongly positive, then hypotheses about 

the CST should also apply to the Perry Scheme. 

It was possible to derive specific hypotheses about the relationship 

between level of social-cognitive development (as measured on the CST) and 

counselling expectations and preferences. Consequently, most of the 

hypotheses below which address the research questions stated in Chapter 1, 

are concerned with CST-assessed development. 

Hypothesis 1: There will be a significant relationship between developmental 

level as assessed on the Perry scheme and on the CST (Perry, 1970; 

Widick, 1977). 

Hypothesis 2: For both the Perry and the CST models, diierences in pre- 

counselling expectations and preferences, and post-videotape 

preferences and perceptual accuracy and helpfulness ratings 

will be related to level of development. Specifically : 



Hypothesis 3a: CST stage one subjects will show greater precounselling 

expectations and preferences for counsellor expertise and 

directiveness, and less of an expectation to take responsibility 

than those at higher stages (Stoppard & Miller, 1985; Craig & 

Hennessy, 1989). 

Hypothesis 3b: Perry Scheme dualists (positions 1 and 2) will also show greater 

precounselling expectations and preferences for counselor 

expertise and directiveness, and less of an expectation to take 

responsibility than those at higher stages (Baxter Magolda & 

Porterfield, 1988; Benack, 1988, Hadley & Graham, 1987). 

Hypothesis 4a: CST stage 2 and 4 subjects will show greater precounselling 

expectations and preferences for counsellor self-disclosure and 

genuineness than subjects at other stages (Craig & Hennessy, 

1989). 

Hypothesis 4b: Perry position 5 subjects will also show greater precounselling 

expectations and preferences for counsellor self-disclosure and 

genuineness than subjects at other stages (Bauter Magolda & 

Porterfieid, 1988; Perry, 1970). 

Hypothesis 5: CST stage 3 subjects will show greater precounselling 

expectation and preference for nurturance and acceptance than 

those at other stages (Craig & Hennessy, 1989; Harvey, Hunt, & 

Schroder, 1961). 

Hypothesis 6: CST stage two subjects will have generally less positive 

expectations for counselling (Harvey, Hunt, & Schroder, 1961; 

Hunt, 1971; Tinsley et. al., 1990). 



64 

Hypothesis 7: After exposure to videotapes of directive and nondirective 

counselling approaches, CST stage one and Perry dualistic 

subjects will prefer and find more helpful, the directive 

approaches (Fernbach, 1973 ; Holloway & kvampold, i 986; S toppard 

& Miller, 1985). 

Hypothesis 8: Subjects at higher levels of development will have more accurate 

perceptions of counsellor behaviour in the videotaped sessions 

(Carr ,  1965; Wolfe, 1974). 



CHAPTER 3 

r n 0 D  

Participants 

The majority of participants were students from Simon Fraser 

University and Capilano College who volunteered to take part in a study "on 

expectations and perceptions of counselling." (Nine participants were non- 

students: five were young classroom teachers from a local high school, and 

four were young men who had recently been enrolled in, or completed, 

diploma programs at another post-secondary institution. The age range of this 

group was 25-28 years.) Students were solicited by notices on the two 

campuses, by visits to classrooms and by word of mouth. Participation was 

restricted to students who were naive about counselling; that is, who had 

never been to see a counsellor, or (in the case of college students) had never 

discussed more than course planning with a counsellor. Two cash prizes, 

drawn by lottery, were offered as an incentive to encourage students to 

participate in the study. 

A total of 189 students, 104 (55%) women and 85 (45%) men completed at 

least the first (assessment) phase of the study. Eighteen students either had 

spoiled assessment protocols, did not return, or could not be contacted for the 

remaining phases. The group of 171 students who completed all phases of the 

study consisted of 96 (56%) women and 75 (44%) men. 

The mean age of the total sample was 25.95 years (median: 23) with a 

range of 17 to 54 years. For men, the mean age was 26.22 years (median: 24) 

with a range of 17 to 54 years, whik for women, the mean age was 25.73 years 

(median: 22) with a range of 18 to 50. The research sample thus included a wide 

range of ages in an attempt to capture a broad developmental spectrum. Table 



Table 3.1 

Age and discipline areas of research participants. 

Discipline 

Underpduate DegreeIGradiate 

Range - n 

17-20 yearsa 54 

21 -23 44 

24-26 22 

27-29 20 

30-32 15 

Discipline n Degree - n 

Business 10 BNPDP 12 

Communicat. 5 BSclPDP 6 

EEiucatj on 13 BEd 4 

Gen. Studies 3 Other Bach. 8 

Humanities 16 Master's 8 

1st yr. (Ed) 

MatMScience 30 Master's 3 

2nd yr. (Ed) 

Soc. Science 37 W P D P  I 

Social Work 1 MAGeneral 3 

Trades Woc) 2 Doctoral 3 

Undeclared 19 

Total 189 140 49 

-- - 

Sate. PDP is the Professional Development Program, a three-semester teacher education - 
program. 

Wnly two participants were 17 years old. 
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3.1 indicates the number of participants at each age range, and shows that, at 

least at the undergraduate level, participants came from a variety of 

disciplines. Of the 46 participants with Bachelor's or higher degrees, 3G (78%) 

were from rhe Faculv of Education at Simon Fraser University. 

Yuen and Tinsley ( 1981) found differences in counselling expectancies 

between international and American students. The participants in the present 

study came from a variety of ethnic backgrounds. However, aside from the fact 

that nine students could be clearly identified as international students (a 

group too small in number for separate analysis), no attempt was made to 

specifically identie students as to ethnicity . 

Materials 

Two measures of cognitive development, the Measure of E~istemological 

Reflection (MER; Bavter Magolda & Porterfield, 1988) and the This I Believe test 

(TIB; Harvey, 1969) were used to assess participants' position on the Perry 

scheme and the CST, respectively. The Expectations about Counselling-Brief 

Form (EAC-B; Tinsley, 1982i was used to assess participants' expectations and 

preferences for counselling. 

Measure of E~istemological Reflection 

The MER {See Appendix A) is a semi-structured written instrument 

which is designed to elicit an individual's thinking in each of six content areas 

or domains: decision-making, the role of the learner, the role of the 

instructor, the role of peers, evaluation, and view of knowledge, truth, and 

realit?;. In the adminstration, subjects are asked a general, domain-focused 

question {"Do you learn best in classes which focus on factual information or 

classes which focus on ideas and concepts?"), followed by a number of probes 

to c l w  the reasoning behind their answer. Scoring is based on reasoning 



structure (the justification given for a respondent's thinking). There is no 

time limit for completion of the questions, but Baxter Magolda (1987) reported 

a completion time of 1 hour. In the present study, most participants were able 

to complete the MER within this time period. 

Scoring of the 31ER involves calculating a Total Protocol Rating (TPR), 

which can be done in one of two waj-s: ( 1 )  if assessment of responents' modal 

reasoning is desired, a modal TPR is calculated by finding the dominant domain 

rating of the six domain ratings, or, ( 2 )  a continous TPR may be calculated by 

taking the average of the six domain ratings. The latter method was used in 

this smdy because, as &.irer Magolda Porterfield (19881 state: "(it) is more 

comprehensive in that it takes into account all six ratings and the possible 

transition pluses and minusesi' !p. 92). 

Baxter Magolda and Porterfield (1988) reported that, for the original 

validation sample, the correlation of two expert raters' Total Protocol Ratings 

(using an intraclass R i  was .80. Exact agreement for Tord Protocol Ratings was 

65% and within-one -position agreement was 100%. Internal consistency as 

measured with Cronbach's alpha was -76. Baxter Magolda and Porterfield also 

reported eight other reliabilih- and \-&die studies with selected populations 

Fe-g., social work students, teacher education students), For these studies, 

intraclass R's ranged from -59 to -81, t\lth exact TPR agreements ranging from 

46% to 80%, and wirhin-one -position modal agreement of 99%. 

This I Believe test (TIE) 

The TTB (See AppendL~ 3 )  is a semi-projective sentence compIetion test 

in w*hich participanrs are asked to respond ro nine senrence stems which they 

complete by expressing their beliefs about a number of referents or stimuli 

('"This I believe about , . . marriage, religion, deference to authority, etcf. 



Participants are allowed two minutes to complete each response. Responses 

are scored "both in terms of their positive and negative orientations toward 

the referents, and their absolutism, evaluativeness, multiplicity of 

alternatives, triteness and normativeness" (Harvey, 1967, p. 211) Subjects are 

assigned a global stage score which is representative of the general level of 

conceptual functioning demonstrated in their responses. 

Greaves ! 197 1) reported Harvey's f 1969) unpublished studies, citing an 

average interjudge reliability of -91 and a test-retest reliability after 9 weeks 

of -94. Miller and Harvey ( 1  973) also reported these figures. Greaves found that 

scores on the TIB were relatively impervious to changes even after 

respondents were exposed to lectures on CST. According to Greaves, the TIB 

varies considerabl>* in item strength. Item responses for "religion" and 

"friendship"corre1ated -8 1 with overall assessment, but the "people," "myself," 

and "compromise" items had a correlation of -43 with the overall score. 

Exwctatiens about Counselinn-Brief Form (EAC-3) 

Many details a b u t  the FAC-B have already been presented in Chapter 

2. The EAC-B (See Appendix C) consists of 53 items (tvlth an additional, optional 

13-item Realicm scale) which are answered on a 7-point scale. Participants are 

asked to give their expectations, w i a  response options ranging from 

"definitely not true" to "definitely true." Scale scores on the EAC-B are arrived 

ai' by s-ming the responses to the items assigned to each scale, and dividing 

by the number of items (Tinsley, 1982, p. 2). In this study subjects were also 

asked to indicate their preferences for counselling on a 7-point scale with the 

same response options as for expectations. Scale scores for preferences were 

also calculated in the same way- 
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Based on a sample of 442 undergraduate students, Tinsiey (1982) 

reported scale internal consistency reliabilities ranging from .69 to .82, with a 

median of 3 2 .  Test-retest reliability after a 2-month interval ranged from .47 

to -87, with a median of -71. All scales but the responsibility scale had a test- 

retest reliability of .60 or higher. 

Videotapes 

A number of considerations guided the preparation of the videotapes 

used to stimulate participants' responses in this study. 

First, the counselling approaches demonstrated on the tapes had to 

differ widely in the amount of structure provided by the counsellor. Existing 

research suggests that Person Centred and Rational Emotive Therapy are 

examples of low and high structure, respectively. Fernbach (1973) found that 

when subjects were exposed to filmed examples of these nvcr approaches (in 

the f i b  Three Apuroathes to Psvchothera~vf, they rated client-centred 

therapy as less directive and RE3 as more directive. In an analysis of the same 

film, Hill, Thames, and Radin ! 1979) found differences in the verbal responses 

of the three therapists. Wfen these differences are cast in the degree of 

structure categories devised by Friedlander, Thibodeau, and Ward ( 1985 1,  7 1% 

of the responses by Rogers, the client-centred counsellor, were in the low 

structure category. In contrast, only 13% of the responses by Ellis, the RET 

therapist, were considered Iow structure. Conversely, 57% of Ellis's responses 

fell into the high structure category-, but only 7% of Rogers' responses had 

this rating. Although not all proponents of each approach will proceed exactly 

as the founders of these therapeutic schools, it seemed safe to assume that 

Person Centred counselling may be considered a low structure approach and 

RET a high structure approach. 



Second, in terms of the content of the videotaped sessions, it was 

necessary to control as much as possible for possible variations in (a) client, 

(b) counsellor, and f c) presenting problem. It was reasoned that participants' 

identification with the client would be enhanced if they were able to view 

clients of the same sex as themselves. Consequently, tapes were prepared using 

both female and male actor-clients. A decision was made to have the same 

(female) counsellor for both sessions on 211 tapes. This decision was partly 

driven by practical considerations, but also because both experience and 

research (e-g., Hardin & Yanico, 1983; and Subich, 1383) suggest that males 

seeking counselling show less preference for a same sex counsellor (unless 

the presenting problem is of a sexual nature), while females seeking 

counselling more often express a general preference for a female counsellor. 

Finally, the presenting problem - procrastination - was chosen because it was 

felt to be a concern with which most students have had experience, and thus 

would be more likely to engage the interest and involvement of participants 

when they viewed the tapes. 

The counselling sessions portrayed on the videotapes were scripted with 

the above considerations in mind. Scripts for both Person Centered (PC) and 

Rational Emotive (RET) sessions were written by the author (see Appendix D). 

The scripts were then rated for authenticity by professional psychologists in 

the following way: For the RET script, the names of a number of registered 

psychologists who had listed RE3 as their preferred therapeutic approach were 

obtained from rhe &~cior)-i of the British Columbia College of Psychologists. 

Letters describing ?ke study and copies of the RET script were sent to G 

registered psychologists. They were asked to complete an RET script Rating 

Sheet which asked: "On a scale of I to 10, how would you rate this script as 
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being a realistic portrayal of an initial RET session?" (see Appendix E) 

Respondents were &so asked to make any comments or suggestions about the 

script. Three psychologists returned the completed ratings. On the 10-point 

"Realism" scale, the mean rating score was 8.67. Suggestions from respondents 

were incorporated into the final RET script. 

A similar rating procedure was employed with the PC script. Here, 

ratings were completed by 5 respondents: 3 college counsellors with Masters 

degrees and a minimum of 14 years counselling experience, and two second- 

year graduate students in the Master's programme in counselling at Simon 

Fraser University. On the 10-point scale, the mean Realism score was 8.1. 

Four videotapes, portraying the two approaches, each with a male or 

female client, were prepared using the revised scripts. The female client was 

pomayed by a 4th year theatre student, and the male client was portrayed by a 

1st year graduate student in the Master's programme in counselling at Simon 

Fraser University. The counsellor was played by a graduate student who had 

completed all but her rhesis for the Master's degree in counselling. To ensure 

that participants in the study attended mainly to counsellor behaviours when 

they viewed the tapes, a procedure suggested by Bachman (1977) was used in 

filming the sessions. The camera focus was almost exclusively on the 

counsellor. The client was seen only at the beginning of the session, and 

briefly partway through each session. (In a pilot viewing, five of six 

participants felt that the almost total focus on the counsellor affected their 

reaction to the videotapes. Four of these five felt that the effect was positive, 

and for two of these four respondents, the effect was in the desired direction, 

that is, the viewers focused on what the counsellor was doing, while for the 

other two, the result was greater identification with the client.) 
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Although the scripts for each session and approach were of equal 

length, there were unavoidable differences in the Iengths of the finished 

videotapes. These differences were due to variations in the pacing and speech 

rates of the male and female actor-clients. For the female client, the videotape 

lengths for the RET and PC sessions were 15.41 and 16.01 rninutes respectively. 

For the male client, the RET session was 17.22 minutes and the PC session was 

19.27 minutes in duration. 

Two additional videotapes (one female, one male) were prepared for 

Phase three of the study. Each tape contained 12 segments from the original 

tapes, with each segment showing a preceding client comment and the 

counsellor's reponse to that comment. Selection of comments was guided by 

Hill's ( 1978) Counsellor Verbal Response Category Svstem, (see Appendix F) and 

Friedlander, Thibodeau, and Ward's ( 1985) characrerization of these response 

categories as being low, moderate, or high in structure. An attempt was made 

to include a representative sample of responses of low, moderate, and high 

structure. The number of segments chosen was guided by the need to limit the 

demands on research participants. Six segments were chosen from each of the 

RET and PC sessions (actual segments are highlighted on the scripts in 

Plppendix D). In viewing the tapes in Phase three, participants saw the 

following sequence: client comment followed by the counsellor response 

followed by the printed text of the counsellor's reponse. The printed text was 

programmed to remain on the monitor screen for 2 minutes. Except for the 

first 'test' segment, the order of the segments on the videotape was randomly 

determined. 



Tape Ratings 

All videotapes were rated by working counsellors or graduate students 

in the Master's programme in counselling, using the following criteria. 

(1) Authenticity: How similar are the taped sessions to 'real' counselling 

sessions? To obtain a rating on authenticity, a Counsellor Rating Scale (see 

Appendix F) was developed xvhich contained the following directions: 

The tapes which you are about to see are a kind of distillation 

to give an idea, in a relatively short time period, of what two 

very different counselling approaches (Person-Centered and 

Rational Emotive Therapy) are like. 

Keeping the above in mind, please rate each of the 

sessions on their degree of similarity to a 'real' counselling 

session. (Use a rating scale of 1 to 10, with 1 = least similar 

and 10 = most similar.) 

Respondents were also asked ro rate, on a 10-point scale, the accuracy of the 

portrayal of each of the approaches, if they had familiarity with the approach. 

( 2 )  Are the differences in structure between the two approaches of sufficient 

magnitude, and is there agreement between raters about these differences? A 

modification of the Perception of Structure Scale used by Stein and Stone 

f 1978) was employed to measure respondents' perception of structure (see 

Appendix G). The same instrument was also used to obtain a rating of research 

participants' perception of structure. 

( 3 ) Is there agreement among raters in their assignment of phase three 

counsellor responses to the available counsellor response categories? A 

condition was set that there had to be 100% agreement among 'expert' raters 
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on those counsellor responses which would be used to assess the accuracy of 

participants' perceptions of counsellor behaviours in Phase three. 

Five volunteer raters were solicited from the students in a graduate 

course in vocational counselling. Three raters were in the Master's program 

in counselling (two had completed the first year and one had completed the 

second year) and two raters were special students in the course. All reported 

counselling experience (&I = 8.6 years; = 6.81, and all had some farnilarity 

w;ith the two counselling approaches. Table 3.2 summarizes the videotape 

ratings. 

Phase Two Sessions Rating Sheet 

This sheet (see Appendix H) was designed to ascertain participants' 

attention to the viewing task (Questions 1 and 2 ) ,  to test confirmation or 

disconfirmation of their expectations and preferences (Questions 3 and 4), and 

to obtain their global preference and helpfulness ratings for each counselling 

approach (Questions 5 and 6). Questions 7 and 8 are open-ended questions 

which allowed participants to respond freely in stating their reactions to each 

session. Question 9 was designed to determine if the participant had an overall 

positive or negative set to counselling. 

Phase Three Cateaorv and Hefpfulness Rating Sheet. 

The purpose of this scale (see Appendix I) was to provide information 

on participants' responses to specific counsellor verbal behaviours, that is, to 

determine if participants were able to identify and categorize specific 

counseltor responses, and whether they found these responses differentially 

heipfuf, h t h  within subjecrs and between subjects at different levels of 

cognitive development. The category rating system was suggested by & 



Table 3.2 

Means and standard deviations of ratinns by sophisticated raters of the Person 

Centered (PC) and Rational Emotive Therapy (RET) videotaped counselling 

sessions. (N = 5 ) 

Similarity to a real sessiona 

Session Mean a 
PC (female) 7.0 2.0 

PC (male) 7.0 .7 1 

RET (female) 7.2 1.3 

RET (male) 6.8 .84 

Accuracy of portrayal of approacha 

8.0 1 A1 

7.6 230  

Estimated degree of structure in each sessionb 

PC 3.6C 230  

RET 7.0 1.22 

%as& on a lltpoint rating scale 

based on a 9-point rating scale 

C O n e  rater a c t m y  ram3 the PC session as being =ore stmctrrred. If tihis rating 

is omitted, the figures are: PC: @ = 2.75:B = 1.5: RET: M = 7.5; = -58. 



77 

degree of structure rating used in the Friedlander, Thibodeau and Ward (1985) 

study. 

Procedure 

The procedure consisted of three phases. Figure 3.1 shows a summary of 

the procedure and the hypotheses tested at each phase. 

Procedure 

iypoheses tested 

PELASE 1 

Administration of 

assesment 

instruments 

PHASE 2 

Viewing of 

videotaped 

sessions of two 

counselling 

approaches. 

Ratings of 

preferences and 

helpfulness. 

6,7  

PHASE 3 

Detailed tape 

analysis. 

Identification of 

counsellor 

responses and 

helpfulness 

ratings. 

Figure 3.1. Summary of the procedure and hypotheses tested at each phase of 

the study. 

Phase One 

In the first research session, a brief explanation was given on Simon 

Fraser University's requirements for ethical research procedures, and each 

pdcipant  was asked to read and complete the ' Infomd Consent' form, a 

sheet explaining 'Procedures for the Study' (see Appendix J ) ,  and a 

'Confidential Information Sheet' (see Appendix K) . A packet containing the 

assessment instruments (MER, TIB, and E.K-B) was distributed to each 



participant. The following directionc were then given orally to all 

participants. 

Thank you for agreeing to participate in this study. In the 

study, we are interested in finding out the kinds of 

expectations that students have about counselling and their 

perceptions about what occurs in counselling. We hope the 

results of the study will be a guide to improving counselling 

services at post-secondary institutions. This is the first of 

two sessions. In the second session, we will be showing you 

some examples of actual counselling interviews. 

In this first session, we want to get an idea of your 

thoughts and opinions in a number of different areas, so you 

will be filling out three questionnaires. In your envelope 

you will find three questionnaires or  surveys: the Opinion 

Survey (Form TIB), the Measure of Epistemological 

Reflection, and the Expectations About Counselling-Brief 

Form. Please check to see that you have all three 

questionnaires. This is also the order in which I would like 

you to complete them. The first questionnaire that we will do 

- the TIB Opinion Survey - will be timed: you will have two 

minutes to give your responses to each item. There are 9 

items and there are no right or wrong answers; your own 

opinion is what is required. T will tell you when it is time to 

turn the page for each new item. 

After you finish the TTB Survey, please complete the 

MER and then the EAC-B. On the other two questionnaires, 
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you may take as much time as you need but they probably 

work better if you work as quickly as you can. Please read 

the directions for each questionnaire as  carefully as you 

can. If you have any questions a t  any time, please feel free 

to ask me. 

From the pilot study, it became evident that many sadents were uncertain 

about the meaning of 'epistemological,' so at the beginning of each Phase One 

session, students were given the foll~wing clarification: "epistemology is a 

branch of philosophy which has to do with the study of knowledge - how we 

acquire it and how we justify what we know. In this case you will be asked 

about your opinion on aspects of academic knowledge." 

Because the TI3 was the only instrument that was timed, it was 

administered first, thus ensuring that there were no time constraints on the 

completion of the MER and the EAC-B. To keep the two cognitive measures 

together, the MER was administered second. Instructions for the EAC-B were 

modified to include a preferences component. The same order of 

administration applied to all participants. The average completion time for all 

three instruments was about 1.5 hours. For most sessions, the number of 

participants ranged from 3 to 5, although in some cases individual testing was 

done. Because of their schedules, five participants were allowed to take the 

MER and EAC-B home for completion after they had completed the timed 

survey. 

When they had responded to all three instruments, participants were 

asked to make an appointment to attend the second research session to 

complete Phases Two and Three. 
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Phase Two 

Subjects were asked to view the two videotaped sessions. For the subjects' 

information, the tapes were labelled simply "4" and "B." Order of presentation 

of the tapes was counterbalanced, and subjects were assigned, in a semi- 

random fashion, to view either session A first, or session B first. (Because of an 

attempt to have a nearly equal number of first presentations of each 

approach, a completely random ordering was not possible.) 

Before viewing the tapes, subjects were given the following directions. 

Thanks for attending this second session of our study. As you 

may know, counsellors use a number of different techniques 

and approaches. Today you will be viewing some videotapes 

of two different counselling sessions. As you watch these 

tapes, try to imagine that you are the client who is talking to 

the counsellor, and try to be aware of your reactions. 

The focus of these tapes is almost exclusively on the 

counsellor, as f would like you KO pay special attention to the 

approach the counsellor is taking and what she is doing. 

Please watch these tapes closely, as at the end of the 

viewing, you will be asked to fill out a sheet giving your 

reactions and to answer some questions about what you have 

seen. Later, I will also be showing selected segments from 

these tapes and will be asking you questions about the 

segments, but I will explain that later. Before I start the 

tapes, are there any questions? If not, I have just one 

request: that you not talk to your neighbor while you are 

watching the tapes or filling out the sheets. 
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Participants were then shown Session A on the tape. When Session A 

was finished, the Phase Two Rating Sheet was distributed and the following 

directions were given. 

This rating sheet asks you to give your reactions to the 

sessions you have observed, as well as  to answer a few 

general questions about counselling. When you are  filling 

out this sheet, remember that there a re  no right or wrong 

answers; what is important is your own individual reaction 

to what you have seen. At  this point, please read the 

directions and  complete page one only. If there is something 

you don't understand on the rating sheet, please ask me. 

When you have finished, please turn your sheet over so that 

I know that you have finished 

After everyone had completed the first page, Tape Session B was shown At the 

end of Session B, participants were asked to complete the rest of the Phase Two 

Rating Sheet as n7ell as the Structure Scale. Directions for the Structure Scale 

were as follows. 

This sheet asks you to give a different kind of rating for 

each of the counselling sessions. Please read the directions 

and go ahead with your ratings. Again, when you have 

finished please turn your sheet over. 

Phase Three 

This phase was hiended to expand on the information obtained in Phase 

Two, and immedarely fof!otved completion of the Structure Scale. In this phase, 

participants were shown the tape containing the selected counsellor 

responses, after they were given the following directions. 
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This time I would like you to look at the session in a bit 

more detail. You will be seeing segments of the two 

counselling sessions. The sequence will go like this: each 

video segment will show the client's preceding comment and 

the counsellor's response to that comment. The tape will stop 

each time after the counsellor's comment, and the text of the 

comment will appear on the screen for two minutes. When 

the tape stops, I would like you to see if you can identify 

what the counsellor is doing. Here is a list which gives a 

number of possible categories to heip you make your choice. 

Choose one or more categories to indicate what you think the 

counsellor is doing at that point. I would also like you to 

indicate, by filling out the attached Helpfulness Rating 

Scale, how helpful you would think that particular response 

would be if you were the person being counselled. 

You will be allowed two minutes to make your choice 

for each counsellor response. Although the printed text is 

programmed to stay on the screen for two minutes, we've 

found that for some counsellor responses people don't need 

the full two minutes to make their rating. So when you have 

made your rating, please raise your hand briefly so that I 

will know that you are finished with that rating. If everyone 

is finished before the two minutes are up, I will fast-forward 

to the next segment. (It was found that the full two minutes were 

almost never needed. In fact, most participants had completed their 

ratings within one minute.) 



Both the sheet with the counselling categories on it, and the Category 

and Helpfulness Rating Sheet were handed out at this point, and 

participants were given a few minutes to read and consider the 

counselling categories. 

Does anyone have any questions? Let's look at  the first 

counsellor comment to make sure you have the idea. 

The first 'test' segment was then shown. 

Does everyone get the idea? Does anyone have any 

ques t ions?  If not, here's the next counsellor comment. 

After all segments had been showr~, and participants had completed 

their ratings, questions or comments about the study were encouraged. 

Participants were given a sheet explaining again the purpose of the study (see 

Appendix L), and informed that when the results had been analyzed, a 

summary of the results would be made available on request. 



RESULTS 

The results of the study are discussed in five sections. The first section 

reports the preliminary analyses of the data and includes descriptive statistics 

and some univariate analyses. As mentioned in Chapter 3, the procedure was 

carried out in three phases: (a) Phase One, completion of the developmental 

measures and the Expectations about Counsel ling-Rrief Form ( EAC-R); (b) 

Phase Two, participant rating of the two videotaped counselling sessions; and 

(c) Phase Three, participant rating of specific counsellor responses selected 

from the two sessions. The second section presents analyses of the data from 

Phase One. The third section reports the analyses of the data from Phase Two. 

The analyses of the data from Phase Three are reported in section four. In the 

second, third, and fourth sections, univariate ( ANCOVA) or mu1 tivariate 

(bl.L%COV.r\) analysis of covariance were employed in the comparison of 

means. A summary of all the results is presented in the final section. 

Preliminary Analyses 

In addition to analyses of the relationship between the dependent 

variables and developmental level, preliminary analyses were performed in 

order to examine: (a) the reliability of the measures of development and the 

EAC-B, (b) the differences between expectations and preferences on the EAC-B, 

(c) participantsr perception of the differences in structure between the two 

counselling approaches, (dl the importance for participants of the problem 

presented in the videotaped counselling sessions, (e) the likelihood of the 



85 

participants seeking counseliing, and If)  the overall preferences for the hvo 

approaches. These preliminary analyses are presented belolv. 

Reliabilitv of the Developmental Measures and the EAC-B 

Two instruments, the Measure of Epistemological Reflection (MER: 

Baxter Magolda & Porterfield, 1988) and the This I Relieve Test (TTR; Harvey, 

1969) were used to assess participants' level of cognitive development. The 

reliability of each in~trument was estimated by measuring the degree of 

agreement between raters. The procedure differed somewhat for each of the 

measures. 

Measure of Epis temolo~ical Reflection ( >ZER) 

The reader is reminded that all protocols were scored by me and one 

other rater.ll All  raters, including the author, had received certification as a 

rater for the MER (Baster Magolda & Porterfield, 1982). Certification requires a 

-80 correlation with expert ratings on a set of 20 MER test protocols. All ratings 

were completed without the rater's knowledge of the respondent's age, 

education, or gender. After the initial ratings, an  attempt was made to resolve 

any disagreements between raters b?~  discussion and/or re-rating. If no 

resolution could be reached by this process, an average of the two ratings was 

used in the analysis. Note that although 1 scored all MER protocols, for the 

second rating, the protocols were divided among three different raters. For 

purposes of analysis, the MER scores were subdivided into five levels: level 

one = 1.0-2.5, level two = 2.51-3-0, level three = 3.01-3.50, level four = 3.51-4.0, 

level five = 4.01 +, Table 4.1 shows the number of participants at each MER 

level, 

The internal consistency coefficient for the MER was .76. 

I I For a detailed description of the rating procedure, see Chapter 3. 



86 

In their iMER assessment manual, Baxter Magolda and Porterfield (1988) 

rated subjects as falling into one of five 'positions,' depending on the 

reasoning structure {dualism, transition, or relativism) which subjects 

demonstrated in their responses to the questions on the MER. In the present 

study almost 80% of the participants had scores ~rhich fell into what Baxter 

Magolda and Porterfield (1988) designate as 'transition' (positions three and 

four). There wer.2 few purely dualistic scores (Baxter Magolda & Porterfield 

positions one and tw70), as most position two participants sh9wed some evidence 

of position three thinking. Finally, there were even fewer participants who 

demonstrated thinking at position five (relativistic thought); most were in 

transition from position four. 

Table 4.1 

Distribution of participants at each MER Level and each TIB Stape i N  = 189) 

Developmental Level. 

Measure One Two Three Four Five 

?5ER Level 23 G2 5 1 38 15 

TIB Stage 25 26 78 59 

Because the main focus of the study was on the behaviour of individuals 

at the esremes of the developmental scale (dualism vs. relativism), and to 
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ensure a sufficient sample size for comparison of these extremes, my division 

of the MER positions differed somewhat from the original Ba~ter Magoida and 

Porterfield ! 1988) divisions. However, my procedure still ensured that 

participants' thinking at each level was indicative of the developmental 

positions proposed bk- the Perrj- Scheme. Consequently, 3IER level one (with a 

range of 1.0 to 2.5) consisted of those individuals whose thinking was rnainlv 

dualistic, and MER let el fix-e (rating5 higher than 4.01 1 consisted of those who 

showed some elements of relativistic thought. 

This I Believe Test (TIB) 

T also scored ail Ti8 p ~ o t ~ c o ! ~ ,  htii the second rating of these protocols 

was done by the following procedure. Three groups of 30 protocols (for a total 

of 90 protocols) were randomly selected from the total 189 protocols. These 

three groups of protocols were then sent to two other raters for scoring. A 

second rater scored ogle group of 30, and a third rater scored the other two 

groups (60 protocols). I received TIB rating experience by scoring protocols 

previously scored by those working under the superc-ision of Dr. Stephen S. 

Craig (see Craig & Hennesq-, 1989). The second raters were also graduate 

students under Dr. Craig's supen;ision. .A$ with the MER protocols, all ratings 

were done blind. This procedure ensured that a randomly selected sample of at 

least 50% of the TTB protocols tvas scored by a second rater. 

Scoring of the TIF requires assignment of participant responses to one 

of four distinct stages (Hawq- ,  19671, and no allo~fvance is made for the 

assignment of partial or transitional scores tztween stages. Consequently, 

resolution by averaging is not possible for TIB ratings. Exact interrater 

agreements were -90 for two of the groups and .93 for the third group. The 

distribution of patticipants at each TIB stage is shown in Table 4.1. 



Expectations About CounselinpBrief Form (EAC-B) 

The alpha coe,fficients for internal consistency for each of the EAC-B 

scales is reported in Table 4.2. It may be seen that for the expectations data, 

reliability estimates ranged from .51 to 3 2 ,  with a median reliability of .73. For 

the preferences data, the range was from .SO to -78, with a median of .64. These 

reliabilities are lower than those reported by Tinsley (1982; range of -69 to 3 2 ;  

median of .77), Tinson, Hinson, Holt, and Tinsley (1990; range of .71 to .87; 

median of -811, or Tinsley, b70rkman, and Kass (1980; range of .77 to.89; median 

of 3 2 ) .  For expectations, only four of the EAC-B scale reliabilities 

(Confrontation, Directiveness, Genuineness, and Immediacy) were the same as, 

or higher than those reported in the EAC-B manual (Tinsley, 1982). With the 

exception of the Directiveness scale, all scale reliabilities for preferences were 

lower than the Tinsley (1982) coeffjcients. This latter finding is perhaps to be 

expected, considering that the addition of preference ratings to the EAC-B may 

have changed the nature of the relationship between individual EAC-I3 scale 

items. 

Differences between Expectations and Preferences 

As mentioned in Chap~er 2, there has been considerable discussion as to 

whether the original expectations research examined actual pre-therapy 

expectations (clients' anticipations of what will happen) or preferences (what 

the client would like to have happen). This distinc~ion was addressed in the 

present study by having participants indicate both their expectations and 

preferences on the ELK-B. The distinction is especially important here because 

expectations may simply be a function of common preconceptions about 

counselling, whereas preferences are more likely to reflec'i the developmental 

needs of respondents. 



Table 4.2 

Reliabilitv coefficients of the Expectations About Counseling ( EAC-B) scales for 

expectations and preferences. 

E4C-B Scale Reliability Coefficient 

Client Attitude 

Motivation 

Openness 

Responsibility 

Helper Attitude 

Acceptance 

Confrontation 

Directiveness 

Empathy 

Genuineness 

Nurturance 

Self Disclosure 

Helper 

Characteristic 

.Attractiveness 

Expertise 

Tolerance 

Trustworthiness 

Counsel ling Process 

Concreteness 

Immediacy 

Outcome 

Expectations Alpha Preference Alpha Tinsiey ( I 982) 

Alpha* 

* Reliability coeffkients in the right column are from the Expectations About Counseling 

Manual (Tinsley, 1982) and are printed here for comparison purposes. 



In the preliminan analysis, comparisons were made between 

repondents' expectations and preferences on each of the EAC-B scales. I n  the 

administration of the EX-B. each item on the EAC-B was prefaced by the words 

"I expect to" or "I expect the counsellor to," or (in the case of preferences) the 

word "prefer" was substituted for "expect." Participants indicated their choice 

on a 7-point Likert scale, with response options ranging from "definitely not 

true" (1) to "definiteiy true" (7). As described in Chapter 3, scale scores for 

each participant on the EX-B are arrived at by summing the responses to the 

items assigned to each scale and dividing by the number of items in that EAC-R 

scale. Mean espectanq- and preference scale scores based on the scale scores 

of all 189 participants were obtained. Paired samples t-tests were performed 

on these total means to compare the differences between overall (ignoring 

developmental differences) expectations and preferences on each EAC-R scale. 

Results from the dependent paired samples 1-tests indicated that, with the 

exception of the Motivation scale, (1 = 1 .GG, p = .098), expectations differed from 

preferences on all other E-4C-B scales fg < .001). In all cases where there were 

significant differences, preferences were greater than expectations. Table 4.3 

shows overall means, standard deviations and t-test results for all EAC-R scales. 

Ikually, the use of multiple t-tests would increase the risk of a Type I 

error by inflating the experiment-wise alpha. However, there is some 

precedent for using this malytical procedure with FAC-B data (Tinsley & 

Benton, 1978). In addition, if one uses the formula suggested by Leary and 

-4maier ( 1980) wh;re esperiment-wise alpha level is equal to 1 - { 1 - cr) 

(where c is the number of comparisons performed), with a stringent 

comparisonwise alpha of -001, even with 17 comparisons (as were done here), 

the experiment-wise alpha is a respectable .017. 
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it may be said then, t-hat there are significant differences between 

participants' expectations and preferences, and that in almost all cases, preference 

scores were higher than expectations scores. Because of  these differences, the 

expectations and preferences data \vere analyzed separateljr. 
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Table 1.3 

Means,&mdard deviations and t test results for expectations and preferences 

on the Expectations About Counseling (EAC-B) scales ( K = 186) 

Expectations Preferences t( 185) P 

Client Attitude 

Motivation 

Opennes 

Rcsponsibilitj- 

Helper Attitude 

Acceptance 

Confrontation 

Direc ti\-eness 

Empathy 

Genuineness 

Nurturance 

Self Disclosure 

Helper Characteristks 

Attractiveness 

Expertise 

Tolerance 

Trustworthiness 

Counselfinn Process 

Concreteness 

Immediacy 

Outcome 

Xote. Standard deviations are in parentheses. All scores are on a 7-point Likert scale 

where 7 = highest expectation or preference. 
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Perce~tion of Differences in Struct~re 

One prediction in this study was that the need for structure would be 

related to developmental level. Based on previous research (Friedlander, 

Thibodeau, & Ward, 198.5), an assumption was made that after viewing the 

videotape of the two counselling approaches, the Person Centred (PC) 

approach would be rated by participants as being low in structure, and the 

Rational Emotive (RETI approach would be rated as high in structure. 

Participants' mean ratings (on a 9-point scale) of the degree of structure in 

the PC and RET sessions were 3-06 (a = 2.62) and 6-70 (SP> = 1.58) respectively. A 

paired samples 1 tesr indicated that there was a significant difference in the 

mean structure ratings of the two approaches, t= 17-52, Q < .001. Thus, it may be 

concluded that respondents were aware of the differences in structure of the 

two counselling sessions. and that some degree of stimulus fidelity had been 

achieved. 

Problem Importance 

Another assumption in the design was that procrastination was a 

concern with which most students could identify, and which they would have 

encountered personally at some point in their academic experience. For this 

reason, procrastination was chosen as the presenting client problem in the 

videotaped sessions, Iri response to the question, "How important is this 

problem (procrastination) for you?", the mean rating for d l  participants on a 

7-point scale (where 7 was the highest rating) was 3.92 (a= 1.59). The 

frequencies for each rating on rhe "Problem Importantcr" scale are reported 

in Table 4.4. 

Tendencv to Seek Counselling 

Participation in the study was restricted to individuals who stated that 
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they had never received professional counselling. This restriction was 

intended to ensure that participants' expectations would not be influenced by 

prior exposure to counselling. At the same time, it was important to establish 

whether this lack of contact was asociated with a negative attitude towards 

counsel1ir:g. In Phase Two, participants were asked: "If something was 

bothering you, how likely would you be to discuss i t  with a counsellor?" On a 

7-poin t scale, the mean rating for all participants was 3.5 1 (a = 1.84). ( See 

Table 4.4 for the frequencies for the "Tendency to Seek Counselling" ratings.) 

With a median rating of 3.0, these scores represent a rather modest 

endorsement of counselling. However, when participants were asked to give 

reasons for their response to this question, even some who gave a low rating 

indicated that they would contact a counsellor if they had a "serious problem," 

and others commented that, after seeing the videotapes, they would consider 

seeking counselling. 

Oc-erall Preference for Counselling Ap~roach 

In order to interpret the results, it was important to determine whether there 

was a preferential bias in participants' reponses (reactions) to each of the 

counselling approaches. After viewing the videotape, participants were asked the 

following question: "If you had a concern you wanted to discuss with a counsellor, 

how likely would you be €0 prefer each of the counselling approaches?" 

Response options, on a :-point Liliert scale, ranged from "not at all likely" (1) 

ro "veq likely" (7). Mean ratings {based on all participants' ratings collapsed 

across developmental levels) for PC and RET were 4.08 (a = 2.02) and 5-09 (SIJ = 

1-83 f respectively. Results from a paired samples g test indicated that there was 

a preferential bias towards RET, tJ 170) = 4-14, Q < .001, 

T-test comparisons of participants' mean response ratings to - 



Table 4.4, 

Distriburion of response ratings to the probes about the importance of problem 

[~rocrastination) shown in the videotaped session and participant's likelihood of 

seeking counselling (E = 171 ) 

Likert Scale Rating 

Scale 

--- -- 

Problem 

Importance 3 16 17 17 49 40 29 

Tendency to 

Seek Counselling 25 44 20 25 2G 2 1 10 

Note. Ratings are given on a 7-point scale where, on the "Problem importance" 

probe, 1 = "not at all important;" 7 = very important." On the "Tendency to seek 

counselling" probe, I = "not at all likely;" 7 = "very likely. 

other questions ("HOW similar was this session to what you would prefer 

counselling to be like?" and "How helpful would you have found this session if 

you were the client?"), also on a 7-point scale, indicated that, when 

developmental differences are disregarded, participants found the RET session 

to be more similar to what they would prefer counselling to be like, ~ ( 1 7 0 )  = 

4.23, Q < -001, and that they would find RET to be more helpful, tJ 170) = 4.94, Q< 

,001. The implications of this preferential bias will be discussed in Chapter 6. 
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Tests of Hypotheses 

The following results pertain to the hypotheses presented in Chapter 2. 

In sections two, three, and four, I report the results of analyses which examine 

the relationship between intellectual (MER) and social-cognitive (TIB) 

development, and the relationship between developmental level and the 

dependent variables in each phase of the study. The dependent variables in 

each phase were: Phase One - expectation and preference scores on the EAC-B, 

Phase Two - preference and helpfulness ratings for the two counselling 

approaches. Phase Three - accuracy of participants' perceptions and 

helpfulness ratings of selected counsellor responses. 

Univariate (ANCOYA) or multivariate analyses of variance or 

covariance (MANCOVA) were computed on the Phase One, Two, and Three 

variables. For the MANCOVAs, the test statistic used was the Pillai Bartlett V 

because it is recommended by Olson ! 1976) as being the most robust against 

departures from normality and homogeneity of variance. In order to remove 

the variance attributable to demographic variables, age, education, and sex (6 

x 6 x 2) served as covariates in all analyses. These analyses are reported below. 

Phase One Analyses 

These analyses pertain to data collected before participants had viewed 

the videotape showing the two counselling approaches. 

Relationship between MER and TIB 

It was predicted that there would be a significant relationship between 

levels of development as measured by the MER and the TIB. The Pearson 

correlations reported in Table 4.5 indicate that this prediction is confirmed, as 

the correlation between MER and TIB scores is .42 (p < .001). From Table 4.5, it 

may also be seen that both developmental measures were significantly related 



to age and education, although the relationship may be stronger for MER, 

r = 39, Q < .001, than for TIR, 11 = -26, Q < -01. Both of these relations are to be - 

expected, as developmental level and education are naturally associated with 

increases in age. In addition, the Perry Scheme (of which MER is a measure) 

specifically predicts changes in intellectual development as a function of 

years of education completed. 

Table 4.5 

lntercorrelations between MER Level, TIE Stage, ape and education (N= 1%) 

3IER TIE; Age Education 

MER 1 .O 

TIE .32** 1 .O 

Age .24* .-. 35" 1.0 

Education -3  9** -26" 5 4*" 1.0 

Note. Education is categorized into six levels 

" Q < . O l  * ~ < . 0 0 1  

The omnibus hypothesis was that differences in pre-videotape 

expectations (scores on the E4C-B) would be related to level of development 

(MER and TIB scores). A MANCOV-A (with age, education, and sex as covariates) 

was employed to compare all mean EAC-B scale scores. Hurnrnef. and Sligo (1971) 

recommend that significant results from a multivariate analyses of variance 

be followed up by univariate analysis to determine which variables account 
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for the significant multivariate effect. If the multivariate eest is not 

significant, no further analysis is carried out to test the omnibus hypothesis. 

This procedure was followed in this study. 

However, relationships between specific EAC-B scales and specific 

developmental levels were also hypothesized. Leary and Altmaier (1980) have 

suggested that in situations where the researcher has explicit, specific 

hypothesis about certain variables, "performing a single multivariate analysis 

. . . may be overly conservative, and, although minimizing the chance of Type 

I error, may prevent one from ficding true between-groups differences" (p. 

614). Tn such cases, multivariate analyses of subsets of variables may be 

acceptable. in the present study, subsets of the EAC-B scale scores were 

compared by performing separate MANCOVAs for each subset, The subsets of 

variables consisted of expectations for: (a) Responsibliltv, Directiveness, and 

Expertness, (b) Self Disclosure and Genuineness, and (c) Nurturance and 

Acceptance. The analyses of these subsets are reported under the appropriate 

headings below. 

Omnibus hypothesis: expectations and developmental level. EAC-B scale 

score means and standard deviations across MER Levels and TIB stages are 

reported in Tables -4.G and 4.7 respectively. The results of a MANCOVA indicated 

that there were no significant differences in the expectations of participants 

at different MER levels, F (68,652) = 1.05, Q= .38. 
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Table 4.6 

MeanmA-standard deviations of expectations on the Expectations About Counseling 

(EAC-B) scales of students classified bv MER levels (X = 186) 

= Standard deviations are in parentheses. All scorn are on a seven-point Liken scale where seven = highest expectation. 
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Table 4.7 

Means and standard deviations of expectations-on the Expectations About Counsellu 

/EAC-B) scales of students classified by TIB stage (N= 185) 

TIE Stage 

-------- -------- 

TAC-B ScaIe One Tu CJ Three Four 

(n = 25)  (n = 25) (n = 77) (g = 57) 

Client Altitude 

b btivatim 

Openness 

Responsibil i& 

Heirxr Attitude 

Acceptance 

Confrontation 

Dira-tiveness 

Ernpith? 

Genuineness 

Nurturmt-c 

Self fist-losure 

I l e l w  Characteristic 

Atv;uti\eness 4-00 (1-62) 3.95 (1.45) 4.15 

Expertise -5-24 i l .21) 4.63 (1.33) 4.75 

Tolerance 4.76 11-33) 4.33 ( 1.30) 4-54 

Tmhvonhiness 5.I4 i1.37) 5.23 (1.59) 5.14 (1.29) 5.09 (1.24) 

Counselling P r c s  

Concreteness 5.25 i 1-06! 5.24 (1.23) 5.30 (1.22) .5.00 (1.34) 

fmmediacy 5.33 f 1.24) 4.70 ( 1.42) 5.33 (1.14) 5.00 (1.26) 

Outcome 5-27 ( 1.26) 4.81 {1.56) 5.31 11.23) 5.00 ( 1.39) 

-- ----- 

Note. Standard deviations are in parentheses. .All scores are on a 7-point scale where seven = highest =pertation. 
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The results for the TIB stage expectations were somewhat different: the 

- MANCOVA yielded statistically significant results, FJ51,486) = 1.47, Q = .02. This 

significant multivariate effect was followed by ANCOVAs only on those EAC-B 

scale scores not analyzed as a specific subset. Statistically reliable differences 

were found on only one "non-hypothesized" EAC-B scale: Confrontation, F (3, 

176) = 2.73, Q = .05, A post hoc Tukey test was calculated to determine which 

means contributed to the significant results. It was found that respondents at 

TIB Stage One (M = 5-49) had a greater expectation of being confronted by the 

counsellor for inconsistencies in behaviour or perception than did those 

respondents at TTB Stage Two (M = 4.42), Q = .04 . 

Expectations for client responsibility and counsellor directiveness and 

expertness. It was predicted that participants at MER level one and TIB Stage 

One would have less expectation of taking responsibility, and a greater 

expectation that the counsellor would be more directive and expert than 

respondents at higher levels of development on either measure. The reader is 

referred once more to Tables 4.6 and 4.7. MANCOVAs were performed on the 

subset consisting of Responsibility, Directiveness and Expertness scale score 

means, with either MER levels or TTB stages as independent variables. No 

differences were found across MER levels, F (12,528) = 1 . 3 6 , ~  = .18, or TIB 

stages, F (9,528) = 1.55, g = -13 on these three scales. 

Ex~ectations for counsellor self disclosure and genuineness. It was 

predicted that respondents at the highest MER level (level five) would have a 

greater expectation that the counsellor would be more self-revealing and more 

genuine than would respondents at any other MER level. The results of a 

MiWCOVA of the Self Disclosure and Genuineness scale scores indicated that 
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there were no statistically detectable MER level differences on these scales, 

F(8, 352) = .go, Q= -52. - 

Tt was also predicted that TTB Stage Two and Four participants would 

have greater expectations on these same two scales than would participants at 

other TIB stages. A MANCOVA of Self Disclosure and Genuineness by TIB stage 

indicated that there was a significant effect attributable to TIB stage, F (6,352) 

= 2 . 3 2 , ~  = .03. The follow-up ANCOSA results indicated that differences across 

TJB stages existed for Self Disclosure, F(3,17G) = 3.35, Q = -02, but not for 

Genuineness, F(3,176) = -92, Q = -44. However, the differences were not in the 

predicted direction. Post hoc Tukey tests showed that TIB Stage One respondents 

had greater expectations (M = -4.1 1) than either Stage Three (M = 3.14) or Stage 

Four respondents ( M  = 2.83) that counsellors would share thei- 1 own 

experiences or attitudes with clients, = -04 and .02 respectively. When TIB 

Stage One and Stage Two Self Disclosure means were compared by a post hoc 

Tukey test, the difference was also close to significance, Q = -055, that is, Stage 

One (M = 4.1 1) expectations were greater than those of Stage Two (M = 3.15). 

Ex~ectations for nurturance and acceptance. On these scales, 

predictions were made only for TIB stages. It was hypothesized that TIB stage 

three respondents would have a greater expectation for nurturance and 

acceptance from the counsellor than would respondents at other TIB stages. 

The MANCOVA test was significant, :( 6,352 ) = 2.17, Q = -05. The follow-up 

ANCOVA RESULTS indicated that only with regard to expectations for 

Nurturance were there significant differences across TIB stages, F(3,176) = 

3 . 3 3 3 , ~  = -02, but the differences were not in the predicted direction. Post hoc 

Tukey tests indicated that TIB Stage One respondents (M = 5.80) had a greater 

expectation for counsellor praise, encouragement, and support than did those 
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respondents at any other stage. The means for Stages Two, Three and Four were 

4.80,4.99, and 4.92 respectively, and the corresponding probabilities were -03,  

-04 and -03. There were no other stage differences on this scale. 

Ex~ectations for counselling of TIB Stage Two participants. It was 

predicted that TIB Stage Two participants would have generally less positive 

expectations for counselling. There is a number of EAC-B scales which might 

address this issue, most notably some of the scales having to do with counsellor 

attitudes or characteristics, or with process characteristics. However, as 

mentioned before, few developmental differences were found on the relevant 

scales and where differences were observed, these did not involve participants 

at Stage Two of development. The most direct EAC-I3 measure of general 

expectations for counselling is on the Outcome scale, which is concerned with 

expectations for changes (in understanding, in relationships and in self- 

efficacy) that will occur as a result of counselling. ANCOVA results showed no 

TTB stage differences in the Outcome scale scores, (3,176) = 1.1 8, Q = .3 2. 

Relationship between Preferences for Counselling and Develomnental Level 

As mentioned previously, at  the same time that participants indicated 

their expectations on the EAC-B, they were also asked, using the same EAC-B 

items, to indicate what they would prefer to happen in counselling. As 

reported, (see Table 4-31? bvhen FAC-B scale scores were collapsed across 

developmental levels, there were differences between expectations and 

preferences on all scale means except Motivation. Preference scores were 

therefore analyzed separately, The same analytical procedure was followed for 

preference scores as for the expectations scores: a MANCOVA was performed 

on all EAC-B mean scores to test the omnibus hypothesis of a relationship 

between preferences and developmental level. In addition, MAKOVAs were 



performed on subsets of the EAC-B scale scores to test specific hypotheses. 

Preference means and standard deviations are shown in Tables 4.8 and 4.9 for 

MER levels and TIB stages respectively. 

Omnibus hypothesis: Preferences and developmental level. It was 

predicted that differences in pre-counselling preferences would be related to 

level of development. Preference data (EAC-B scale scores) were analyzed with 

-- a W C O V A  with Age (6) x Education (6) x Sex (2) as covariates. The MANCOVA 

results indicated that there were no differences in preferences across MER 

levels, E( 68,648) = 1.19, Q = -15, but that there were differences across TIB 

stages, l35 1,482) = 1.37, Q= -05. 

The latter significant multivariate effect was followed by ANCOVAs for 

mean comparisons on those scales for which specific hypotheses had not been 

formulated. Statistically reliable differences were found only on the Empathy 

scale, F (3,176) = 3.02, Q = -03. Post hoc Tukey tests indicated that TIB Stage One 

respondents (M = 4.9G) had a stronger preference for empathic behaviour 

from the counsellor than did Stage Four respondents (M = 3.93), Q = .03. 

Preference for client responsibility and counsellor directiveness and 

expertise. A prediction was made that MER level one and TIB Stage One 

participants would have less preference for taking responsibility in the 

counselling process and a greater preference for counsellor directiveness and 

expertise than would students at higher developmental levels. The MANCOVA 

results on this subset of variables partially confirmed this prediction for both 

developmental measures. The overall F ratio for MER level comparisons on 

Res~onsibilit~, Directiveness and Expertise was significant, F ( 12,528) = 3.55, 

g < -001, as was the F ratio far TIB stage comparisons on these same three scales, 





Table 4.9. 

Means and standard deviations of preferences- on the Expectations About Counselling 

(EAC-B) scales of students classified bv TIB stage (N= 185) 

TIB Stage 

Client Attitude 

blotivation 

Openness 

Responsi hi1 lty 

Helner Attitude 

Acceptance 

Confrontation 

Dim-tivenns 

Empath? 

Genutnencss 

Nurturance 

Self Disl-losure 

Helwr chmcter is t i~-  

Attractiveness 

Expertise 

Tolerance 

Tru$hvorthiness 

Counscllin~ Rm-es 

Concreteness 

imrnedizq 

Outcome 

----- ---I_---------_I------------------------------ - Standard deviationsare in parenthesei All scores are on a F p i n t  xde where seven = highest preference. 
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The results from follow up ANCOV4s on the MER level data indicated that 

there were no differences in preference for client Responsibility, F (4,176) = 

1 .07 ,~  = .37, but that there were significant differences on the Dirertiveness 

scale, F (4,176) = 6.86, Q < .001. According to the post hoc Tukey comparisons, 

MER level one respondents had higher preference scores (M = 4.62) on the 

Directiveness scale than did those respondents at level five (M = 2.44), Q =  -008. 

However, there was also a difference between MER level two Directiveness 

scores (M = 4.88) and the scores of those at levels three (NJ = 3-76), four (H= 

3.54) and five: Q = .003, -003 and < -001, respectively. AVCOVA results (with cases 

50,91, 108, 114 and 153 identified as outliers and removed from the 

calcuiations) also indicated significant MER level differences in preference on 

the Expertise scale, F (4,171) = 3 -90, Q = .OO5. Post hoc Tukey comparisons of the 

Expertise means showed that level two respondents (M = 5.73) had a greater 

reference for counsellor expertise than did level three (M = 5.15), Q = -02, or 

level four respondents (M = 4-90), Q = -009. 

Follow up AVCOVAs of TIB stage data showed no significant effect for 

Responsibility, F (3,176) = 1.84, Q = -14. There were, however, stage differences 

cn &e Directivene~ scale, F(3,176) = 7.80, Q < -001, and on the Exuertise scale, F 

(3,176) = 2.76, Q = -04. Post hoc Tukey comparisons yielded the following results: 

Stage One respondents had a greater preference (M = 5.16) for direction from 

the counsellor than did Stage Two, (1911 = 3.1 21, Q = -03 md  Four respondents ( M 

= 3-22), Q < -001. Stage Three respondents (&I = 4.30) also differed from Stage 

Four respondents, Q =. 006. In terms of preference for the counsellor to be an 

expert, Stage One respondents had higher scores (&f = 5.G9) on this scale than 

did Stage Four respondents (bJ = 4-74), Q = .05. 



Preference for counsellor self disclosure and ~enuineness. The 

hypothesized relationships were that, on the Self Disclosur- and Genuineness 

scales, MER level 5 participants would have higher scores than would those 

participants at any other % E R  level, and that TTR Stage Two and Four 

participants would also have higher scores than those a t  other TIB srages. 

3fAXtTCQVAs of the scores on these two scales resulted in a nonsignificant 

mul tivariate effect for FIER level, FJ8,350) = 1.28, Q = -25, and TIB stage, F(6, 

3501 = t -47, Q = .2 1. It may be said, then, that there were no developmental 

differences in preference for the counsellor to reveal aspects of herself or to 

be a 'real person.' ft is interesting to note that, for MER level, differences in 

the Self Disclosure scale scores, although not significant, were somewhat 

opposite to those predicted. MER level five participants had lower mean scores 

f by at least 2.15 on a 7-point scale) than those of particpants at  any other MER 

level. Lower preference for counse1lor self-disclosure was also evident for TIB 

stage four participanrs, aithcttlgh the magnitude of the difference was not as 

great as for 31ER level five. 

Preference for acceptance and nurturance. Predictions on these scales 

pnained to the TfB stage three participants only. It was expected that they 

woultd have a greater preference to be liked and accepted by, and to receive 

support and encouriagemenr from, the counsellor, A MANCOVA performed on 

the Acceptance and Nurturance scale scores produced an overall F ratio which 

was not significartt, F(8,352) = - 2 5 , ~  = 98, indicating that there were no TTB 

stage differences in piefsence fvr cormsellor acceptance and nurturance. 

Phase Two Analyses 

In Phase Two of the study, participants were shorn the videotape 

demmsrratiuns af Persan Centred iPCf and Rational Emotive (RE31 counselling 
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sessions. The sessions were simply labelled ".4" and "B." After viewing each 

session, participants were asked four questions (which are given in the 

appropriate category below) to assess their reactions to what the)/ had seen, 

and were asked to respond to each question with a rating on a 7-point Likert 

scale. Mean response ratings to these questions by MER level and TIB stage are 

reported in Tables 4.10 and 4.1 1, respectively. On a separate questionnaire (see 

Structure scale in Appendix H), participants also rated the amount of structure 

they estimated to be present in each counselling session, and the degree of 

satisfaction they felt with this estimated structure. Structure ratings are 

presented in Tables 4.12 and 1.13. Analyses of all Phase Two data are presented 

below. 

Preference for Directive Approach 

It was predicted that, after exposure to the videotaped demonstration of 

non-directive and directive counselling approaches, TIB Stage One and MER 

level one participants would prefer the directive (RET) approach. Two sets of 

questions - two of the Phase Two general questions and one of the questions on 

the Structure Scale - were designed to measure participants' preference for 

approach. 

After viewing one of the videotaped sessions, participants were asked: 

"How similar was this session to what you would prefer counselling to be like?" 

Response options on a 7-point scale ranged from "not at all similar" (1 )  to 

"very similar" (7). It may be seen from Tables 4.10 and 4.11 (mean response 

ratings to this question are labelled, ''Similarity to Own Preference") that the 

REF session tended io be closer to their preferences for both MER level one 

(REF mean = 4.80, PC mean = 3.78) and TIB stage one (RET mean = 5.68, PC mean = 

3-48] participants. However, paired samples t-test comparisons of the 
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Table 4.10 

Means and standard deviations of post-videotape ratings of Person-centred (PC) and 

Rational Emotive (RET) sessions of students classified by MER level (N = 17 1) 

MER Level 

Response Category One Tim Three Four Five 

Similarity to own 

Expectations 

PC 

RET 

Similarity to own 

Preferences 

PC 

RET 

Helpfulness of session 

PC 

RET 

Preferred session 

PC 

RET 

----- 

&. Standard deviations are  in parentheses. All ratings a re  on a 7-point scale where 7 = highest 

rating. 
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Table 4.1 1 

Means and standard deviations of post-videotape ratings of Person-Centred (PC) and 

Rational Emotive (RET) sessions of students classified by TIB stage (N = 171) 

TI6 Stage 

Response Category One T ~ Q  Three Four 

(KJ = 25) (2-  21) ( g  = 70) (n = 55) 

Similarity to own 

expectations 

PC 

RET 

Similarity to own 

preferences 

PC 

RET 

Helpfulness of session 

PC 

RET 

Preferred session 

PC 

RET 

-- 

&. Standard deviations a re  in parentheses. All ratings are  on a 7-point scale where 7 = highest 

rating. 
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"similarity" means indicated that the difference was not significant for the MER level 

one participants, t(19) = 1.21, Q = 23. The RET session was significantly more similar 

to their preferred approach for the TIB stage one participants, t(24) = 3 . 7 7 , ~ =  .001. 

After they had seen both approaches, participants were asked: "If you 

had a concern you wanted to discuss with a counsellor, how likely would you 

be to prefer each of the counselling approaches?" As described above, 

response ratings were given on a 7-point scale with 7 representing the 

highest rating. Means and standard deviations for the preference ratings 

(labelled, "Preferred Session") are reported in Tables 4.10 (MER levels) and 4.1 1 

(TIB stages). It may be seen that MER level one participants had a greater 

preference for the RET session (M = 4.70) than for the PC session (M = 3.30), but 

results from a paired samples l-test indicated that this difference was not 

significant, t(19) = 1-65, Q = -1 2. The preference ratings for TIB Stage One 

participants were in a similar direction: the RET mean preference rating was 

5.28 and the PC mean rating was 3.12, and these differences were significant, 1 

( 2 3 )  = 3.O9,~= .OO5. 

On the Structure Scale, Participants were given brief descriptions of 

what would constitute low, medium, and high structure in a counselling 

interview. In addition to being asked to estimate the amount of structure they 

thought was actually present in each of the videotaped sessions (these ratings 

were presented in the prelirrdary analyses), they were also asked to rate, on a 

9-point scale (9 = highest), their own preference for structure ("Personal 

preference for structure") in an interview: ("Please rate how much structure 

or direction you would like in an interview"). 

Mean "Personal Preference" ratings are reported in Tables 4.12 and 4.13 for 

MER lev& and TIB stages respectively. It may be seen that the mean 



Table 3.12 

Means and standard deviations of ratings on the Structure Scale of students 

classified bv MER level (N = 17 1 ) 

MER Level 

Session type 

Personal preference for structures 

5-10 (1.94) 5.46 (1.68) 5.32 (1.61) 5.27 (2.21) 4.79 (1.25) 

PC 

RET 

Estimate of session's structurea 

3.15 (2.78) 2.98 (1.90) 2.91 (2.07) 3.03 (1.72) 2.43 (1.40) 

6-40 (2.11) 6.35 (1.70) 6.80 (1.42) 7.27 (1.12) 6.64 (1.55) 

PC 

RET 

Satisfaction with sessionb 

3.45 (2.31) 3.22 (1.85) 3.37 (2.10) 3.68 (2.03) 3.50 (1.79) 

4-50 (2.31) 4.57 (1.65) 4.65 (1.62) 4.43 (2.04) 5.00 (2.1 1) 

Note. Standard deviations are in parentheses. 

aRatings are on a 9-point scale where 9 = highest. b~atings are on a 7-point scale 

where 7 = highest. 
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Table 4.13 

Means and standard deviations of ratings on the Structure Scale of students 

classified bv TIB stage (N = 17 1 ) 

TI3 Stage 

- - - - - - -  --_----- 

Session Type One Two Three Four 

( g  = 25) (a= 21) (n = 70) (n = 55) 

Personal preference for structurea 

5.92 (1.50) -5.05 (2.03) 5.11 (1.80) 5.31 (1.75) 

Estimate of session's structurea 

Person-cen tred 2.92 (2.02) 2.91 (2.70) 3.39 (2.02) 2.78 (1.70) 

Rational Emotive 6.96 (1.21) 6.67 (1.74) 6.59 (1.86) 6.75 (1.28) 

Satisfaction with sessionb 

Person-cen tred 2.88 (2.01) 2.91 (1.92) 3.67 (1.92) 3.5 1 (2.07) 

Rational Emotive 4.76 (1.59) 4.38 ( 1.94) 4.40 (1 -90) 4.84 (1.86) 

Note. Standard deviations are in parentheses. 

aRatings are on a 9-point scale where 9 = Iighest. b ~ a t i n ~ s  are on a 7-point scale 

where 7 = highest. 



preference rating for structure is in the moderate range for both MER level 

one ( x=5.1,= = 1-94) and TIB Stage One ( M= 5 . 9 2 , a  = 1.50) participants. The 

results of AYCOVAs indicated that there were no differences across MER levels, 

F ( I ,  161) = .26, Q = .91, or TIB stages,F(3,162) = 1.56, Q = -20, in the degree of - 

structure which participants reported they would like in a counselling 

interview. 

A final question on the Structure Scale (one which seems indirectly 

related to preference and so to the hypothesis) addressed participants' 

satisfaction with each counselling approach. Participants were asked to give a 

rating on a 7-point scale in response to the question: "How satisfied would you 

i x > e  been with the amount of structure present in each of the interviews you 

have seen?" (7 = highest). Means and standard deviations for these 

"satisfaction with session" ratings are reported iii Tables 4.12 (MER levels) and 

4.13 (TIB stages). MER level one respondents were somewhat more satisfied 

with the structured approach (PC mean = 3.45, RET mean = 4.50) but the 

difference was not significant, t(l9) = 1.1 7, Q = .26. The TIB Stage One 

respondents were significantly more satisfied with the RET session (PC mean = 

2.88, RET mean = 4.76), r(24) = 2.84, Q= .009. 

It may be concluded then, that when participants were asked to respond 

to the stimulus (the videotaped sessions), there was at  least partial evidence for 

the predicted relationship. That is, the more directive RJ?T approach not only 

was more similar to what TIB Stage One participants would prefer counselling 

to be like, but RET would be the preferred approach if these participants were 

themselves to seek counselling. TIB Stage One participants also indicated that 

they would be more satisfied with the amount of structure in the directive 

session. The predicted relationship did not hold true for MER level one 



participants,l2 or when participants were asked to give their general 

preferences without reference to a particular stimulus (such as the videotape). 

Helpfulness of Directive Approach 

It was also predicted that MER level one and TIB Stage One participants 

would find the more directive (RET) session to be more helpful. Helpfulness of 

approach was measured by participants' ratings (on a 7-point scale) in 

response to the question: "How helpful would you have found this session if 

you were the client?" (1 = "not at all helpful", 7 = "very helpful"). As shown in 

Table 4.9, MER level one helpfulness ratings were in the expected direction (PC 

mean rating = 3.53; RET mean = 4.751, but the difference was not significant, 1 

(1 9) = 1.663, Q = .11. TIB Stage One participants also found the RET session more 

helpful (PC mean = 3.GO; RET mean = 5-52), and paired samples 1 -test 

comparisons indicated that this greater difference was significant, ~ ( 2 4 )  = 

3 . 9 5 , ~ =  .001. 

It is interesting to note that, although MANCOVAs performed on the 

helpfulness data indicated that there were no significant differences in 

participants' helpfulness ratings for each session across either MER levels, 

F(8,322) = 1 . 3 6 , ~  = -21.5 or TIB stages, T; (6,324) = -825, Q = .55, there was a - 

tendency for differences in the rated helpfulness between the two sessions to 

decrease as developmental level increased (see Figures 4.1 and 4.2, as well as 

Tables 4.10 and 4.1 1). This was especially the case for TIB stages. In other 

l2  It should be pointed out that there were, however, level two differences, 
with MER level two individuals giving higher ratings for RET in all four 
categories. Thus, 1-test results for the comparisons of level two mean PC and 
RET ratings (with alpha set at .01) were: Similarities - I( 5 3 ) = 4.27, p < .001; 
Helpfulness - ~ 5 3 )  = 3.55, p < .001; Referred Session - r(53) = 3.72, p < .001; and 
Satisfaction - l(53) = 3.42, p < -001. 



M E R  1 M E R 2  M E R 3  MER4 M E R 5  
MER Level 

Figure 4.1 Ratings of the helpfulness of the RET and 
PC sessions by students at different MER levels. 



Fiqure 4.2 Ratings of the helpfulness of the  RET and 
PC sessions by students at different TIB stages. 
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words, higher TIB stage participants tended to find the RET session to be less 

differentially helpful than did lower stage participants. 

Phase Three Analyses 

In Phase Three, participants had two tasks: (a) Using Hill's (1978) 

Counselor Verbal Response Category System (HCVRCS), they were asked to 

classify specific counsellor responses which had been selected from the 

previously viewed sessions (for a description of each possible counsellor 

response category, see Appendix F), and (b) they were also asked to indicate, 

by giving a rating on 6-point scale (where 1 = "not at all" and 6 = "very 

helpful") how helpful they would find each counsellor response if they were 

the client. 

Perce~tual Accuracy and Developmental Level 

It was predicted that participants at higher levels of development would 

have more accurate perceptions of the counsellor behaviour displayed in the 

videotaped sessions than would those participants at lower levels of 

development. 

Participants' Perceptual Accuracy scores were based on the number of 

their correct c!assifications of counsellor responses when compared with the 

classifications of expert observers. As reported in Chapter 4, expert observers 

(using the HCVRCS) were able to agree completely (100% agreement) in their 

classification of only four counsellor responses. These four counsellor 

responses were classified as: (a) Information Giving, (b) Keflection, (c) Self- 

disclosttre, and (d) Confrontation. Only these four counsellor responses were 

used in calculating participants' perceptual accuracy scores; therefore, the 

maximum Perceptual Accuracy score for any participant was four. These 

scores are reported in Tables 4.14 and 4.15. 
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AXCO\-As were performed to test for differences in perceptual accuracy 

across developmental levels. One identified outlier (case 171, who did not 

correctly classify an?- counsellor responses) was eliminated from the 

calcula€ions. The results of the XVCOVAA on the MER level data indicated that 

there were MER level differences in perceptual accuracy, FJ4,159) = 2.56, Q= 

-04. Post hoc Tukey comparisons indicated that there were differences at level 

four, but not at fevel five: level four participants (M = 3.30) were able to 

corrertfy classify more coumeIlor responses than were level two (M= 2.74) 

participants, Q = -04. Differences between level three and level four scores 

(with level four scores being higher) approached significance, but were not 

statistically significant, = -07. As a general observation, it may be seen from 

Table 4.13 that perceptual accuracy scores tended to be considerably higher 

for levels four and five participants. 

AliCOVA results for the Ti% stage perceptual accuracy data indicated 

that, again, the results were in the expected direction (with Stage Four scores 

higher i h m  scores at an)- ather stage], but just failed lo reach statistical 

significance, F(4,IGO) = 2.60, p = .054, .As confirmation of this finding, post hoc 

Tukej- i-csrnparisans indicated that the greatest difference in means (between 

Stage One and Stage Four scores) approached, but did not reach, statistical 

significance, p = -07. 

fn general, it may be said that perceptual accuracy is somewhat (but not 

strongly) related to level of development. 

Helpfulness of counsellor resmnses 

ft  as expected that the hefpfulncss ratings given for selected 

counsellor 

prediction 

responses in this phase would also provide data to 

that MER level one and TIB Stage One respondents 

test the 

wculd find the 
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directive approaches to be more helpful. For this reason, the selected Phase 

Three counsellor responses included a mixture of both non-directive and 

directive responses. My selection of counsellor respcinses was guided by studies 

by Friedlander (1982) and Friedlander, Thibodeau, and Ward ( 1985). 

Friedlander (1982) made some slight modifications in Hill's (1978) categories 

(resulting in an HCVKCS-Revised), and then classified most of the original Hill 

categories according to degree of structure: Low structure 

( encouragement /approval/reassurance, reflection/restatement 

self-disclosure), Moderate structure (confrontation, interpretation, providing 

information), and Hinh structure (direct guidance/advice, information 

seeking). 

According to the HCVRS-R, the four counsellor response categories for 

which helpfulness ratings were obtained in the present study - Information 

giving, Reflection, Self-disclosure, and Confrontation - would all be considered 

either low or moderate in structure, Degree of structure was assumed to be 

equivalent to degree of directiveness. Therefore, it was felt that an analysis of 

the helpfulness ratings data would provide more information on the 

relationship between helpfulness and directiveness for those at lower levels of 

development. 

A MAVCOW4 f with helpfulness ratings on the four counsellor response 

categories as dependent variables) would seem to be the analytic procedure 

vvhich would be appropriate for comparing the scores of MER level one and 

TIE Stage One respondents with the scores of those at other devefopmenrnl 

levels, w.E.Jle at the m e  &me reducing &-e risk of a Type 1 error, However, 

only 56 participants correctly classified (and therefore gave helpfulness 

ratings on) all fow counsellor responses. MANCOVA results then, would have 
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been based on data from only one third of the participants. For this reason, a 

decision was made to perform separate ANCOVAs (across developmental levels) 

on the helpfulness ratings for each of the four counsellor responses. 

A summary of the ANCOVA results is reported in Table 4.16, where it may 

be seen that there were developmental differences on the helpfulness ratings 

for only one of the counsellor responses: self-disclosure, F(4,158) = 3.6 1, Q= 

-008. A post hoc Tukey comparison of the helpfulness means for self-disclosure 

indicated that PIER level two participants (M = 4.96) found this counsellor 

response to be more helpful than did level three (M = 3.16), Q = .02, or level five 

(M = 3.57), Q = .01, participants. According to Friedlander's ( 1982) method of 

categorizing counsellor responses, self-disclosure is considered low in 

structure. It would seem then, that the hypothesized relationship was not 

found. In fact, the result is opposite to that predicted; that is, some lower MER 

level participants found a low structure response to be more helpful than did 

higher level participants, (It may also be seen from Table 4.14 that self- 

disclosure was given the lowest helpfulness rating by level five participants.) 

There were no significant differences in the helpfulness ratings of 

individuals at different TIB stages, although the greatest difference in ratings 

was found on the self-disclosure response, between Stage One (M = 4.88) and 

Stage Four (&I = 4-07), 
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Table 4.16 

Summary of resdts of .4XCOVAs performed on the helpfulness rating (for selected 

counsellor res~onses) of students clansified by MER level and TIB staFe 

Counsellor response d f - F I2 

MER Level 

Information giving 4,117 1.15 

Reflection 4,83 -69 

Self-disclosure 4.158 3.61 

Corrfrontation 4.105 

TIB Stage 

Information giving 3,118 -4 1 

Reflection 3,85 .62 

Self-disclosure 3,159 2.23 

Confrontation 3,106 .25 



Summary of the Results 

In this section, the results are summarized in terms of the original 

hypotheses as stated in Chapter Three. 

1. There was a significant relationship between epistemological and social- 

cognitive development as measured by the MER and the TIB, respectively. 

2. Prior to viewing the videotapes demonstrating two different caunselling 

approaches, expectations were measured by the scores obtained on the 

Expectations About Counselling (EAC-B) scales. Precounselling expectations 

were not related to MER level. TIB stage, in contrast, was a predictor of a 

number of expectations. TIB Stage One participants expected more 

confrontative behaviour (Confrontation) from the counsellor than did Stage 

Two participants. Stage One participants also had a greater expectation of 

counsellor Self-disclosure than did those at Stages Three or Four, and a greater 

expectation of encouragement, support, and praise (Nurturance) from the 

counsellor than did those at any other stage. There was no relationship 

beween TIB stage and expectations on the Responsibility, Directiveness, 

Expertise, Genuineness, and Acceptance scales, nor was TIB related to 

expectations about the efficacy or benefits (outcome) of the counselling 

process (Outcome). 

3 .  In terms of preferences, MER level was related to two of the EAC-B scales: 

Directiveness and Expertise. Level one respondents had a greater preference 

for the counsellor to be directive, and level two respondents' preference 

scores on this scale were higher tllm the scores of respondents at levels three, 

four, or five. Level two respondents had a greater preference than those at 

levels three or f o u  for the counsellor to be knowledgeable, to be able to 

determine what the client's problem was, and to know how to solve it 
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(Expertise). There were several TIB stage differences in preferences on the 

EAC-B scales, and most of these involved Stage One participants. Those at Stage 

One had higher preference scores on the Empathy, Directiveness, and 

Expertise scales than did Stage Four respondents (Stage Two and Three 

Directiveness scores were also higher than Stage Four Directiveness scores). 

In other words, those at the lowest stage had a greater preference for the 

counsellor to be an understanding expert who gives direct guidance than did 

those at the highest stage. It was predicted that there would be developmental 

level differences in preferences on the following scales: Res~onsibilit~, Self  

Disclosure, Genuineness, Nurturance, and Acceptance, but no differences were 

found. 

3. In ratings given after participants had viewed videotaped demonstrations of 

directive and non-directive counselling approaches, TIB Stage One 

respondents showed differences in their preferences for the directive 

approach. They indicated that the directive approach was more similar to what 

they would prefer counselling to be like, that it would be the chosen approach 

if they were to seek counselling, and that they would be more satisfied with 

the degree of structure in the directive approach. Stage One participants also 

found the directive approach to be more helpful than the nondirective 

approach. MER level one participants showed no clear preference for the 

directive approach, nor did they find it to be more helpful. 

5. When compared with the classifications of expert observers, MER level four 

participants were more accurate than level two participants in their 

classification of selected counsellor reponses. There were no other 

developmental level differences in perceptual accuracy. In terms of which of 

the classified counsellor responses were found to be more helpful, there were 
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differences in helpfulness ratings only on the response where 

revealed an aspect 

Contrary to predictions, MER level 

being more helpful than did level 

of her personal experience (self-disclosure). 

two respondents rated this response as 

three or level five respondents. 



CHAPTER 5 

DISCUSSION 

In this chapter, the resillts are discussed in a sequence very similar to 

that followed in Chapter 4. First, the relationship between the two models of 

development is closely examined and discussed. This is followed by a 

presentation of the other results from each of the three phases of the study, 

together with the theoretical implications of these results and their relation to 

existing research. Some general conclusions from the present study are put 

forth. There is a discussion of the methodological shortcomings of the present 

study, and finally, some suggestions are made for future research in the area 

of cognitive development and counselling. 

A Comparison of Two Models of Development 

In Chapter 2, T reported research which has been done on the Perry 

Scheme and Conceptual Systems Theory (CST), and concluded that there was a 

considerable body of research (Holloway Rr Warnpold, 1986; Stoppard Rr Miller, 

1987) on the relationship between one aspect of CST - conceptual level - and 

various aspects of counselling. In contrast, there was very little empirical 

evidence of the relevance of the Perry Scheme to counselling practice. My 

main interest and focus in the present study then, was on the Perry Scheme 

and its potential relevance to counselling. More specifically, a major question 

for the present study was: does knowledge of an individual's level of 

intellectual development allow for predictions about that individual's 

interpersonal functioning and behaviour? 

Because CST has been fairly extensively researched in a counselling 

context, my expectation was that any CST- related findings from the present 

study would confirm previous results, replicate certain studies (i.e., Craig & 
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Hennessy, 1988), and possibly extend the knowledge in this area. However, 

precisely because much is known about CST and counselling, I also expected 

that CST could serve as an anchor. a frame of reference, or a point of 

comparison in investigating the Perry Scheme. Hence, the inclusion of an 

instrument - the This I Believe Test (TIB), which is a measure of social- 

cognitive development as defined by CST, in the present study. 

The Measure of Epistemological Reflection (MER) was used as a measure 

of intellectual development as defined by the Perry Scheme. An issue of 

fundamental importance is the extent to which these two instruments are 

measuring the same thing. In other words, to what extent are intellectual 

development and social-cognitive development (as measured by the MER ,and 

the TIB, respectively) related? To a large degree, the strength of this 

relationship may determine the extent to which we can expect the 

CSTicounselling findings also to apply to the Perry Scheme. It is to the 

relationship between MER and TIB that I now turn. 

The Relationship between MER and TTB 

A significant relationship was found between MER and TIB (c= .42). 

This is a higher correlation than that found between MER and age or MER and 

education (r = .24 and .39, respectively), and that between TI3 and age or TIB 

and education (L = .25 and .26, respectively; see Phase One analyses in Chapter 

4. There is then, some area of overlap, some common element or elements 

being measured by both instruments, and which cannot be accounted for by 

age or education alone. However, the correlation of .42 still accounts for only 

18% of the variance between scores on the MER and TIB. Some explanation for 

this moderate relationship may be suggested by examination of both the 



models on which the instruments are based, and the actual responses of 

participants in this study. 

Although T was uncertain as to how the two models would overlap, I 

noted in Chapter 2 that Perry himself ( 1970) had commented on the similarity 

between his scheme and CST. In considering the first five postions (which are 

concerned with intellectual or epistemological development) of the Perry 

Scheme, my expectation was that its similarity to CST would be most likely to be 

found at the extremes of development. That is, it seemed that Positions one and 

two13 (Dualism) would be most similar to Stage one of CST, as both are 

characterized by a tendency to think in absolute, categorical terms, and by a 

greater reliance on authority. At  Position five (Relativism), there is a 

tendency to think abstractly, to make judgements based on external criteria, 

and to have a greater sense of self agency, all characteristics which are also 

associated with Stage Four of CST. 

Similarities between the two models in the middle ranges of 

development were less certain, for although both models describe an 

increasing capacity for abstraction, less dependence on authority as the 

absolute arbiter of right and wrong, and a greater tolerance for ambiguity and 

diverse viewpoints, there are important differences. For example, most notable 

is the "negative independence" (Harvey, Hunt, & Schroder, 1961) of Stage Two 

of CST. At this stage, there seems to be an active resistance to external 

authority and to controls which might be imposed externally. Although Perry 

found that at position Two of Dualism, students might adopr either an 

Opposition or Adherence to authority, at Positions Three and Four of the Perry 

Scheme (what Perry called Multiplicity, and what has been labelled by Baxter 

l31n the present study, MER level one encompassess both positions one and 
two. 
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Magolda, 1992, as Transitional Knowing), there is no corresponding attitude 

towards authority. Rather, at these positions there is more willingness to 

embrace other views, with a subsequent weakening of some of the dependence 

on absolute authority. Stage Three of CST, with its greater focus on 

relationships and tendency to adopt other perspectives, seemed more similar to 

Multiplicity. 

Because of the transitional nature of the middle range of the Perry 

Scheme, I made no predictions about the behaviour of participants whose 

scores fell in these middle ranges. On the other hand, it seemed that definite 

predictions could be made about those with TIB Stage Two and Three scores. 

Examination of the actual data was instructive. From Table 5.1 (the 

distribution of participants at  each MER level and TI3 stage) it may be seen 

that there are almost equal numbers of scores at MER level one (23) and TJB 

stage one (25). However, only four individuals had scores which fell at both 

MER level one and TIB Stage One. For some level one individuals, the overlap 

was greater with Stages Two (6) and Three (12),  and there was even one 

individual whose score fell at Stage Four. These findings suggest then, that 

over 80% of those whose thinking was at the most basic level of 

intellectualiepistemological development were able to respond at a higher 

level to the social-cognitive measure. The reverse conclusion might be drawn 

from the fact that almost 50% of the TIR Stage One scores fell at MER level two. 

As will be seen, this latter finding seems to have major implications for 

interpreting some of the other MER results. 

At the opposite end of the developmental spectrum, it may be seen from 

Table 5.1 that almost one third (59 participants) of the total sample received 

scores which placed them at the highest stage of social-cognitive development, 
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but only 20% ( 1 2 )  of these individuals had MER level five scores. Another 

interpretation of this finding is that one could say with some confidence that 

if individuals received the highest MER score, they are also likely to receive 

the highest TIB score: 12 level five individuals (or 80%) also had scores which 

fell at TIB Stage Four. However, the reverse conclusion cannot be drawn, as it 

Table 5.1 

Cross tabulation of ~ar t ic i~ants '  MER and TIB scores. ( N  = 189) 

MER Level TIB Stage 

No 
response One Two Three Four Row total 

Ofie 0 4 6 12 1 23 

Two 0 12 8 35 7 62 

Three 0 I 20 17 51 - 
I 

7 

Four 1 2 3 9 22 38 

Five 0 0 1 2 12 38 

Column 1 25 2G 78 59 189 
total 

may be seen that TIB Stage Four scores were more likely to fall at MER levels 

three and four. 

The findings for the middle range of MER scores (the transitionai 

levels) were more similar to what would be expected: 80% (83 of 104) of 

individuals with MER level two, three, and four scores also had scores which 

fell at  TIB stages two and three. 
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Because of the distinctiveness of Stage Two as described by CST. I was 

especially interested in the responses of Stage Two individuals to certain 

probes on the MER. I was interested in determining how the "negative 

independence" of Stage Two would be manifested in relation to academic 

authority, and how this would compare with the reactions in the same area of 

those at other MER levels. It may be seen from Table 5.1 that Stage Two scores 

are found at all five MER levels. I examined all Stage Two responses to a 

specific probe on Domain three, which is concerned with the role of the 

instructor in the learning process: "Please describe the type of relationship 

with an instructor that would help you learn best and explain why." 

The answers to this question, examined across all MER levels, 

demonstrated the kind of pattern which would be predicted by rhe Perry 

Scheme. At levels one and two, there was mainly an emphasis on the personal 

or affective characteristics of the instructor. There was a preference for 

someone who was friendly, open, and approachable, and who would guide the 

student and give feedback about what is right or wrong, or important or 

unimportant as far as academic materials are concerned. At level three, the 

affective dimension is again emphasized, but more as a means of facilitating 

and encouraging the discussion of ideas; in other words, the relationship is 

also in service of the academic process. By level four, the instructor's role is 

seen as that of someone who will encourage not only discussion, but also 

debate and the challenging of all ideas, including his/her own. The one Level 

Five response saw the preferred rela'i-ionship as being more of a working 

intellectual partnership, 

There was little evidence of a negative stance towards academic 

authority in the form of the instructor. (The two most negative comments in 
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the 25 protocols examined (both at Level Two) were: ",..no stiff-collared types. 

They make me feel uncomfortable and nervous." and "(Someone) who is easy to 

talk to because you get more done than with a windbag who spits up 

information." It may be then, that by the age reached by even the youngest of 

the participants in the present study, the "oppositional qualit)." of Stage Two 

has become generalized and is more directed to authority or controls in the 

abstract, or to systems of authority, and not to individuals or even necessarily 

to individuals as representatives of abstract authority. 

In general, the data suggest that even at the extremes of the 

developmental spectrums measured h!* the two instruments, where one urould 

expecr considerable agreement, in many cases the concurrence was not that 

great. Some of the lack of agreement may have been due to the method of 

categorizing MER scores in this stud!,. Xr mentioned in Chapter 4, in order to 

insure sufficient cell numbers at the lowest and highest MER fevels, those 

whose thinking was mainly dualistic were included in Level one, and Level 

Five included participants who showed some evidence of relativistic thought. 

(An actual MER score of 4.5+ would have indicated mainly relativistic thought; 

oniy three participants reached this standard.) l 4  This system meant that, 

even at the extreme developmenral positions, there were no "pure" levels, and 

this may have been a factor in the extent of the agreement between MER and 

TIB scores. 

141est it be thought that: this is an atypical sample, Table 5.2 shows the MER 
and TfB mean scores and standard deviations of participants at  each 
educa~onal level. These figures are similar to those reported by- Baxter 
MagoIda ( 1985) in the initial MER validation study, and in a later study (Baxter 
MagoIda & PorwrEeld, 1986) comparing interview and HER ratings. 
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However, it seems qi:af!y !ikeIy that there may be less overlap between 

the two models than theoretical descriptions would suggest. Further analysis of 

the data tended to support this conclusion. 

Table 5.2 

Xeans and standard deviations of NER and TIB scores by education level 

Education level MER TIR 

Zote, Education level is coded as follows: Level 1 = 0-30 credits; 2 = 3 1-60; 3 = 61- 

90; 4 = 91-120; 5 = Bachelor+: 6 = Master's or Doctorai level. 

n for education level one TIE mean is 66. - 

The central assumption for both instruments is that, in their responses 

to either probes (MER) or completion of sentence stems (TIB), individuals will 

produce protocols which are representative of their underlying cognitive 

structures. M y  observation in scoring the TIB protocols was chat participants 

were surprisinglj- consistent in their responses across the categories 

addressed by the sentence stems (which ranged from opinions about societal 
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institutions to friendship to ultimate truth). In contrast, responses on the MER 

protocols tended to be more variable across domains; in some cases, an 

individual might demonstrate a difference of more than one position in their 

thinking from one domain to another. 

Given these observations, questions arise as to (a) whether the internal 

consistency of the MER is acceptable for drawing valid inferences, and (b) 

whether something more than intellectual/'epistemological development is 

being measured by the MER. In relation to (a), it was reported in Chapter 4 that 

in the present study, the internal consistency coefficient for the MER was .76. 

This figure compares favourably with those reported by Baxter Magolda and 

Porterfield (1988). For eight studies of the MER with various student 

populations, they reported a range of alpha coefficients from .58 to -84, with a 

median of .65. Murphy and Davidshofer (1988) report that alphas of .80 or more 

are typically regarded as moderate to high, and that for tests using ratings, 

alphas are typically around .70. The internal coefficiency found in the present 

study compares favourably then, with that found in previous MER studies, and 

with general standards. 

In relation to (b), the six domains of the MER seem to be concerned with 

at  least two general content areas: the interpersonal and the 

academiciepistemological. It seemed possible that there would be greater 

agreement with the TTB if only the interpersonal aspects of the MER were 

considered. At the very least, some of the shared variance between the 

assessments done with the two measures might be further explained. In order 

to separate out the interpersonal aspect of the MER, I added the individual 

scores from what seemed to be the three more "interpersonal" domains - those 

domains concerned with the role of the instructor, the learner, and peers - 



and then averaged these scores to arrive at a "partial" protocol rating. Pearson 

product moment correlations comparing these "interpersonal" MER scores 

with the TIB scores indicated that, as expected, there was a significant 

relationship between the two sets of scores, K =  .33, Q < .001. However, 

surprisingly, this correlation was weaker than the original correlation 

between (the total) MER and TIB. These results suggest that whatever the 

common element being measured by the two instruments, it appears to be some 

aspect of development which is in addition to social-cognitive functioning. 

It may even be the case that, as far as the MER is concerned, because of 

the directions given, ("The questionnaire . . . has to do with your perspective 

on learning in college."), respondents are predisposed to address all specific 

domains - including those having ro do with interpersonal functioning - 

within the context of the superordinate domain of learning and knowledge. 

The distinction then becomes not only one of the structure of thought (and the 

development of such) in relation to a particular domain, but even towards the 

same domain in a different context. Harvey, Hunt, and Schroeder (1961) stated 

that "if a situation changes markedly . . . then cyclical movement occurs in 

which functioning reverts to a much more concretistic level" (p. 410). It seems 

likely then, that to the extent that the postsecondary environment is a new 

one for an individual, the more likely their thinking (and behaviaur?) in this 

context will be at  a lower developmental level, even in areas in which they 

may otherwise function at a higher level. This is, after all, Perry's central 

thesis. 

I reported in Chapter 2 that FVidick ( 1976) had found a correlation of .5 1 

between the MID and the PCT, which are measures of the Perry Scheme and 

CST, respectively. The bTID is a more generalized measure of intellectual 



development and the PCT focuses more on only one aspect (the 

concrete/abstract dimension) of social-cognitive development. Because at least 

one of the measures used in the present study seemed more refined (the MER 

with its focus on specific domains), and the other seemed more inclusive of 

other social-cognitive aspects, there was an expectation that the relationship 

between the present measures would be stronger than that found by Widick. 

Instead, the reverse was true. The evidence from the present study suggests 

that the more refined the measuring instruments, the more the differences 

between the two concepts of development will become apparent. 

The question remains then: are these two models of development related 

in other than the most general sense - in that all models of development will, 

by definition, be concerned with progressive increases in the complexity of 

thought and behaviour? In his critique of CST, Miller ( 1978) stated: "The 

various conceptual systems which make up the self system may vary in 

complexity, depending on the particular stiinclus domain. . . CST is, for the 

most part, concerned with those conceptual systems which deal with 

interpersonal stimuli" (p. 83). The study by Polkosnilc and Winston (1985)) 

suggested that there may be fairly distinct differences in development in the 

two domains under consideration, and that development in these domains may 

proceed in parallel, but at  slightly different rates. The evidence from the 

present study &so suggests that individuals may differ in their development 

depending on whether one is assessing functioning in the 

academiciepistemologial domain, or in the more general interpersonal 

domain. 

?Vidick (1977) was quoted in Chapter 2 as questioning the limits of the 

Perry Scheme and asking if the scheme described "all personality 



functioning" or if it was "restricted to certain content areas or vectors of 

identity. . . . Is an individual who is dualistic in hidher view of knowledge also 

dualistic in hidher way of viewing interpersonal relations, religion or career 

issues?" (p. 37) .  Insofar as the TIB d ~ e s  include items having to do with 

religion and interpersonal relations, the present comparison between MER 

and TIB suggests a partial answer to Widick's question. It does seem that one 

can be less certain in making predictions about the global functioning of 

dualistic thinkers, as their level of thinking may vary from domain to domain. 

On the other hand, it seems to be generally the case that if individuals are 

more relativistic in their view of knowledge, they are more likely to have a 

relativistic view in other domains as well. 

This latter finding may serve to clarify the distinction between 

structure and content, an issue discussed by Miller (1978) in his critical review 

of CST. Developmental stage or level implies the cognitive structure through 

which information is filtered (and thus which also determines how the 

individual sees and interprets the world). The domain may be seen as the 

content which is being conceptualized. It may be said then, that once an 

individual develops a relativistic structure, hidher thinking in any specific 

domain is more likely to be at the relativistic level. 

The issue of domain specificity in development was explicitly addressed 

by Harvey, Hunt, and Schroeder (1961): "a person need not reach the same 

level of abstractness of subject-object ties in all areas of development" (p. 11 1). 

In other words, individuals may be functioning at different stages depending 

on the domain or area being considered. Among the tentative conclusions they 

put forward was this: "Reaching an abstract level of development in one area 



enfbnces the likelihood of reaching that same level in other areas of 

development" (p. 11 1). 

The relationship between the two domains of intellectual and 

interpersonal development is more broadly and specifically addressed in the 

work of Douglas Heath (1968). Heath studied male freshmen and seniors at 

Haverford College. Instead of the term "development," Heath used the term 

"maturity" and spoke of the process of maturing hithin the context of post- 

secondary education. He suggested that there may be an orderly, sequential 

process of maturing, but which occurs at different rates in different "self 

systems" or "sectors of personality." The four self systems posited by Heath we: 

intellect, values, self concept, and interpersonal relationships. Heath 

concluded: 

The developmental process is completed first in the maturation of 

intellective-cognitive skills, next in the same sex and then opposite sex 

personal relationships. The maturing of a person's values tends to follow 

the stabilization of his personal relationships. The maturing of the self 

concept takes longer and goes through more transitional stages, 

eventuating in a stable integration with the person's values. (p. 176) 

Heath seems to be suggesting then, that if individuals do not reach a certain 

level of maturity in the "intellective-cognitive" sector, they are unlikely to be 

more mature in any of the other self systems. In an indirect way, the 

following statement by Perry ( 1970) offers some corroboration of Heath's 

conclusion: "No student who had once accepted a relativistic epistemology as 

context showed evidence of a generalized 'regression' to absolutism" (p. 130). 

If we accept that the BIER is a measure of intellectual development, the 

present findings - that relavistic thinkers are more likely to score at Stage 



Four of the TIB - seem to the support the just-quoted conclusions of Harvey, 

Hunt, and Schroeder, and of both Heath and Perry. More specifically, the 

findings support the stronger statement of Heath about the primacy of 

intelleclual development in determining the level of functioning in other 

areas. 

Although it is not the primary focus of the present study, there is an 

even more basic issue which should be mentioned. This is the issue of whether 

the levels or stages described here represent way stations in the process of 

development or whether they represent relatively stable, enduring cognitive 

styles or traits. In other words, are we really measuring development? Perry's 

original longitudinal study, as well as many subsequent longitudinal and cross 

sectional studies (including the present study) have certainly demonstrated 

changes, or differences in functioning which are associated with increased 

post-secondary education. But the issue of developmental versus stylistic 

functioning remains. 

This issue is addressed by Wilkinson (1989) in his comparison of the 

Perry model (which he characterizes as a model of changes in the definition 

of krkowledge) and Royce's model of the acquisition of knowledge (Royce, 

Coward, Egan, Kessel, & Mos, 7978; Royce & Mos, 1980). Royce and his colleagues 

hypothesized, and found evidence for three different "epistemological 

orientations" or ways of acquiring knowledge: empirical (sensory and 

perceptual experiences as the foundation for knowledge), rational (knowledge 

acquisition through logic, reasoning, and deduction); and metaphorical 

(acquisition is personal and somewhat dependent on insight, analogical 

reasoning and the symbolization of experiences). For Royce, these 

epistemuhgical orientations are stylistic or trait-type variables which have 
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time. LVilkinson cited studies which indicated that there 

between knowledge definition and acquisition, and he 

suggested that the two models are not incompatible. 

The work of Roy Heath (1964) described by Knefelkamp, Parker, and 

M'idick (1978), integrates the two dimensions of development and personality 

type. For Roy Heath, it is possible to characterize an individual as having a 

certain basic "temperamental approach to life," and at the same time as 

manifesting a developmental progression within this type. From his work with 

male undergraduates, Roy Heath posited three types, with differences between 

types being most pronounced at the lowest level of maturity. However, "As a 

person becomes more mature, he will exhibit less of the sterotypical 

characteristics of his type and more of the mature forms of his stylistic 

approach to the world" (Knefelkamp et al., 1978, p. 96). 

Whether the cognitive styles are those proposed by Royce, or are more 

like Roy Heath's types, or are best captured by some other relatively stable 

personality trait, is not at issue here. More relevant to the present discussion is 

the possibility that there may be developmental changes within individual 

styles. 

Both Harvey, Hunt, and Schroeder, and Perry have addressed the issue 

of development within style. In both models, developmental changes are 

precipitated when an individual is confronted with information or events 

which are at odds with the individual's world view. The result of this 

discrepancy is a temporary state of disequilibrium which may be followed by 

developmental movement, a pause in growth, a temporary regression or an 

arrestation at the individual's current stage. Which of these four occurs 



depends on a host of factors, including the magnitude of file discrepancy (the 

size of the 'shock' to the system) and the level of environmental support. 

Neither Harvey, Hunt and Schroeder (1961), nor Perry (1970) is explicit 

or definite about the length of the period of arrestation. However, an implicit 

assumption of Conceptual Systems Theory (which is broader in its scope and in 

the age range it is meant to cover) seems to be that relatively stable cognitive 

styles may be the result of arrestation. In the following statement, Harvey, 

Hunt, and Schroeder seem to have arrived at a position somewhat similar to 

that of R. Heath: "Arrestation of development of an attitude at the first stage 

would [not] mean that the functioning in relation to the attitude object would 

remain exactly the same over time. . . . After arrestation, development 

continues within the conceptual Limits of the stage reached" (p. 115). 

Perry (1970) alluded to stabie types only indirectly, but he seems to have 

acknowledged the possibility that for his rncdel, the reverse could well be true, 

that is, that arrestation, indeed, other aspects of development may be somewhat 

determined by other individual differences (such as style?j: "We attempted no 

nosoiogy (contrast R. Heath, 1964) and no systematic tracing of differing 

developmental paths which might be characteristic of different types of 

students" (p. 206). 

Perry's (1970) concept of "escape" seems to be comparable to the state of 

arrestation. He suggested that some individuals, when faced with the 

challenges (to their belief systems) prm-ided through post-secondary 

education may escape into one of four positions or categories (he calls them 

"variants of escape"), and that these positions may or may not be permanent, 

He comes closest to acknowledging types in this statement: 



. . . we looked on the four categories as classifying dominant strategies 

rather than people, just as do all categorizations of personality based on 

dynamics. Some persons, indeed, may favor one strategy over others 

sufficiently to appear as a 'type'. Close examination will usually discover 

greater complexity. (p. 192) 

As a final note, for Perry, any other stable stylistic or dispositional 

aspects of an individual are likely to be expressed in Commitment (Positions 6- 

9 on the Perry Scheme). Commitment represents the ethical dimension of the 

Perry Scheme and is the area in which almost no empirical study has 

occurred. At this level, the limits to reason are acknowledged ("reason itself 

remains reflexively relativistic," p. 135) and the individual makes a choice as 

to what to believe and how to be: "a person has developed an experience of 

'who he is' in his Commitments both in their content and in his style (italics 

added) of living them" (p. 154). Perry found from his students that 

Commitment involves "stylistic balances: narrowness vs. breadth, stability vs. 

flexibility, sureness vs. tentativeness, analysis vs. synthesis, and continuity 

with one's past vs. breaking with one's past. Having arrived at Commitment, a 

person is able to describe themselves as to their unique characteristics and 

"stylistic decisions. . . remain more expressively his own" (p. 167). It is almost 

as if, at the stage of commitment, students have discovered, and are able to 

objectively observe, those stable dispositions which may have already been a 

functioning part of their (in Heath's words) 'self system.' 

In any cross sectional study such as the present study, individuals are 

captured at a moment in time. It is impossible then, to say whether participant 

responses are a reflection of a state of temporary pause in development, of 

regression, of arrestation, or of an enduring or evolving cognitive style. Other 



measures and other, more longitudinal methods would be necessary in order to 

make such judgements. All that can be said from the present study is that 

participants' responses on these developmental measures placed them at this 

level or stage, and this placement is associated with certain reactions to the 

other variables in the study. 

Widick (1977) gave one definition of cognitive structure (which 

ostensibly is being assessed by both the MER and the TIB): "The cognitive 

structure is essentially a set of assumptions which act as a filter dictating how 

the individual will perceive, organize and evaluate events in the environment 

and, though less directly, how he/she will behave in response to those 

events" (p. 35).l The present study was concerned with the perception, 

organization, and evaluation of certain counselling related events, and I now 

turn to a discussion of these findings. 

A Comparison of Expectations and Preferences 

There were significant differences between expectations and 

preferences on the Expectations About Counseling - Brief form (EAC-B) on all 

but one - Motivation - of the EAC-B scales. In each case of difference, 

preferences were greater than expectations. The areas of greatest difference 

(1 values greater than 10.00) were on scales having to do with Counsellor 

Attitude (Acceptance, Genuineness) and Characteristics (Atti-activeness, 

Tolerance and Trustworthiness) and Counselling Process (Outcome). In other 

words, participants' preferences far exceeded their expectations that they 

would have a counsellor who they liked, who was easy-going, warm and 

'S~rantharn and Gordon (1986) gave a very similar definition of expectancy: 
". . . For us expectancy is a cognitive filter through which various stimuli of 
external reality are passed, separated out, and then evaluated" (p.397). 



accepting, who they could relate to as a person, and who inspired trust and 

confidence; and that the outcome of counselling would be beneficial. 

It is interesting to note that on the Motivation scale, expectation was 

slightly higher than preference, although the difference was not significant. 

The Motivation scale is concerned with persistence in counselling over a 

longer term (more than three interviews) in spite of doubts or difficulties. It is 

perhaps not surprising that preferences on this scale would be lower for this 

group of participants who, if not openly skeptical of counselling, were less 

attracted to counselling than a client population would be. 

A study by Tinsley and Benton (1978) is one of the few located which 

used the EAC to investigate both expectations and preferences. The results of 

that study and the present study are not strictly comparable because Tinsley 

and Benton (a) used a longer version of the EAC, (b) determined preferences 

by prefacing each item of the questionnaire with the words "I want to" or "I 

want the counsellor to" (in the present study the word "prefer" was used as a 

preface), and (c) obtained expectations and preferences data from "two 

independent, mutually exclusive samples" (p. 354). Tinsley and Benton 

reported data from only seven scales, but, as in the present study, in all cases 

preferences exceeded expectations. In their study, the greatest discrepancy 

between expectations and preferences occurred on the Outcome scale. 

Other results from the Tinsley and Benton study will be reported in 

more detail later. The main point here is that there seems to be fairly strong 

evidence from two studies that there is a difference between expectations and 

preferences, that it is therefore important to make a distinction between the 

two, and that, as will be seen, developmental differences are more iikely to be 

evident when preferences are considered. This latter point reinforces a 



distinction made in Chapter 4: expectations may have more to do with 

preconceptions of counselling (which may come from hearsay, from the 

media, or even from study) and preferences seem to relate more directly to 

needs. Grantham and Gordon ( 1986) suggested that the two elements associated 

with preferences are affect and idealism. 

The distinction between expectations and preferences could perhaps be 

characterized as one of cognition versus affect. For instance, whether 

individuals are well- or ill-informed about counselling, it does seem that, at the 

very least, their expectations represent their intellectual understanding of 

what counselling is all about. The degree of affect accompanying this concept 

of counselling may be greater or lesser, depending on how relevant 

counselling is to them at that moment. It may be then, that in an analogue 

situation (such as the present study), the affective involvement is minimal, 

but might become greater if a student were in crisis and was trying to make a 

decision about actually seeking counselling. Vt'hether affect actually does 

increase at the point of decision is currently unknown (although it seems 

likely that at  that point, thinking about co~lnselling would become more than 

an academic exercise). The question might then become: How much affect (if 

any) must be associated with the expectation before the expectation becomes a 

significant factor in the individual's approach to, or avoidance of, 

counselling? 

Harvey, Hunt, and Schroeder (1961) suggested that affect is central in 

an approach-avoidance decision. In their chapter on "Conceptual function and 

motivation," they discussed a property of a concept which they called 

"directionality," which "implies a preference (italics added) for an outcome, 

striving, or predilection toward either approaching or avoiding the object to 



which the activated concept relates" (p. 50). Although they discussed the idea 

of motivation in more general abstract terms, their formulation appears to be 

germane to the present discussion. The f~llowing statement seems especially to 

capture Lhe idea of an interrelationship between expectations and 

preferences: 

Thus the corroboration or negation of an expectancy in whatever degree, 

unless it is made to include directional striving, is itself a poor predictor of  

affective arousal. Effects of deviations from expectancies must be viewed 

against the backdrop of the goal orientation, approach or avoidance of the 

individual under scrutiny. Complete violation of an expectancy may result 

in positive affect if such violation were at the same time confirming the 

directionality of the concept(s) or motive. Verification of an expectancy, 

on the other hand, . . . will result in negative affect if such corroboration is 

in contradistinction to a striving or goal orientation of the individual. (p. 

56) 

As an example of how the above statement might apply in relation to 

expectations and preferences about counselling, we might consider a 

hypothetical case where the client has an expectation (what s/he thought, or 

heard, counselling would be like) that all counsellors are non-directive, but 

hopes to receive specific direction as to how to deal with a problem. S/he had 

thus approached counselling with some skepticism, only to find that the 

counsellor favoured a more directive therapeutic approach. The ciient's 

expectations would not h a w  been confimed, but s/'he would more likely be 

pleasantly surprised, rather than disappointed, to find that her preference for 

ctirectiveness was satisfied. If, on the other hand, the client's expectations 

were confirmed, the client's initial reaction is more likely to be negative 



because her/'his preferences were not satisfied. Ln this latter case, 

confirmation (or 'verification') of expectations could presumably result in a 

range of client reactions, from initial frustration and resistance, to premature 

termination. In neither case could the client's emotional reaction be predicted 

without knowledge of herlhis preferences. It would seem that a disconfirmed 

preference would have greater, and possibly more predictable, consequences 

than a disconfirrned expectation ("refutation or violation of goal directionality 

tends to be accompanied by negative affect," Harvey, Hunt, and Schroeder, 

1961, p. 55). The same point has been made by Duckro et al. (1979). 

Much of the inirizl expaations research, of course, was based on the 

assumption that expectations may negatively predispose many individuals to 

enter counselling in the first place, so the opportunity does not arise for these 

individuals to have their expectations confirmed or disconfirmed. If it were, in 

fact, the case that negative expectations are the deciding factor for those who 

avoid caunsetling, one would expect that those who do enter counselling must 

have somewhat different (more positive?) expectations. However, comparisons 

of clien t!noncfien t expectations have produced mixed results: Two of the 

three studies (Hardin & Subich, 1983; and Johnson, 1990) found no differences 

between the expectations of clients and those of nonclients. Thus, it does not 

necessarily seem to be the case that there is something about nonclient 

expectations M;hich increases their reluctance to enter counselling. In fact, 

quditative data from the present study suggest that there ai-e other reasons 

why most students do not enter counselling. 

ft may -be thafi much of the expectations research has beet1 missing an 

important element. If there is validity to Harvey, Hunt, and Schroeder's (1961) 

statement about the link bentwen "expectancy" and "directionality", and if it is 



true (as Grantham and Gordon, 1Z86, contend) that preferences have to do with 

affect and idealism, then it would seem that expectations cannot be considered 

in isolation. Rather, expectations and preferences rrmy be intertwined in such 

a way that knowledge of an individual's expectations has little predictive 

power without corresponding knowledge of the affect (preferences). 

Findings fro,m the Expectations Data. 

There were two notable findings from the expectations data: (a) There 

were no MER level differences on the EAC-B scales, even at the extremes of the 

developmental spectrum, where some differences were predicted; and (b) TIB 

stage differences in expeerations were related to Stage One individuals who had 

greater expectations that the counsellor would be confrontative, encouraging, 

and self-disclosing. 

The failure to find MER level differences is somewhat surprising, 

considering that Tinsley and Harris (1976) did find college class (educational 

level f differences.lG A doctoral study by Johnson, 1990 (cited by Tinsley, 1992) 

also suggested that EAC-B scores differ as a function of education level, but not 

of age. Because MER level is related to education level, one would expect a 

similar relationship between MER level and expectations. The differences 

between the present study and Tinsley and Harris's (1976) may be attributable 

to the age of the sample groups used in the two studies. Tinsley and Harris 

restricted their analysis to the responses of a traditional age college 

population (22  years and younger), whereas there were no age restrictions in 

IG~i;;s!ey and Harris (1976) also fcund sex differences in expectations: females had a 
greater expectation of acceptance, and males of directiveness. A bWNOVX4 performed 
on the present data fwi& sex as the independent variable) also indicated there were 
sex differences in e-xpectations. Follow up ANOVAs indicated h a t  males had a greater 
e'ipet'mtion of Dirwtiveness, Self  Disclosure, and Tolerance, while females were more 
optimistic of a beneficial Outcome. 
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the present study. (Tinsley and Harris did observe that there were differences 

between the evpectations of the younger group and of those 23 years and 

o1der.j It may be then, that educational differences in expectations are 

attenuated when a wider age range is considered. However, it may also be the 

case that intellectualiepistemological development (as measured by the MER) 

is really not a good predictor of expectations about counselling. 

TIB Stage One participants had a greater expectation of counsellor 

Confrontation than did those at Stage Two, and a greater expectation of 

counsellor Self Disclosure and Nurturance than did those at any other stage. 

These differences are somewhat puzzling, as they were not predicted. Harvey, 

Hunt, and Schroeder (1960) stated that "not all events are of behavioral 

relevance to the individual at any given moment" ( p. 52). It may be that these 

three scales represent the most salient factors when Stage One individuals 

conceptualize the counsellor as authority figure. It may be that in their 

conceptualization, the counsellor is seen almost like a supportive friend who 

will point out where and when one is going wrong. However, it seems equally 

possible, if not more likely, that for these same individuals, such counsellor 

attitudes and characteristics as Directiveness and Expertise would also be 

salient. (Expectations on these latter two scales were higher for Stage One 

participants, but the differences were not significant.) 

Of the two studies located which were concerned with developmental 

differences on tkie EAC-B, one (Craig & Hennessy, 1989) found multivariate, but 

no univariate conceptual stage differences on the EAC-B scales. However, they 

did fmd, through discriminant function analysis, that a function concerned 

with counsellor Empathy, Directiveness, and Attractiveness maximally 

separated Stage One from Stage Three and Four clients. In the other study, 



Tinsley, Hinton, Holt, and Tinsley (1990) reported that among the 11 EAC-B 

scales which were associated with increased psychosocial maturity were 

Confrontation, Nurturance, Self Disclosure, and Expertise. No mention was 

made of the actual scores of those at lower levels of development, but Tinsley et 

al. did report that those who were less mature were "more skeptical" 

(presumably had lower expectations) that facilitative conditions would exist in 

counselling. One of the four factors found by Tinsley, Workman, and Kass 

(1980) in their factor analysis of the original EAC was labelled Facilitative 

Conditions. This factor was found to include the following scales Acceptance, 

Confrontation, Genuineness, Trustworthiness, Tolerance, and Concreteness. 

The differences between the present Stage One findings and those of Tinsley et 

al. (1990) may be partially due to the instrument used by Tinsley et al. Instead 

of using the items of the SDTI-2 which have to do with the developmental task 

of "Developing Mature Interpersonal Relationships" (which seems more likely 

in its content - ability to work with those of diverse backgrounds and beliefs, 

etc. - to be an approximate measure of social-cognitive functioning, and thus 

to be more similar to the TIB), Tinsley et al. (1990) used items relating to 

"Developing Purpose" (which has to do with appropriate educational plans and 

mature career and lifestyle plans). 

Preferences Data 

MER level differences were in the predicted direction for some of the 

EX-B scales, with those at level one showing a greater preference for 

counsellor Directiveness than those at level five. Such a difference i 

consistent with the Perry Scheme which states that dualistic thinkers have a 

greater need for structure and a greater reliance on authority. Of some 

interest as well were the differences between level two and higher level 



individuals on both the Directiveness and Expertise scales. Level two 

individuals were those whose thinking was mainly in transition to level three, 

but who still showed evideme of dualistic thought. (It will also be remembered 

that 12 of those with Stage One scores also had scores that fell at level two.) 

Presumably, dualistic thinking was still predominant in their preferences on 

these scales, but in a somewhat different form than for the level one subjects. 

Perry proposes that at level two, individuals are beginning to categorize 

authority into legitimate and illegitimate authority, so expertise becomes 

especially important. At level one, authority is assumed with the title (of 

counselling psychologist) and the legitimacy of the person that carries that 

title is not questioged, 

As mentioned earlier, one of the few studies that considered preferences 

on the EAC-B is that of Tinsley and Benton (1978). Of the seven EAC-B scales 

they employed, students showed the greatest preference for counsellor 

Expertise = 5.9) and the lowest for Directiveness (&I = 3.5).l In the present 

study, the scores on the Directiveness scale were considerably higher than in 

the Tinsley and Benton study for both MER level one (x = 4.62) and TIB Stage 

One (M = 5.16). The differences between the two studies on this scale are 

especially noteworthy when one considers that (a) in the present study, 56% 

of the level one participants and 32% of the Stage One participants were older 

than 23 years; and (b) the maximum age of the sample in Tinsley and Benton 

was 22 years, and one would expect the need for directiveness to be higher 

among younger students- The difference in these two findings seems to 

lT  Tinsley and Benton did a breakdown by sex and college class which indicated that 
there were sex differences on Genuiness (males higher) and Directiveness (females 
higher) and sex x college class interactions on Genuineness, Trust, Outcome, and 
Vnders tanding (Empathy). 



emphasize the need to consider developmental variables when exa,mining 

preferences for counselling. A second, lesser consideration here might also be 

the need for caution in comparing results from different groups and eras (the 

cultural zeitgeist in 1978 might have been such that there was a general 

resistance to directiveness from any kind of authority). 

Differences in TIB stage preferences were mainly attributable to the 

preferences of Stage One individuals, which were consistent with the 

characteristics of Stage one as described by CST. The greater preference of 

Stage One participants for counsellor Empathy, Directiveness, and Expertise is 

somewhat similar to Craig and Hennessy's (1989) findings on the relationship 

between Stage One expectations and the discriminant function which was 

concerned with these same three scales. Craig and Hennessy stated that: "Stage 

I clients expected that the counsellor would be more intuitively understanding 

and prescriptive than did Stage 3 or 4 clients. Stage 1 clients had, 

interestingly, less of an expectation that they would like the counsellor as a 

person" (p. 405). It is interesting to note that in the present study, Stage One 

i~rdividuds also had higher scores (although minimally so) on the 

Atvactiveness scale (which is concerned with liking the counsellor) than did 

individuals at other stages. The results from the present preference data seem 

more closely to approximate Craig and Hennessy's findings than do the 

expectations results cited earlier. In light of this similarity, one wonders 

whether for Craig and Hennessy's clients (or perhaps in many studies where 

expectations only were examined) preferences were not somehow confused 

with expectations in subjects' minds, and therefore in their responses to the 

EAC-B- It should be mentioned, however, that Tinsley and Westcot ( 1990) found 
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that "items on the EAC-B stimulate cognitions about expectations as distinct 

from preferences and perceptions . . ." (p. 225) .  

Other predicted differences in preferences were not found. There were 

no MER level or TIB stage differences on Self Disclosure, Genuineness, 

Acceptance, or Kurturance. In fact, where it was predicted that those at the 

highest level of development would have a greater preference for counsellor 

self-disclosure and genuineness, there was a tendency (although not 

statistically significant) in the opposite direction. Both the Perry Scheme and 

CST postulate that those at higher levels of development are more likely to 

evaluate information from diverse sources, and to have a more objective view 

of authority as a source of information. It may be then, that those at higher 

levels of development are more likely to view the counsellor as a resource to 

whom they can turn and with whom they can work in a kind of partnership 

with a problem-solving focus, As a consequence of this view, they may be less 

likely to need the counsellor to fulfill a "friendship" role. This developmental 

view of the role of client and counsellor may relate to Tracy and Dundon's 

f 1989) finding of changes in role preferences over the course of counselling 

where for the client, audience and relationship roles become more important. 

Phase Two: Reactions to Videotape Demonstrations 

The results from Phase Two of the study were intended to serve as a test 

of whether, if developmental differences were observed on the pencil-and- 

paper WC-B, these differences would also be manifested after participants had 

k e n  exposed to demonstrations of counselling. There was a general 

expectation that those at lower levels of development would react more 

favourably to the more directive and structured approach (RET) than to the 

kss directive approach (PC), Of considerable importance here, and a factor to 



be considered in discussing the results frolm Phase Two, is the finding that, 

when developmental level is ignored, there was an overall preference for RET. 

Almost 40 years ago, Patterson ( 1958) commented on the general preference 

for counsellors who were more directive, and he speculated that this 

preference had to do with cultural learning. Other possible reasons for the 

general preference found in the present study are discussed later in this 

section under the heading, Some Methodological Limitations: Presenting 

Problem. 

Participants' reactions to the tapes were measured by their response 

ratings in four areas: (a) the similarity of each session to their own 

preferences, or idea of what they would like counselling to be like 

(hereinafter referred to as "similarity"), (b) the helpfulness of each session, 

ic) the session they would choose if they were to seek counselling (referred to 

below as "preferred session"), and (d) the degree of satisfaction they would 

feel with each session if they were the client. 

Findings Related to TIB 

Stage One participants gave significantly higher ratings to the RET 

session in all four categories. This finding is consistent with Conceptual 

Systems Theor).- (CST), and with what might be expected from Craig and 

Hennessy's (1989) results. However, when l-tests were performed on the 

differences between PC and RET mean ratings for other stages ( ~ l t h  alpha 

Ewe1 set a€ .O1 €0 control for Type 1 error), it was found that for some 

categories, differences also existed at other stages. For instance. %age Three 

participants also found RET to be significantly more helpful, t(69) = 2.72, E= 

-008, where CST might predict that with the greater relationship needs at Stage 

Three, PC would be viewed more favourably, Another seeming departure from 
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theory is the finding that Stage Four respondents indicated more satisfaction 

with RET, ~(54) = 2-87, Q= -006). 

More consistent with theory was the fact that there was a slight 

nonsignificant trend noted: positive ratings for RET (relative to PC) tended to 

decrease for Stages Two and Three for all categories, and for Similarity and 

Helpfulness ratings for Stage Four. In all cases, there was a greater 

discrepancy between RET and PC ratings at Stage One than there was at any 

other other stage. The mixed findings for Stage Four may be a reflection of 

Hunt's matching hypothesis (see p. 20 of Chapter 2) that ". . , high CL 

(conceptual level) learners profit more from low str-ucture, or in some cases 

are less affected by variations in structure." 

Findings Reiated to MER 

Similar differences to those mentioned above were also noted for MER 

level one ratings, that is. RET received higher ratings on the Similarity, 

Helpfulness, Preferred Session, and Satisfaction categories. However, the 

differences between PC and RET for level one individuals were not significant. 

This finding seems noteworthy, considering that there was an overall 

preferential bias towards RET andvway, and the Perry Scheme postulates the 

strong need for structure of dualistic thinkers. Even more puzzling is the fact 

that level two respondents did rate RET more favourably on all four categories, 

and level threes rated RET as being significantly more helpful. Perhaps level 

two individuals still show evidence of dualistic thought and this could account 

for their ratings, but such reasoning does not account for the nonsignificant 

frndings for level one. Overall, there were fewer consistent trends noted 

across MER levels than were observed for the TI% stages. Participants at 

transitional levels may have more of a need for structure than would be 



expected from theory. It could also be that some of the differences observed, 

both here and in the TIB stage analysis, are more a function of the general 

preference for RET, rather than a function of developmental difference. 

Some Qualitative Findings 

After participants had given the above ratings of the videotaped 

sessions, they were asked to comment further by writing about what they liked 

or disliked about each session ("What did you like most/least about each 

session?"), and why they gave the rating they did to question 16 ("If 

something was bothering you or if you were trying to make a decision about 

something, how likely would you be to discuss it with a counsellor?"), and 

question C on the Structure Scale ("How satisfied would you be with the amount 

of structure in each of the interviews which you have seen?"). It was hoped 

that their answers would give some insight into their perceptions of the 

sessions, and a better understanding of the quantitative data.l8 

After preliminary examination of the comments, likes and dislikes were 

categorized into five areas: Physical (comment made about the counsellor's 

voice, posture, facial exyression, etc.), Attitude/Affect (comment made about 

the impression the counsellor was making on the participant; e.g., "she seemed 

bored or enthusiastic, or uninvolved or distant"), Process (counsellor said or 

did something which enhanced or impeded or otherwise affected the session or 

the client's reaction), Listening /Expression (comment made about 

counsellor's listening skills and/or client's opportunity to express thoughts or 

feelings), and Solutioni"Guidance (cornsellor made suggestions, or gave some 

guidance as to how to deal with the problem). 

18 An explanation of the procedure for analyzing the qualitative data is given 
in Appendix N. 
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The most frequently liked aspect of the RET session was the fact that the 

counsellor offered guidance, direction, or specific ways of dealing with the 

problem: ("She gave the client some solutions," "She helped him come up with 

a plan of action."). This aspect was virtually never mentioned as a positive 

feature of the PC session. The most frequently mentioned dislike for RET had to 

do with the counsellor's attitude or affect (the words "aggressive," "arrogant," 

and "condescending" came up quite often.) There were, however, comments 

that indicated that the counsellor's attitude was being construed by others as 

being evidence of active involvement and expertise. Sometimes, even when 

the attitude or affect was seen as being negative, the RET rating was still 

higher than the PC rating. 

The most positively rated aspect of the PC session was in the 

Listening/Expression category: the counsellor's active listening was seen as a 

positive encouragement for the client to express him/herself, to explore their 

feelings or situation and to "get to the root of the probiem." The most disliked 

feature of the PC session was the perception that no guidance or direction was 

offered, so that it seemed to the participant "as if they were going around in 

circles." (One poetic description had it that "it was like talking to a soft wall.") 

Again, this critcism was often made even when the PC session was rated more 

highly than the RET session. 

If nothing else, the qualitative evaluations of the two sessions seem 

consistent with the stereotypical conceptions that non-professionals (and 

possibly even some professionals: see Weinrach, 1995) may have of the two 

approaches. The comments also indicate that, at least- in the perceptions of the 

participants, the RET and the PC sessions epitomize what Elliott (1985) and 

others have referred to as a task and an interpersonal orie~ltation 



respectively. The implications of this distinction will be discussed in the 

"Methodological limitations" section. 

Some developmental differences were observed. MER level four 

respondents made proportionally more negative comments about counseilor 

attitude/affect in the RET session, while level two respondents made 

proportionally fewer negative comments in this category. This finding may 

have little significance as it seems to have more to do with the individual (the 

counsellor) portraying the approach than with the approach itself. Tt is 

interesting, however, that differences occurred in this category for these two 

levels, although the Perry Scheme might predict the opposite - that level two 

individuals might prefer a more personal and friendly relationship, and so 

would be more sensitive to any evidence which confirmed or refuted this 

preference. Tt may also be the case, as is evident in results from Phase Three, 

that person perception is not as developed in level two, so this attitude/affect 

dimension is not as readily available to subjects at this level. Level four 

respondents made proportionally fewer, and level five respondents made 

proportionally more, comments about the fact that the counsellor was too 

directive and did not allow the client the freedom to arrive at his/her own 

conclusions. The level five finding seems consistent with theory; the level 

four finding does not. The only other notable MER level observation is that, for 

the PC session, level one respondents made fewer positive comments in the 

Listening/Expression category than would be expected. This finding seems to 

speak indirectly to the level one need for direction, except for the fact that 

level one participants made more than the expected number of positive 

comments in the same category for the RET session (although only 10 

responses in total fell within this category). There were no discernible MER 



level differences in the written comments on participants' satisfactjon 

ratings. 

Those TIB stage differences that were observed seem to confirm 

theoretical expectations. Of those who indicated a high likelihood that they 

would seek counselling, Stage Four respondents gave proportionally more 

reasons having to do with getting another viewpoint or perspective, while 

Stage Three reasons were more about getting advice or ideas, or simply having 

the opportunity to talk things over with a professional. In terms of reasons for 

not seeking counselling, there were actually very few negative or critical 

reasons given. However, of the 15 responses (in total) which might be 

construed as negative, 40% (6) of these were given by Stage Two respondents. 

One wonders if these responses are evidence of the Stage Two "negative 

independence." Finally, most respondents were able to give both positive and 

negative (likes and dislikes) comments about each session. Almost half (48%) 

of the Stage One respondents either did not complete, or were unable to make 

judgements about each session. (The percentages for Stages Two, Three, and 

Four were 36, 27, and 20, respectively, while the same percentages for MER 

levels one to five were 39, 32, 22, 21, and 30. ) This latter finding supports the 

description of Stage One individuals as having a tendency to think in 

absolutes, with perhaps less of an ability to see different sides of an issue. 

There were two TIB stage differences observed in the comments given to 

explain why participants gave their satisfaction ratings on the structure scale. 

TfB Stage Three respondents spontaneously mentioned the ListeniExpression 

category proportionally more often. This finding may explain why they gave a 

higher satisfaction rating to the PC session than did those at any other stage 

(see Table 5 -12). It also seems consistent with the described need of Stage 
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Threes to be understood and to focus more on interpersonal interaction. The 

only other stage difference found was at Stage Four, where respondents made 

proportionally more comments relating to the Solution/'Guidance category, a 

finding which does not seem consistent with CST. However, Stage Four 

respondents also mentioned more often the fact that both sessions offered 

aspects of both categories. Sometimes, the typical comment (not always 

restricted to Stage Fours) would reflect the fact that PC allowed the client to be 

heard and express himiherself, but that the RET session allowed client 

expression as well as direction, and was therefore preferred. As a final 

observation on the "satisfaction" comments, it often seemed to be the case that, 

even when participants indicated that they would be more satisfied with the 

RET session, they would comment that it was "too structured." Some commented 

that an approach that was halfway between the two would be about right, a 

comment that probably describes what would be more likely to happen in an 

actual counselling session, 

A few general observations about the qualitative data seem worthy of 

mention. Although it was not consistent across developmental levels, there was 

a quite remarkable range of (often opposite) reactions to the same session. As 

an exarnple, one participant (Stage One, level two) was very enthused about the 

RET approach and commented on how he liked the "aggressive" approach 

where "she attacked the problem to fix it," while another at the same stage and 

level said "she offered no real solutions." A Stage Three (level two) participant 

said that RET had "no concrete solutions" and someone at  Stage Two (level two) 

said "she was kind of vague." Another comment about the PC session: Stage 

Four (level three): "I wouldn't send my worst enemy to her." A Stage Four 
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/level four ) comment to the same session: "This approach would allow me to 

figure out my own problems. This would be very important to me." 

Most of these participants do not seem to be potential clients (although 

14% of them said that they would seek counselling if the problem was "more 

serious"), but their reactions may not be so different from those who do seek 

counselling. The range of reactions *ay serve as a reminder of the range of 

perceptions and needs that may be brought to a counselling situation and of 

the number of factors (other than developmental) that probably affect these 

perceptions and preferences. 

Tinsley and 3enton ( 1978) speculated that "many potential clients may 

never seek counselling because of their low expectation that they will be 

helped" and that 'most potential clients probably have friends, parents, or 

acquaintances that they can be relatively certain wi:l be genuine, accepting 

arid trustworthy" (p. 542). This latter statement was confirmed in a later study 

(Parharn & Tinsley. 1980). Qualitatitre data from the present study call into 

doubt the validity of Tinsley and Benton's former statement, and offer further 

confirmation of their latter statement, It has already been reported that only 

8% of the participants gave negative comments (skepticism about competence, 

confidentiality, or reluctance to share with a stranger) in explaining why 

tbej- wouId be unlikely to seek counselling. In contrast, almost 60% of all 

participants felt that they would either be capable of solving their problems 

themselves, or that they had a support network of friends, family, or spouses 

on whom they could depend before they would turn to counseliing. This latter 

finding is also very sh&u to a finding of Tinsley, de St Aubin, and Brown 

(19821 that ". , . W% of subjects believe that they would deal with a personal 

concern themseives rather than see a professional counsellor" fp. 531). 



Conclusions from Phase Two 

In general, evidence from the Phase Two data is not strongly supportive 

of a consistent, predictable relationship between MER level and reactions to 

the two counselling approaches. There is more supportive evidence that TIB 

stage is related to a preference tor structure and direction, However, any real 

developmental differences ma>- be difficult to separate from the overall 

preference of all participants for the more directive approach, so these results 

should be interpreted with some caution. 

Phase Three: Reactions to Selected Counsellor Responses 

The resuits here are based on far fewer data than T had anticipated. 

There were ten potential counsellor responses to be classified and rated by the 

participants.l9 .As explained in Chapter 4, the data for only four responses 

were considered for analysis. This placed a serious limitation on the 

information to be obtained from the helpfulness data, as the four selected 

responses represented a narrow range in terms of structure and directiveness, 

when m y  intention was to provide extremes on this dimension. 

As a general observation. given the fact that expert observers were able 

to agree completely irr their classification of only fotlr of the counsellor 

responses (although 80% agreement ? m s  reached on four others), it seems 

quite remarkabie that almost one third (54 of 170) of these novice participants 

made "correct" classifications of all four of the counsellor responses. 

Perceptual Accuracy 

1; \..as reported in Chapter 2 that two studies (Le C a m ,  1969 and Wwlfe, 

1974) had investigated the relationship between conceptual level and accuracy 

I 9  Twelve counseltor responses in all were presented, but the first was a "test" 
response to make sure that participants understood the procedure, and the last was a 
metaphorical statement that was included to examine the (non-hypothesized) 
relationship betwven developmental level and responses to metaphor. 
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of person perception, using filmed excerpts. Wolfe found a relationship; 

LeCann did not. In the present study, those at higher MER levels or TIB stages 

were able to make more correct classifications of the four counsellor 

responses presented. The sample of behaviour is probably too small to draw 

very strong conclusions, but the evidence does seem to suggest that with 

increases in development, there is an increase in sensitivity to the nuances of 

the behaviour of another person. Again, it is interesting to note that MER level 

two had the lowest accuracy scores, not level one as would be expected. It is 

also interesting that perceptual accuracy scores were slightly more strongly 

related to MER level than to TIB stage. However, in terms of the actual 

percentages of participants who correctly identifed all four responses across 

levels or stages, the trend is more consistent for TIB stage. (The percentages 

from Stage one to Stage Four are: 20, 20, 23, and 45; for MER levels one to five 

the percentages are: 25,26,20.54, and 43). 

Helpfulness 

Those at lower levels of development found counsellor self-disclosure to 

be more helpful than did those at higher levels. Jn fact, MER level five gave 

self-disclosure the lowest helpfulness rating of any of the four responses. For 

>lER level, xhe greatest difference is at level two. Jt may be that, especially for 

lower MER levels, such a gesture on the part of the counsellor met the needs of 

these isldivuals to establish a more personal relationship with the counsellor, 

analogous to their preferred relationship with instructors. Self-disclosure is 

also the counsellor response that was correctly identified by 99% of all 

participants. There is some evidence (see Tables 4.14 and 4.15) that there is in 

general, a high correspondence between a response's ease of classifiability 

and its helpfulness rating; that is, across levels, the greater the number of 



participants able to correctly classify a response, the higher that response's 

helpfulness rating. In the study, participants were simply asked to indicate 

how helpful they would find a response, and were left to supply their own 

definition of helpfulness. It is possible, then, that helpfulness was confounded 

with ease of identification. 

Even with such a possible confound. however, this finding does not 

diminish the fact that there were also developmental differences which 

mirrored certain Phase One EAC-B findings reported earlier: TIB Stage One 

participants also had higher expectations for Self Disciosure, and those at the 

highest developmental levels had the lowest preference for Self Disclosure 

(although this difference was not significant). A study by VandeCreek and 

hgstadt f 1985), wjth a sample of 18-24 year old females, also found that 

subjects rated disclosing cou~~sellors more favourably than they did 

counsellors who did not self disclose, although developmental variables were 

not considered in their results- 

Differences in mean helpfulness ratings on some of the other 

counsellor responses are, while not significant, suggestive. For example, the 

level five rating for Information Giving was higher than any other rating for 

any other counsellor response. This finding may be related to the relativistic 

tendency to gather and use information from diverse sources when making 

decisions. As a final obsenration, of the four selected counsellor responses, 

Reflection was correctiy classified by the smallest number of participants, and 

generally received the lowest helpfulness ratings. However, the mean Stage 

Three rating was higher than that of any other stage. One wonders if this 

finding is related to the described needs of Stage Three individuals for 

relationship and understanding. 



Some General Conclusions and Implications 

The evidence from the present study provides some clarification of the 

relationship between the forms of development proposed by the Perry Scheme 

and CST, and as measured here by the MER and TIB, respectively. Whether the 

two instruments are measuring what they are purported to be measuring is 

not addressed here, but a significant correlational relationship was found 

between the two models. However, any predictions following from this 

relationship tend to be restricted to the upper extremes of the developmental 

spectrum. Thus, it is more likely that those classified as relativistic will also be 

functioning at Stage Four of social-cognitive development. The reverse 

relationship cannot be assumed, and it is this fact, as much as anything, that 

highlights the difference between the two models. Whether the Perry Scheme 

is, as Perry asserted, about intellectual development, or as Wilkinson(l989) 

suggests, about changes in the definition of knowledge, there are aspects of 

the scheme that go beyond social-cognitive development-. Therefore, it is not 

likely to be as good a predictor of counselling-related behaviour as more 

strictly social-cognitive measures would be. 

There is a clear difference between expectations and preferences in 

almost all of the areas covered on the EAC-B. This finding reinforces the 

contention of Duckro, Bed, and George (1979) that in any study of this kind, it 

is important to make a distinction between expectations (anticipations) and 

preferences. The present results also raise three issues: (a) whether (Tinsley 

and Westcot's 1990 conclusions notwithstanding) in previous studies uith the 

E4C-8, where the focus has been on expectations only, respondents have 

confused expectations with preferences; ( b) whether the distinction has 

practical implications, either for the potential client's initial decision to seek 



counselling, or for a client's tendency to remain in counselling. Tinsley and 

Benton ! 1978) suggested that dients may not enter counsefling because their 

preferences exceed their expectations. However, qualitative data from the 

present study suggest that such a conclusion is not necessarily warranted. In 

any case, Heppner and Heesacker ! f 983) hypothesized that "specific clients' 

expectations of counselling are based on minimal information, or are not well 

founded and subsequently easily af tered when clients acquire actual 

counselling exper i en~e . "~~  No  mention is made of preferences in the 

following two studies, but their results do further clarify the role of 

expectations in the counselling process. Hardin, Subich, and Holvey (1988) 

found that precounselling expectatjons were not related to premature 

termination of the counselling relationship. Finally, Tinsley, Bowman, and 

Barich (1993) found that unrealistically high expectations may have a 

detrimental or facilitative effect on counselling, depending on the area of 

expectation. A third issue, which may be critical in considering any of the 

expectations research, is the possibility that expectations and preferences are 

linked in such a way that it is really preferences which give any behavioural 

impetus to expectations. Therefore. expectations should not be considered in 

isolation from preferences. 

Precounselling expectations and preferences, preference for different 

therapeutic approaches, accuracy of perception of counselling behaviour, and 

helpfulness of certain counsellor responses were all related to level of 

cognitive development. In most cases, the TIB was a more consistent, powerful 

2 0 ~ n  e,uample of this phenomen came from one of the younger participants in 
rhe present study, who commented after viewing the tapes: "It never crossed 
my mind that a counseitor would have so much understanding when it comes 
to school and teenage problems. Usually, they are thought to be social workers 
trained to help alcoholics and abusers." 
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predictor of this relationship; it seems likely that counselling is more 

criterion relevant to what is being measured by the TIB. The relationship 

between PVER and the above counselling variables was more tenuous, but 

where differences in performance between MER levels were found, they 

tended to parallel the TIB findings. Because it seemed that structure 01- 

directiveness was a more theoretically relevant dimension on which to test 

developmental differences, it was a major environmental variable in Phase 

Two of the study. There seems to be a relationship between level of 

development and preference for directive counselling approaches, but given 

the findings of Tracey and Dundon (1989) on the changing of role 

anticipations and preferences over the course of counselling, this 

relationship may have most relevance for the initial stages of counselling. 

The developmental differences found were over and above any 

differences which might be attributable to age, education, and gender, These 

findings, together with those of Craig and Hennessy (1988) and Tinsley et al. 

(1990) indicate that rlognitive development as measured by the MER does have 

some relevance for counselling expectations and preferences, but there are a 

few caveats: (a! it seems that in this area, MER may be a less useful measure 

than the TIB; (b) predictions may be made with more confidence about the 

needs of those at the lower levels of development; and (c) it is probably 

unrealistic to expect a direct one-to-one correspondence between 

developmental level arid behaviour; at most, there will be tendencies. It is the 

case that as development proceeds, there is an increase in the repertoire of 

possible responses available to the individual. Thus, the behaviour of those at 

both the transition and higher levels will likely be more unpredictable. In 

addition, although this study has attempted to consider the most relevant 



variables which 

other variables 

17 1 

might affect the presenr results, there will be a myriad of 

which influence behaviour. 

Some Methodological Limitations 

There were certain procedural and design shortcomings which may 

have had an effect on the results of this study. Some of these should be taken 

into consideration in carrying out future research in this area; others may be 

inherent in any smdy in which developmental level is a variable, 

Administration of the EAC-B 

In the present stud>-, participants were asked to indicate both their 

expectations and preferences as they responded to each item of the EAC-R. This 

requirement may have set up an expectancy that their preference rating 

should be different from their expectation. Thus, the distinct differences 

found may be inflated by a procedure which forced them to respond to both 

expectations and preferences at the same time. Any such response set might 

have been avoided by having pwtlcipanrs complete the FAC-3 twice, once to 

indicate expectations and once to record preferences, with adequate time 

between administrations t o  ensure that recall of previous choices was not a 

confounding factor. 

Reliabilitv of the EAC-B 

It was reported in Chapter 4 that, in the present study, the reliability 

estimates on the EAC-R scales ranged from -5.1 to 3 2  (median = -73) for 

expectations, and from 50  to -78 (median = .64) for preferences. These are 

lower than the range (-69 to -82) and median (.77) reported in the EAC-B 

manual by Tinsley f 1982)- It should be mentioned that, of the 14 published 

studies which used the W.C-3, only two (Tinsley, Workman, and Kass, 1989; and 

TinsIey, Hinson, Holt, Tinsley, 1990) reported internal consistency 
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coefficients from the actual sample studied; all others reported previously 

found reliabilities from Tinsley (1982) or Tinsley et al. ( 1980). It is impossible 

to say, then, whether acceptable reliability levels were attained in much of the 

earlier EAC-B research. 

Nevertheless, the fact remains that in the present study, internal 

consistency coefficierts for EAC-R preferences were lower than would be 

considered desirable. The usud effect of a lower reliability is to attenuate the 

relationship between measures, and this may have been the case here. It & 

interesting to note that even with a possible attenuation, significant effects 

were found on two "preference" subscales (Empathy and Expertise) on which 

the reliability estimates were somewhat lower than those reported by Tinsley 

(1982). One muR conclude however, that because of measurement error, these 

findings must be treated with caution. 

Presen  tin^ Problem 

As mentioned ti Chapter 2, studies by Hardin and Yanico ( t 983 j and 

Subich and Coursol ! 1985) suggested that problem type was not a major factor 

in determining expectations about counselling. It seemed however, that 

controlling for problem tlpe could be an issue in Phase Two of the present 

study, when participants viewed the videotaped sessions. 1 attempted to write a 

script (PC) that suggested that, even for such a "mundane" problem as 

procrastination, there might be underlying issues that should be explored 

(and thus that there could be acivantages to using either approach). A number 

of participants commented that the exploratory nature of the PC session 

allowed the ciient to "get to the root of the problem," so it was evident that the 

point was taken by at least some of the participants. However, it is possible that 

the general overall preference for RET was at least partially related to 



participants' perceptions that because of its greater task orientation, RET was 

better suited for dealing with the problem of procrastination. A study by 

Martin, Martin, and Slemon (3987)  offers support for the differential 

orientation of the two approaches. They found that, when counsellors and 

clients were asked to recall "good moments" from counselling sessions, the 

"data confirmed a strong affective focus in the person-centered dyads, and a 

strong cognitive focus in the rational-emotive dyads" (p. 258). (However, in 

the Martin et al. study, the transparency of the "more explicitly cognitive and 

instructional character of rational-emotive counselling" (p. 258) was 

negatively associated with clients' ratings of counselling effectiveness.) In 

the present study, only one participant explicitly stated in her written 

comments that the Person Centred approach might be more appropriate f ~ r  

problems of a more 'personal" nature, but such thinking might have been a 

factor in the ratings of other participants as well. 

A possible correction to avoid this source of bias would be to cross 

problem type with counselling approach. Ihfortunately, in the present study 

there were practical constraints, most notably the time demands (about three 

hours) already made on participants, which precluded the use of such a 

procedure. 

The Videotaped Sessions 

Weinrach (1995) reported Albert Ellis's criticism that "REBT outcome 

strrOies have !iw&ed  heir f'us primarily to the cognithe restructuring 

aspects of REBT, as opposed to the combination of cognitive, emotional and 

behavioral aspects of REBT" (p. 298) (my underline). A similar criticism could 

be made about the version of RET portrayed in the present study (even though 

the RET script used was rated fairly highly for accuracy of portrayal by 



practicing psyckologists) . Participants' comments confirm that, for some, the 

lack of attention given to emotional expression in the RET session was a 

negative factor. A greater focus on emotional aspects might have resulted in 

still higher ratings for RET, even among those who rated the PC session more 

favourably. 

A second feature of the RET session should also be mentioned. In the 

original RET script, in an attempt to add a greater degree of versirnilitude, a 

counselior interruption of the client was deliberately written in and filmed. 

When it was pointed out that this interruption could negatively affect the 

viewer's perception of RET. an attempt was made to edit out the interruption 

from the videotaped session. It seemed in the pilot study that the editing had 

been done reasonably successfully. However, in the actual study, 12 

participants commented on the interruption in their written comments. 

Although five of these participants still gave higher ratings to the RET 

session, the potentially negative perception may have contributed to the 

overall pattern of PC/ RET ratings. 

A third feature has to do with the fact that the tapes were scripted and 

acted. This seemed not to be a major factor for some participants, as some even 

asked after the viewing, whether the counsellor and client were acting. Most, 

however, seemed aware that they were watching a scripted demonstration and 

this knowledge may have affected their reactions to the sessions. 

R a w e  of Develo~mental Differences 

One of the design criteria cited by Stoppard and Miller (1985) as being 

Important for an adequate test of the matching hypothesis was "adequacy of 

range and separation of subjects on CL" (p. G 2 ) .  In the present study, 

considerable effort was made to ensure that there was an adequate number of 



participants at the extreme positions on the developmental spectrum. 

Soliciting adequate numbers in these positions proved more difficult than 

anticipated. Consequently, there are far fewer numbers at the lowest and 

highest MER levels (in spite of the fact that the final sample included 67 

students with 30 or fewer credits, 29 with a bachelor's degree and 20 in 

master's or doctoral programs), while most were at the transition levels. 

Because of the smaller numbers at the extreme MER positions, I had to adopt 

the categorizing system discussed earlier, which meantL that no level contained 

purely dualistic or relativistic thinkers. It may be that there are no "pure" 

types in reality, but if a greater separation of levels had been achieved, the 

rela+,ionship between MER level and the dependent variables could probably 

have been more adequately tested. 

Perhaps a useful modification for any future studies is to extend data 

collection so that the sample includes other groups, either high school 

students or those adults who have not attended a postsecondary institution, or 

even highly educated non-students. Such an undertaking would, of course, 

present its own difficulties, 

Future Directions 

In terms of the present study, some methodological changes - separation 

in time of the gathering of expectations and preferences data, varying 

problem type, increasing the numbers of participants at the extreme 

developmental positions - have been suggested. Such changes may have the 

effect of further clarifying the usefulness of the Perry Scheme in counselling 

theory and practice. There may, however, be other research directions which 

would 4 ield different kinds of knowledge. 



I reported that only four counsellor responses were used in analyzing 

the helpfulness data in Phase Three. It would perhaps have been useful to 

analyze the data from all counsellor responses to see if there were other 

dimensions of counsellor response which are associated with level of 

development, The latter procedure was not followed in the present study 

because I was primarily interested in examining responses to the 

directiveness-nondirectiveness dimension, and classification of counsellor 

responses was initially from the viewpoint of expert observers. A more 

phenomemological approach (Elliott, 1979) would have allowed for the 

determination of counsellor intention from the viewpoint of th? client (or in 

this case. the participant). This approach might ultimately have been more 

profitable for, as Elliott (1982) pointed out: "helper behaviors were generally 

only moderately successful in predicting client perceptions of helper 

intentions" (p. 292). 

It might, then, be more informative to consider all counsellor responses 

from the participant" viewpoint, then to assign degree of structure to the 

participant's classification of the counsellor response, and to ask the 

participant why he/she found the response to be helpful. Or additionally, 

following the later procedure of Elliott, Barker, Caskey, and Pistrang (1982), 

the participant could be asked if the counsellor response would have been a 

help or a hindrance. 

In the present study, interesting information was gained from the 

qualitative data. 4 more detailed understanding of the relationship between 

deveIopmental level and students' views of counselling might be gained by a 

smaller qualitative study. Such a study could employ both the EAC-B and 

follow-up interviews to explore students' conceptions of counselling, its 
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perceived purpose, and the role of client a ~ ~ d  counsellor in the counselling 

process. 

There may be other aspects of counselling to which application of the 

Perry Scheme is better suited. Pollock ! 1984) found a relationship between 

intellectual development scores (measured on an instrument other than the 

XERj and attitudes towards educational counselling. Welfel 4 1982) suggested 

that the Reflective Judgement model (which is partially based on the work of 

Perry, but also draws from CST) may have implications for career counselling. 

Indeed, it does seem that career ~~unselling is an area of counselling that calls 

on clients to make use, in a more explicit way, of information about the self 

and the external world, and where clients often feel (at lower levels of 

development) that there are definite and clearcut answers abouc career 

choice. In career counselling especially, the counsellor {or a computer 

printout) may be construed as the authority who tells one what to do or be. It 

seems then, that the career area mighi be a more criterion relevant field of 

counselling for future tests of the Perry Scheme. 

The present study attempted to go beyond previous studies of 

expectations about counselling, where only the pencil-and-paper EAC-B was 

used, to examine how developmental differences are manifested in 

participants' reactions to demonstrations of counselling approaches. In this 

sense, this study was a closer appro-ximation to reality, but it was still an 

analogue study. Ideally, one would want to know how dev~lopmental 

differences "play out" over the course of an actual counselling relationship, 

including thejr effects on such aspects as the establishment of a working 

alliance, the helpfulness of specific counsellor interventions, the changing of 

conceptions of the role of the counselfor and client, and the duration and 



outcome of the counselling relationship. Such research would be more 

difficult to design and carry out, but might yield more practical knowledge. 

Concluding Remarks 

The results of the present study ha-c7e some theoretical significance in 

that a relationship between intellectual development and some aspects of 

counselling-related behaviour has been demonstrated. There has also been a 

re-confirmation of the relevance of Conceptual Systems Theory for 

counselling practice. The relevance of the Perry Scheme is less certain. 

In the past, a number of speculative claims have been made as to how 

knowledge of students' positions on the Perry Scheme could guide 

postsecondary counsellors in their work. The results of the present study 

suggest that, contrary to conventional wisdom, the Scheme has less utility 

than expected in predicting the counselling preferences of students. As 

mentioned in Chapter 2, the Scheme has proved valuable in predicting how 

students at different developmental levels will deal with the tasks of post- 

secondary education, and respond to different methods of instruction. 

Application of the Perry Scheme, then, may be most appropriately limited to 

the design and implementation of instructional approaches which provide 

those conditions - of challenge and support - which enhance intellectual 

development. There are other developmental models which are more useful for 

counselling. 

As a comment on the general relevance of models of development, it 

may be important to make a distinctim between a client's pre-counselling 

bevebpmental level (as i4as measured in the present study) and the level 

demonstrated by the same client's a-counselling behaviour. Ivey's work 

(1986, 1991) clearly is concerned with the latter. It may, for instance, be the 



case that, as Ivey has postulated, (a] in times of stress or crisis (which is 

usually the point at which a client makes hidher initial counselling contact), 

clients regress to the Piagetian pre-operational or sensori-motor stage, or to 

the elemental level of self knowledge described by Weinstein and Alschuler 

( 1985), and (b) counsellors and tfierapists can be trained rather easily to make 

an in-session "developmental assessment" during the initial interview, and to 

adapt their therapeutic style to fit the client's functioning level. In fact, most 

experienced counsellors probably intuitively make such shifts. 

However, it will probably also be the case that the length of time a 

client stays at the level of elemental thought will depend largely on that 

client's pre-morbid level of development. In other words, if clients have 

already reached more complex levels of development, then regression to more 

concrete levels is likely to be temporary and brief. In such a case, the 

counsellor will probabll be able to move more quickly to therapeutic 

approaches which are more appropriate to more complex patterns of thought 

and behaviour. If. on the other hand, the client typically functions at a more 

concrete level in many areas, the counsellor's task will be to move more slowly 

and to use more concrete approaches. 

finally, the role of the counselLor must be considered. It seems 

important that, especially in the initial t tages of counselling, the counsellor 

be aware of the client's developmental level, and the needs for structure of 

those at more concrete levels. The counsellor must decide whether, and to what 

extent, this need for structure will be met, or ever, if meeting the need is in 

the best long term interests of the client. As Miller ( 1978) commented, ". . . the 

kind of environment that students prefer may not be optimal for them" (p. 

119). A major goal of counselling is to effect change, to help clients identify 



and avoid nonproductive patterns of thought and behaviour, to gain new 

perspectives, and to learn and apply new behaviours. The counsellor is 

unlikely to foster this kind of development by simply matching the client's 

developmental level. 

The tasks for the counsellor, then, are those of assessing client 

developmental level and needs, and pro-riding an optimal amount of structure, 

while a t  the same time choosing therapeutic interventions which will be 

sufficiently challenging to stimulate and enhance client growth. Further, 

these tasks are to be accomplished within the constantly shifting dynamic of 

the interview. A number of writers, most notably h e y  ( 1 986, I 99 1 ), and 

Howard, Nance, and Myers (1986) have suggested how these tasks might be 

approached. It will be evident that the cognitive demands placed on the 

counsellor are such that these tasks are only likely to be successfully 

accomplished by those counsellors who are themselves capable of functioning 

at  a high level of cognitive complexity. 

Finally, a note of caution. The practical aspect of the findings of the 

present study may be in alerting counsellors to the importance of giving 

explicit consideration to a client's developmental level. Awareness of the 

developmental spectrum (and an individual's position on it) may aid in our 

understanding of how that individual makes sense of the world, and may shed 

some light on how counselling might best proceed. kVe should, however, be 

mindful of Kegan's (1982) statement about the possible shortcomings of 

deliberate developmental interventions. 

The greatest limit to the present model of developmental intervention is 

that it ends up being an address to a stage rather than a person, an 

address to made meanings rather than meaning-making. . . . The stages, 



even at  their very best, are only indicators of development. To orient 

around the indicators of development is to risk losing the person 

developing, a risk at  no time more unacceptzble than when we are 

accompanying persons in transition, persons who may themselves feel 

they are losing the person developing. (p. 277) 

Knowledge of the individual's developmental level may be only the beginning. 

not the endpoint, ir? understanding the individual. 
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APPENDIX A 

This reproduction of the Measure of Epistemological Reflection ha s  been 

reduced by 23%. The  actual size of pages in the original instrument is  8 1 / 2  b y  

1 l inches. 

MEASURE OF EPISTEMOLOGICAL REFLECTION 

r I N ~ ~ ~ ~ C ~ ~ O N S :  The quesnonnaire that follows has ro do with your perspective on lcarning in' 
college. Each of the questions on the following pages asks for your opinion or choice on a givcq 
subjec~ and rhe REASONS why you have that particular perspective or opinion. We arc intncstcd 

fin Gndersranding your perspec&e as fully as possible. Please give as much deraiI as you can to 
describe how you feel zbout each quesnon. Feel free to use the backs of pages if you nccd more 
space. Thank you! 

PLEASE WRITE YOUR RESPONSES IN INK 

NAME: - 
AGE: 

-------------------.-- 

SEX: (circle one) MALE FEMALE 

COLLEGE MAJOR: 

FATHER'S JOB: 

MOTHER'S JOB: - ---------- 

TODAY'S DATE: 

CLASS RANK: (circle one) Freshran 
Sophomore 
Junior 
Senior 
E r g  year masers 
Second year masters 
Doctoral Student 
Ph-D. 
Other - 

@ Baxter MagoIda & Porterfield Code# 
1982,1985 (for office use only) 

Use Requires Written Permission 



THZNEC ABOUT THE LAST TIME YOU HAD TO MAKE A MAJOR DECISION ABOUT 
YOUR EDUCATION IN WHI-CH YOU HAD A NLTMBER OF ALTERNATIVES (E,CJ,, 
WHICH COLLEGE TO ATTEND. COLLEGE MAJOR, CAREER CHOICE, ETC.). WHAT 
WAS THE NATURE OF TKE DECISION? 

WHAT ALTERNATNES WEfCE AVAILABLE TO YOU? 

HOW DID YOU FEEL ABOUT THESE ALTERNATIVES? 

HOWDD YOU GO ABOUT CHOOSING FXOM THE ALTERNATIVES? 

WHAT THINGS WERE THE MOST IMPORTANT CONSIDERATIONS IN YOUR 
CHOICE? PLEASE GIVE DETAILS. 



DO YOU LEARN BEST IN CLASSES WHICH FOCUS ON FACTUAL INFORMAnON OR 
CLASSES W H T M  FOCLTS ON IDEAS .4ND CONCEPTS? 

- 

WHY DO YOU LEARN BEST IN THE TYPE OF CLASS YOU CHOSE ABOVE? 

WHAT DO YOU SEE AS THE ADVANTAGES OF THE CHOICE YOU MADE ABOVE? - . - .  

WHATDO YOU SEE AS THE DISADVANTAGES OF THE CHOICE YOU W E  ABOVE? 

IF YOU COULD GIVE ADVICE TO AhTONE ON HOW BEST TO SUCCEED IN COLLEGE 
COT.JR%WORK, WHAT KIND OF ADVICE WOULD YOU GIVE THEM? TALK ABOUT 
W H A T B  BELIEVE IS ?HE KEY TO DOING WEL-L IN COLLEGE COURSES. 



DURING THE COURSE OF YOUR STUDIES, YOU HAVE PROBAElLY HAD 
INSTRUCTORS WITH D I F E E N T  TEACHING h!lETHODS. AS YOU THIM: BACK TO 
INSTRUCTORS YOU HAVE HAD, DESCRIBE THE METHOD OF INSTRUCTION 
WHICH HAD THE MOST BENEFICIAL EFFECT ON YOU. 

WHAT MADE THAT TEACHING METHOD BENEFICIAL? PLEASE BE SPECmC AND 
USE EXAMPLES. 

WERE THERE ASPECTS OF THAT TEACHING METHOD UWM WERE NOT 
BENEFICIAL? IF SO, PLEASE TALK ABOUT SOME OF THE ASPECTS AND WHY THEY 
WERE NOT BENEFICIAL. 

WHAT ARE THE MOST WORTANT THINGS YOU LEARNED FROM THE 
INSTRUCTOR'S METHOD OF TEACHING? 

PLEASE DESCRIBE THE TYPE OF RELATIONSHIP WITN AN INSTRUCTOR THAT 
WOULJ) YOU TO LEARPU'BEST AND EXPLAIN WHY. 



DO YOU PREFER CLASSES IN WHICH THE STUDENTS DO A LOT OF TALICING, OR 
WHERE STUDENTS DONT TALK VERY MUCH? 

WHY DO YOU PREFER THE DEGREE OF STUDENT INVOLVEMENT/ PARTXCIPAnON 
THAT YOU CHOSE ABOVE? 

m T D O  YOU SEE AS THE ADVA3TAGES OF YOUR PREFEENCE ABOVE? 

W 4 T  DO YOU SEE AT THE DISADVkhTAGES OF YOUR PREFERENCE? 

WHAT TYPE OF ~ R A C Z l O N S  WOULD YOU LME TO SEE AMONG MEMBERS OF A 
(ZASS IN ORDER TO ENHANCE YOUR OWN LEARNING? 



SOME PEOPLE THINK THAT HARD WORK AND EFFORT WILL RESULT IN HIGH 
GRADES IN SCHOOL. OTHERS THRVK THAT HARD WORK AND EFFORT ARE NOT A 
BASIS FOR HIGH GRADES. WHICH OF THESE STATEMENTS IS MOST LIKE YOUR 
o w  OPINION? 

IDEALLY, WHATDO YOU THINK SHOULD BE USED AS A BASIS FOR EVALUATING 
YOUR WORK IN C O U G E  COURSES? 

WHO SHOULD BE INVOLVED TN THE EVALUATION YOU DESCRIBED ABOVE? 

PLEASE EXPLAIN WHY YOU THINK THE RESPONSE YOU SUGGESTED ABOVE IS 
?HE BEST WAY TO EVALUATE STUDENTS' WORK IN COLLEGE COURSES. 



SO- DIFFERENT INSTRUCTORS GIVE DIFFERENT EXPLANATIONS FOR 
HISTORICAL EVENTS 9R S C I E i C  PHENOMENA. WHEN TWO lhTSTRUCTORS 
EXPLATN THE SAME THING DIFEERENILY, CAN ONE BE MORE CORREm THAN 
?HEOTHER? 

WIIEN TWO EXPLANATIONS ARE GfVEN FOR ?HE SAME SITUATION, HOW WOULD 
YOU GO ABOUT DECIDING WHICH EXPLANATION TO BELIEVE? PLEASE GIVE 
DETAlLS AND EXAMPLES. 

CAN ONE EVER BE SURE OF WHICH EXPL4NAIlON TO BELIEVE? IF SO, HOW? 

IF ONE CANT BE SURE OF WHICH EXPLkVAT7ON TO BELIEVE WHY NOT? 
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THIS I BELIEVE TEST (TIB) FORM 

OPINION SURVEY (Form TIB - 74 

CONFIDENTIAL 

FOR RESEARCH PURPOSES ONLY 

COhTIDENTIAL 

D: A :  9%: 

(Copyright 1974 0 .J. Harvey) 



Directions: 

In the following pages, you will be asked to write your opinions about 

several topics. Sou will be timed on each topic at a pace that will make it 

necessary for you to work rapidly. 

Please write on the topics in the order of their appearance. Do not 

turn any of the pages until you are asked to. You will be given two 

minutes to respond to each topic. Once you have left a page please do 

not turn back to it. 

Please write at least TWO sentences. 

PLEASE DO NOT OPEN THIS BOOKLET UNTIL YOU ARE INSTRUCTED TO BEGIN. 

(Each of the statements below is then presented on a separate 5 1 /2  by 8 inch 

sheet of paper.) 

THIS I BELIEVE ABOUT. . . the Canadian way of life. 

. . . marriage 

. . . religion 

. . .people 

. . .deference to authority 

. . . deceit 

. . . friendship 

. . . ultimate 11-urfr 

. . . power to c o o ~ d  $he impi-ta.nt things in my fife. 
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Espectations ,bout Counselling (Form 8) 

Copyright 198 2 

Howard E.A. Tinsley 

Onij. the answer sheet for the EAC-B has been 

reproduced in this appendix. 

The full EAC-•’3 is available from the author: 

Howard E.A. Tinsley. Ph.D., ABVE 

Department of Psychology, Mailcode 6502 

Southern iliirmis I-niversity at Carbondale 

Carbonme, Illinois 62901 -6502 



EAC-B ANSWER SHEET 

1 2 
Not Slightly 
True True 

3 4 
Somewhat Fairly 

True True 

5 
Quite 
True 

v&-y Definitely 
True True 

- - 

PREFER QuESTION# EXPECT PREFER QUESTION# EXPECT 



EAC-B ANSWER SHEET 

1 2 3 4 
Not 

5 
Slightly 

6 7 
S ornewhat Fairly Quite Very Definitely 

True True True True True True True 

QUESTION# EXPECT PREFER QUESTION# EXPECT 

56. 

57. 

58. 

59. 

60. 

61. 

62. 

63. 

64. 

65. 

66. 

67. Credits 

68. Age 

69.Sex 

Counselling 

PREFER 

Yes 
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APPENDIX D 

PERSON CENTERED (PC) AND ILATION.4L EMOTWE THERAPY (RET) SCRIPTS 

(Counsellor responses used in Phase Three are underlined) 

PERSON-CENTERED SCRIPT 

( In this whole interchange, the client, who may be female or male, 20-25 

years old, is sitting with her/his back to the camera and the client's face is 

never shown. Only the therapist's face is shown.) 

T= Therapist 

C= Client 

TI: I don't really know sery much about you (client's name), so perhaps we 

could begin by having you fill me in on what brought you here today. 

( C 4  to C 6  statements are given almost spontaneously, in the 

Izlanmr c?f someone who has obviously been grappling with this 

for scme time, and wants to get it all out as soon as they can. C's 

tone 

Cf: 

T2: 

G2: 

is quite concerned but not to the point of agitation.) 

I just can't seem to study or get down to doing my assignments. I just keep 

putting things off. 

Perhaps you could tell me a bit more about what happens. 

After my classes, f'll go to the library or go home, and I'll say to myself: 

"OK, this time I'm really going to get down to this" - but instead . if I'm 

in the library, I 3  read magazines or wonder around the stacks looking 

at interesting books- Or if I'm home, I'll watch TV- even the soaps, 
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which I never watch otherwise- or I'll take the dog for a walk , or talk 

on the phone- an_vthing but what I'm supposed to be doing. 

T3: M-hm. . . How do you feel when you put off the schoolwork? 

C3: (Thinks a bit) Well . . . I start getting mad at myself and depressed, which 

makes it even harder to get going. It's really starting to bother me. 

T4: So things have got tc the point where it's really starting to concern you. 

It sounds like this is a pretty new and disturbing experience for you. 

C4: Well, it's always been a bit of a problem, but much more since I started 

here. My first term here, I passed all my courses, but a couple just 

barely, and I didn't do as well as I expected. The trouble was, I didn't 

know if I did so poorly because I didn't get down to it soon enough, or if 

the work was too hard for me, and I didn't have what it took. I mean - 

there seemed to be so many smarter people in my classes. Then I 

thought maybe it was because I was getting fed up with school, so I took 

a semester off. Now I'm back and it's happening again. 

T5: You're saying that you've been really trying to puzzle this through to 

come up with some possible explanations. Nothing's very clear yet, but 

now you're even starting to doubt your ability. And things seem to be 

getting worse for you. Is that about right? 

C5: Well, like I said, it was a bit of a problem in high school, but I still did OK 

there. Only the work wasn't nearly as hard in high school. Here it's a 

whole different thing. There seems to be no end to it- they just keep 

piling it on. There doesn't seem to be any time for any personal life- 

like it's really frustrating. I really like to go to movies, and it seems 

there's no time for that anymore, or even if I do go, I feel guilty 'cause 

I'm not working. Or I seem to have almost no time for friends. I get so 
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frustrated and pissed off became I see friends ~yh_o aren't in school a11d 

tllnxr iL CJ LC+11 r - ~  n L L + ~ S ~  nni zhemse!ves m d  I can't. Like the other night, I wanted to 

go see "JFK" cmd m e  of my friends cC&ed me rip said they were 

going, but 1 had to say no. Ther, I spent +&e rest of the night stewing 

about it. 

T6: You're saying Lht schoo!work seems ovenvhelrning at times, And on top 

of that, you're having to give up lots of other things that give yo:: 

pleasure. Then you s t a t  resenting the schoolwork. 

C6: Yep&, but ordy one of the problems. I quit a good job to come back 

to schoo! this ti,me, ?,id now I'm not even sure if I'm in &e fight 

program on top of that, everyone's expecting me to do well. . . And 

yet, I keep putGng off gett&g dotm to 'uvork. Then I fee! guilty about not 

T n,rking ,,-, sc I don't ex3en enjoy whatever else I'm doing instead of 

schoolwork. Then I start thinking: "What if I fail?", and get myself so 

worked up &at I cmlt d~ anything. The other day in Psych. class we 

were talking a b u t  formative experiences in childhood, and I'm 

wondering if it relates to solmething back then. Like, I remember back 

in elelmentay school .vvorqing for about a about a simple little 

assignment because I wasn't sure what the teacher wrmted. So I think 

&out stuff like Lht, then I tell myseE "Don't be crazy- a little thing 

like that can't mec- anything!" 

T7: (Cient's nane), I get this sense of an overwhelming confusion that you're 

experiencing right now. Having all that school-work to contend ~ 4 t h  is 

bad enough, and then added to it is your worry about not being able to 

get dotm t3 it. Then you're asking yourself: "Am I smart enough, am I in 

the right program, if I don't do as well as 1 think eveiyone expects 
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me to?" So there are all these things you're grappling with. And right 

now, nothing's making much sense. Is that right? 

C7: Yeah. (In a joking tone, but somewhat bitterly)- confusion's my middle 

name. . . And it's not just other people expzcting me to do well- Ifeel 

that I should be doing better. I mean, who wants to be a failure? 

T8: You fed that you're not living up to your own expectations either. 

Failure is a real possibility. 

C8: If I don't get something done pretty soon, it is. That's really the bottom 

line isn't it? (Long silence, while client thinks about it, then breaks 

out, rather forcefully): I KNOW I must be smart enough! Friends tell me 

I've got the ability, and when we have discussions in class, I can usually 

say something that sounds halfway intelligent. So, in my more objective 

moments, I can sometimes say to myself: "Come on, you're not stupid, you 

can get this done." (Pensively): But then I don't carry through, and I get 

on this downward spiral. 

T9: Let me see if I'm understanding you here. . . There's a part of you that 

feels pretty confident about your ability. But you have a hard time 

sustaining that f e e h a  when there's another part of you that's less 

confident and holds you back. 

C9: Yeah, it's like I'm at war with myself. Did you ever read Dr. Doolittle when 

you were a kid? There's a creature in there called a push-me pull-you, 

and its ends always want to go in different directions. That's like me, I'm 

always going back and forth about getting work done. Unfortunately, 

the no-work part always wins. 

T10: M-hrn. (Looks sympathetic and "accepting") 
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C10: (Exasperated) If I could just find some way to get things going. 

Sometimes I think: "OK, if I just make myself sit here until I do just one 

thing, that will get it all flowing." 

T11: I get this image of a stream that not dammed UP because one branch not 

stuck. Now you're looking for that one branch that you can pull out and 

that will get it all flowing again. 

C11: Yeah, that's a good description. Except I can't find that branch. I've tried 

everything. I say Ok, I'll reward myself for working, or punish myself 

for not working, or leave it and come back to it later. I talk to my friends 

about it and they say don't worry, it'll get better- but it hasn't. I feel like 

I'm going around in circles with it. 

T12: Nothing seems to work. I can feel how frustrated you are with it. I think I 

would be, anyone would be in that situation, 

C12: Well, that's the thing; I think other people must go through this, and how 

do they cope with it? There must be some things that will work. 

T13: M-hm. Other people do it, so it must be a matter of finding the right 

approach. 

C13: (Off on another track,as if she/he hasn't heard the therapist.) My friends 

say : "Stop psycho-analyzing yourself and looking for hidden reasons. 

Just do it." And I think they're probably right , I need to stay focussed 

on finding some ways to get myself going rather than digging into my 

psyche. I mean that may be important for people to understand 

themselves, but I don't have a lot of time right now. 

T14: So you feel a real sense of urgency, that right now what's most important 

is for you to fmd concrete ways to deal more effectively with 

procrastination,to get things done on time. 
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Well, considering that I'm already into the term, getting the schoolwork 

done has got to be a major goal. Except, as I said, I've run out of ideas. So 

I thought maybe talking with someone like you would help. I mean- you 

must see other people with problems like this , and and you must have 

some ideas about how to deal with it. 

You're wondering if 1'11 be able to help you with this. Well, I think it's a 

good first step that you've decided to come in and talk things over. As far 

as what I can do. . . my belief is that if you talk throuph the things that 

concern you. there's a ~ o o d  chance that you mav be able to discover for 

yourself some of the thinps you can do about the situation. And what I'd 

be able to say is these are some thin~s that have worked for other 

people, and they may or may not work for you. Then it would be up to 

you to decide if they're worth a try=: 

(A bit of a pause.) In other words, you're saying it's up to me and that 

there's no guarantee. (Somewhat discouraged) I guess I was hoping that 

there was a key somewhere, something that would get me going and 

help me put it all together. 

You feel discouraged because there doesn't seem to be an immediate 

answer to this problem. there doesn't seem to be any one thing that will 

give you the solution. 

Yeah. . . I don't want to give you the impression that I'm looking for easy 

answers. (Silence from the therapist) (Pause, then client smiles 

ruefully). . . Well, maybe I am- it would be nice if there was a foolproof 

way of dealing with it. I mean, intellectually, I kind of know that there 

2 l ~ h e  TI5 response contains verbatim commerrts from a transcript of a Carl 
Rogers counselling interview, and may be found in: Snyder, W.U. (Ed.) ( 1947). 
Casebook of non-directive counseling, (p. 13 8). Cambridge, Mass: Houghton 
Mifflin. 
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isn't any one solution that works for everyone. It's just that none of my 

solutions seem to be working, not even things that worked before. I 

can't figure out why that is. 

T17: There seems to be something different about this time. 

C17: Yeah, and I sure wish I knew what it was. . . . So, what do we do? Do we 

just talk about it or what? I is that the whole thing, you don't 

offer any kind of guidance to people? I get the point that I have to make 

the final decision about what to do, but (a bit exasperated) don't you do 

something else to help people? 

T18: I'm aware right now that you seem to be getting kind of exasperated and 

impatient, and you seem to be feeling somewhat frustrated because I'm 

not telling you what to do. 

C18: Well, it & frustrating to not seem to be getting anywhere. I know you 

can't tell me, but there must be some way out of this. 

T19: It's true that I won't be giving you a lot of solutions, except to help you 

work through to some solutions that make sense to you. . . .One thing we 

could do is spend the rest of our time today exploring the situation and 

then you could decide if this will be worthwhile for you. How does that 

sound? 

C19: (Somewhat mollified and calmer.) 1 guess that sounds reasonable. 

T20: Ok, I'm glad we've been able to reach some sort of understanding. The 

other thing we can try to do in our time together is to see if we can 

clarify both our understandings of what you're experiencing. For 

instance, you seem to be confused and puzzled about what's different 

this time, why the usual things aren't working. 
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C20: Well, like I said, I've always had a tendency to put things off a bit, maybe 

schoolwork more than other things. I mean, I don't want to give the 

impression that I'm the world's best about coming up with solutions, but 

I have eventually got around to doing some things. (Thinks a bit) But 

schoolwork has always been more of a problem than other things. I 

mean, it's not such a big deal if I put off writing to my parents, or if I 

don't work out for a couple of days. If I don't do those things, I know 

they're there at the back of my mind, and I think about them, but I don't 

really get so worked up about them. 

T21: So, looking back, you do see a bit of a pattern of putting things off. But 

you seem to be saying that one of the differences you notice is that you 

get more anxious about schoolwork. 

C2 1: Yeah, defmitely. 

T22: l'm not sure I completely understand what that anxiety is all about. Could 

you tell me a bit more about that? 

C22: I just put a lot more pressure on myself about schoolwork. I mean, I can 

feel myself tensing up as soon as we get an assignment in class. I know 

it's illogical, and I tell myselk "OK, just calm down now and think about 

this", but when the teacher says "Ok, have this done by next week" or 

whatever, then my mind starts racing. 

T23: So it's right at that point that your anxiety starts and in spite of your 

efforts to control it, you feel like it's getting out of control. 

C23: Yeah. . . I mean, I don't run screaming out of the room or anything. I'll 

fight it down, but it will kind of gnaw at me for the rest of the day, so I'll 

go around with this uneasy feeling, and I know it's connnected to that. 

Then it comes out stronger when I sit down in front of the books, so I 
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just want to push them away and go do something else. (Shudders a bit as 

if even thinking of it is distasteful.) 

M-hm. . . so your feeling of unease burdens you all day and gets in the 

way of your studying. 

Yeah, that's it, it's like a weight on my shoulders. 

And you seem to be saying that it's not the kind of thing, of feeling that 

gets you just a bit anxious, like a bit of tension that scares you just 

enough so that you get kind of fired up about working. It seems to be a 

iot bigger than that. Is that right? 

Yeah. . . Well I know I'm really blowing it out of all proportion, but it's 

like this anxious feeling just kind of paralyzes me. 

M-hrn. . . I'm still trying to understand what this feeling is like for you. 

Let me see if this is it: I used to have this fear of speaking in public, and 

I'd get so tight that it would almost paralyze me. Is that how it is for you? 

(Thinks). . . I know what you mean about the public speaking kind of 

thing. It's a bit like that. . . but . . . (thinks some more). . . actually, when 

I think about it, it's only sometimes like that- it kind of depends on what 

I'm being asked to do- it kind of gets all mixed up but sometimes the 

feeling is more intense than other times. 

So you're saying that that feeling, your level of anxiety goes up or down 

depending on. . . ? 

(Still considering) Well. . . I think it's more like. . . if the assignment is 

just to read a certain number of pages or a chapter of a book or 

whatever, then there's still extra stuff to worry about, but I can 

sometimes make myself get down to that. That somehow seems a bit more 

manageable. . . It's a lot worse when I'm assimed an essav or a renort. 



Then I start thinking: "What if I don't do a good job?" or "What if I PASS 

the point completely?" Then I convince myself that I'm going to screw 

UP. 

T28: 34-hm. . . So it sounds like that in both these cases, you have this feeling 

of being overwhelmed, but you've been successful in getting yourself 

going at least some of the time, more for reading assignments. 

C28: Uh-huh. 

T29: But when you yourself have to produce something, like a writing 

assignment, that's a lot more anxiety-producing. It sounds like for that 

kind of assignment, you really start worrying about your performance. 

Is that how it is for you? 

C29: That's it e.mctly. (A bit agitated, voice a bit tremulous) Then I start 

thinking that I'm going to get a bad grade on this, or the teacher's 

going to find out that I don't understand this at all, or I'll end up at the 

bottom of the class. . . {With a bit of a flash of insight) That's what 

makes me tighten up! Then when I start to do the assignment, it's like I 

agonize over even; word, or I start to second-guess myself, so that 

things that ! thought I understood, I start to question. It's like I really 

lose any sense of perspective on what I'm doing or what needs to be 

done. 

T30: You're saying it's more that sense of, those thoughts of "what if I don't 

measure up?'or "if people think I'm not very capable", when you start 

thinkinf: that way, that's when your anxiety takes over. 

CSO: Yeah,  that pinpoints it, that's what happens. 

T3 1: I was aware as you were speaking that this issue is really an emotional 

one for you, I could hear the emotion in your voice. 
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Well, I don't usually get emotional about it; it's more like most of the time 

I try to keep a lid on it, or I'd get really panicky. I mean, there's no 

sense getting myself even more upset about it, is there? 

If I understand you correctly, one of the ways you've tried to cope with 

L,_S is to try not to think too much about your feelings about being 

compared or evaluated, not to let those feelings get the upper hand. Is 

that right? 

Yeah, I guess that's what I t q 7  to do. 

Except it doesn't sound like it's working for you. 

You mean I shouldn't be doing that? 

Well, I think I understand your reasons for doing that. It's like we were 

saying earlier about there being those two sides to yourself- the 

confident part, and the other part that's not so confident. I can see that 

it makes sense to you to try to help out the confident part b?; darnping 

down those other feelinns, but it seems like they net throuph and have 

an effect anvwav. 

(Long silence, then somewhat pensively) When I look back, I can see that 

this thing about confidence has been a constant battle for me. I mean, 

we're talking about schoolu-ork right now because it's right in front of 

me and it's a constant reminder. But there have been lots of other times 

when I've doubted myself, when I've wondered if I'm doing the right 

thing. I mean it's--things have worked out sometimes. . . but it's more 

like when they don't . if i make a bad decision, or don't do something as 

well as I should, I really get down on myself. 

You're saying that this doubting of yourself has been longstanding, and 

it feels Like it's nervasive, nor iust schoolwork but other Darts of vour 



life as well. And you tend to be really hard on yourself, to blame 

yourself if things go wrong. 

C35: Ifh-huh. 

T36: You start to feel sad when you think about it. 

C3G: Yeah, really. . . I mean I know that though. It's a bit more clear when we 

talk about it, but I guess I've always known that. The question is, what 

can I do about it? 1 mean, I'm not going to change my personality 

overnight, So what else can I do but try to be rational about it, to try to 

keep my confidence up. What else can I do? 

T37: Recognizing it is one thing, doing something about it is harder. . . Do you 

think it might be important to keep in mind that distinction we made, 

about the times when you are successful? 



RET SCRIPT 

(In this whole interchange, the client is sitting with her/his back to the 

camera, and the client's face is never shown. Only the therapist's face is 

shown.) 

T= Therapist 

C= Client 

( C4 to C 6  statements are given almost spontaneously, in the 

manner of someone who has obviously been grappling with this 

for some time, and  wants to get it all out as soon as they can. C's 

tone is quite concerned, but not to the point of agitation.) 

Now that I've got some background information about you (client's 

name), I'd like you to tell me what you're most concerned about. 

I just c3n't seem to study or get down to doing my assignments. I just keep 

putting things off. 

Could you tell some more about \*at hap~ens? 

After mq- classes, I'll go to the ljbrary or go home and say to myself: 'OK, 

this time I'm really going to get down to this', and instead if I'm in the 

library, J'11 read magazines or wander around the stacks looking at 

interesting books. Or if I'm home, I'll watch TV - even soap operas, 

which I never watch otherwise - or I'll take the dog for a walk or talk 

on the phone, anything but what I'm supposed to be doing. 

&I-hm . . . How do you feel when you put off the schoolwrk? 

(Thinks a Sit) Well . . .. then I start getting mad at myself and depressed, 

which makes it even worse and harder to get going. It's really starting 

to bother me. 
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T4: It sounds iike you're really getting frustrated and down on yourself. Most 

students have a similar problem with schoolwork at one time or 

another. Have you ever had a problem getting yourself going before? 

C4: A bit, but more since 1 started here. My first term here, I passed all my 

courses, but a couple just barely, and I didn't do as well as I expected. The 

trouble was, I didn't know if I did so poorly because I didn't get down to 

it soon enough, or if the work was really too hard for me, and I didn't 

have what it took. There seemed to be so many smarter peaple in my 

class. Then I thought maybe it was because I was getting fed up with 

school, so I took a semester off. Now T'm back and it's happening again. 

T5: You're not sure what the explanation is for your poor performance, but 

now you're wondering if you're even capable of doing the work. One 

way to check this out-your ability I mean- is to look back to what you did 

before. Hob7 did you do in high school? 

C5: Well I used to put things off a bit there, but I still did OK. The work wasn't 

nearly as hard though. Here, it's a whole different thing. There seems to 

be no end to it, they just keep piling it on. There doesn't seem to be time 

for any personal life- like it's really frustrating. I really like to go to 

movies, and it seems like there's no time for that anymore, or even if I 

go, I feel guilty 'cause I'm not working. Or I seem to have almost no time 

for friends. I get so frustrated and pissed off because I see friends who 

aren't in school and they can enjoy themselves and I can't. Like the 

other night, I wanted to go see "JFK", and one of my friends said they 

were going, so they called me up- 

TG: (Interrupts) So one of the problems is that you've had to give up things 

you enjoy, and then you start to resent schoolwork. 
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C6: (Breaks 1 3 )  Yeah, but that's only one of the problems. I quit my job to 

come back to school, and  no^^ I'm not even sure if I'm in the right 

program, or if that's what I want to do. And on top of that, everyone's 

expecting me to do well. So I have to do well this time. And yet I keep 

putting off getting down to work. Then I feel guilty about not working 

so I don't even enjoy doing whatever else I'm doing instead of 

schoolwork. And then I start thinking: 'What if I fail?' and I get myself 

so worked up that 1 can't do anything. The other day in psych. class we 

were talking about formative experiences in childhood, and I ' n  

wondering if it relates to something back then. Like, I remember . . . 

T7: It seems like there are a bunch of things you're concerned about. You 

get anxious and down on yourself when you don't get down to studying 

and doing your assignments. You worry that maybe you don't have the 

ability to do the work. You get frustrated because it seems that 

schoolwork is taking over your whole life and you don't have time for 

fun anymore. You're not sure if you're in the right program. And you 

feel that you won't be able to live up to the expectations that other 

people have of you. Does that pretty well cover it? 

C7: Yeah-except that it's not just other people- I feel that I should do well too. 

I mean, who wants to be a failure? 

T8: . . . And live up to your own expectations as well. OK. Now, do you 

remember, when you first came in, I asked you what you thought the 

major problem was? In my experience, our time together will be more 

productive if we can focus on one thing at a time, preferably beginning 

with the thing that's bothering you most. There are a number of steps 

we can take to help you work on any of these problems you've 
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mentioned, and some of these things can be done outside of our sessions. 

But for now, let me ask you again- what do you think is the major 

problem you'd like to work on right now? 

(Thinlcs about it for a bit) Well, considering I'm already into the term, 

the most important thing for me right now is to stop putting off 

schoolwork. 

OK, so you want to be able to deal with the procrastination. Now, how will 

we know if we've been successful? 

(A bit of a pause) I'm not sure what you mean. 

I mean this: OR, an important goal for you right now is to be able to deal 

more effectively with schoolwork, to get things done on time, so it's not 

such a worry for you. Is that right? 

Yes. 

So what I mean is, if we spend time together working on this, how will 

we know, what will you be doing differently, so that we'll both know 

that the situation's improved? 

Oh. Well, I guess I'd be feeling better. 

But what specifically would you be doing that would make you feel 

better? 

I'd be doing all my schoolwork on time? 

(With some disbelief) ALL your schoolwork ALL the time? That sounds 

pretty ambitious to me. I don't know of any student who doesn't put off 

stuff some of the time. Let's say, for the sake of argument, that you're 

able to get to the point where for a while, you do everything on time. 

Then something comes up and you have to put something off. How would 

you feel about that? 



C13: Probably that I'd failed to meet my goal. 

T14: It's true that if your god was NEVER to procrastinate, and you did, then 

you would have failed to meet your god. But that's not a feeling. How 

would you FEEL if that happened? 

C14: I guess I'd feel upset. 

T15: But what kind of upset? Upset DEPRESSED, or upset ANXIOUS, or upset 

ANGRY at yourself? 

C15: (Thinks) Maybe a bit of all three. But 1 suppose at first I'd get depressed 

because it would look like 1 was going back to my old ways. 

T1G: M-rnh. You might start feeling just like you're feeling now. And you 

might start feeling that way because of your belief that you SHOULD 

ALWAYS be able to do your work on time and NEVER procrastinate. Now, 

NEVER procrastinating may be an admirable goal to have, but I don't 

know of anyone who would be able to meet it unless they're 

superhuman. Are you? (Client shakes head 'no'.) So I would say that 

that's an unrealistic god and it wouldn't make sense to beat yourself 

over the head if you weren't able to meet it. What might be a more 

realistic goal? 

ClG: (Thinks) To be able to look back and see that I'm procrastinating less 

than I do now? 

T17: From what I know7 about people, that makes better sense to me. We can 

even have you keep some kind of record so we can see when you're 

making progress. So are we agreed that a reasonable goal is if we can 

see some evidence of less putting off of schoolwork than at present? 

C17: OK. 
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T18: OK, if it's all right with you, let's set aside some time at the end of our 

session todav, and we can decide on what would be reasonable evidence 

that vou're accom~lishin~ your ~ o a l .  

C 18: (Nods or indicates agreement) 

T19: Now so far what you've said is that when you h o w  you have schoolwork 

to do, you put it off, then you start to get depressed and down on 

yourself, and then you start getting anxious because you're not getting 

anything done. 

C19: Uh-huh. 

T20: I wonder if you could tell me if there are other areas of your life where 

you put things off? 

(Thinks a bit) Well, sometimes I'll put off working out for days at a time. 

Or I'll put off writing to a friend back East, or to my parents. Like, the 

last time it was so long that my father called to see what was wrong. 

So it's not just schoolwork. How do you feel when you procrastinate about 

those other things? 

I get kind of annoyed at myself. 

You get annoyed, but it doesn't sound as if you get as anxious or down on 

yourself as you do when you put off doing your schoolwork. 

No, I guess nor. 

Why do vou suopose it is that you have these different feelings when it 

comes to schoolwork? 

Because schoolwork is more important right now? Besides, no one's 

going to fail me if I don't write to my parents. 

So schoolwork's at the top of your priority list, and the idea of evaluation 

is a factor too. But even though it's the most important thing right now, 



it seems to be the very lhng that's hardest to get started on, and that 

makes you anxious, Do have a theory as to why that is? 

C24: (Silence while client thinks) No, I can't figure it out. Probably if I knew, 

I wouldn't be here. 

T25: From what you've told me, I've got some hunches. The kind of 

counsellin~ I do is based on some research that shows that most of the 

time, when people get upset or disturbed about something, it's not the 

thing itself that reallv gets them going; it's the beliefs or thoughts that 

they have about the thin?. Now in your case, we've already seen that 

putting off non-school things isn't so upsetting for you, but putting off 

schoolwork is. In fact, it seems to be so upsetting that it stops you from 

getting anything done. So you must be telling yourself something 

different, or believing something different about schoolwork. Does that 

make sense to you? 

C25: I think so. 

T26: It's important then, to have a look at some of those beliefs. When we 

work together, I'll be spending a fair amount of time helping you to 

identify some of the beliefs that you have that get you upset and stop 

you from doing what you want to do. 

C26: You mean you'll be changing my feelings? 

T27: I_ won't be doing that, but I'll help you learn how to control the bad 

feelings, the ones that get you stuck or immobilized. And I'll do that by 

pointing out to you some of your misperceptions, or asking you to re- 

evaluate some of your perceptions. We'll do that when we work together 

here, and I'll also be giving you some homework assignments to help 



you change your thiiiking and some reading to help you understand 

what's going on. Does that make sense to you? 

C27: Ithinkso. 

T28: OK, maybe you could tell me in your own words your understanding of 

what I've just said. 

C28: (Pause, while client thinks) It's more like my thoughts that are holding 

me up, so I should develop more positive attitudes. 

T29: That first part sounds about right. Except instead of attitudes, I call them 

beliefs. And we're not necessarily saying just that you should learn to 

have a positive attitude towards schoolwork, because let's face it, 

sometimes schoolwork can be a pain. Maybe this can clarify it a bit: 

some negative beliefs or feelings can get you motivated to do a better 

job, like when you're just a bit nervous about something. But other 

negative beliefs can really hold you back. One of the things we want to 

be able to do is to distinguish benveen the 'goodf negative beliefs and the 

'bad' negative beliefs, because this will help with your procrastination. 

C29: (With some hesitation) OK. 

TSO: You stdl seem a bit uncertain about it. 

C30: Well, I think I understand it. It's just that part about homework on 

changing feelings. I mean, chat's my whole problem, getting down to 

hormwork, so I'm not so szre about even more homework. 

T 3  1: You mean it feels like I'm just piling more on your plate? Well, first of 

all, thh w u l d  be a type s f  homework that just asks you to focus on some 

of your thoughts, so we can identify what's holding you back. I'm not 

going to be evaluating you on it, (smiles) saying "looks like you only get 

a 'C' this week", or something like that. Second, I can help YOU and 
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advise you, but I can't work magic, or do the work for you. So if what we 

do is going to be successful, you're going to have to be active and do 

most of the work. Does that sound reasonable? 

( Nods head 'yes') 

The third thing is- and this is important- you told me earlier that right 

now procrastination is the thing you most want to work 011, but it seems 

like you're reluctant to put much effort into working on it. Is that a fair 

comment? 

Well, I wasn't sure at first about having even more stuff to worry about, 

well- yeah- it's definitely worth a try- the counselling homework I 

mean. 

Ok, good. As we go along. you'll see that there's a definite payoff. And 

you'll be doing the counselling homework only when you're stuck on 

the schoolwork. Now, let's go back to the schoolwork. When you get 

schoolwork assigned to you, what kinds of things do you tell yourself 

about it? 

I'm not sure what you mean. 

Well, OK, imagine a situation where you're sitting in class and the 

instructor says: "I'd like you to have this done by such-and-such a time". 

What is going through your head at that moment? 

(Head back, thinks for a minute.) Well . . . that would depend on what was 

being assigned, but at this point in the term, I guess my general 

reaction would be: "Oh no, not more work on top of everything else!" 

So you would start to have this feeling of being overwhelmed. What else? 

(Somewhat angrily.) I'd probably get irritated with the instructor. It 

seems like they all act as if you have no personal life and that their 
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course is the only one that you're taking. It's like they don't realize that 

you have other courses with just as heavy workloads. 

It sounds like you get more than just irritated. It sounds like you get quite 

angry, and that you're telling yourself that it's UNFAIR and AWFUL! Is 

that an accurate description of what's happening for you at that 

moment? 

(Still a bit heated) Yeah- well it & UNFAIR! It's like they don't remember 

what it's like to be a student. 

M-mh. Anything else you tell yourself at that point? 

It might depend on what's being assigned. Now that I think about it, if 

it's just some reading, that's still extra stuff to worry about, but 1 can 

sometimes make myself get down to that. But when I'm assigned an essay 

or report, it's worse. Then I start thinking what if I don't do a good job, 

or what if 1 miss the point completely. Then I convince myself that I'm 

going to screw up. 

So then you start worrying and getting anxious that you're going to do a 

lousy job. Now, it's by no means clear to me that you would do a lousy 

job, but let's assume for a moment that you did "screw up". What is there 

about that that raises your level of anxiety? 

Then I'd be in trouble because I might fail the course. 

Not doing well on one paper doesn't necessarily mean that you're going 

to fail the whole course, but let's assume the worst happened and you 

failed the course. What would be anxiety-provoking about failing the 

course? 

(Incredulous) You're kidding- Oh God, that would be terrible. 

What would be terrible about it? 
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(Starts explaining, in such a tone that implies that it is obvious) Well, if I 

started failing courses, it wouldn't be long befpre I flunked out. 

If that happened, if you flunked out, I agree with you that it would be 

cause for some concern, but what would be TERRIBLE and AWFUL about 

it? 

(Still as if it was obvious) It tvould mean that I was a failure. 

So your thinking is that if, God forbid, the worst happened and you 

flunked out of school, you would be a failure as a human being and that 

tvould be the end of your life. 

Well, I don't know if it would be the end of my life, but it's about the 

worst thing I can think of right now. 

OK, let's see if I've got this right: When you're faced with the prospect of 

assignments, there are at feast two things you're telling yourself, let's 

call them beliefs. First, there's a kind of general belief that you have 

that it's UNFAIR that they give you so much work, and theySHOULDNTT 

do that, and the second belief is that if you do a lousy job, you're a 

FAILURE. Now, you don't just get ANNOYED at the workload or CONCERNED 

about doing a good job- if you just felt that way, that might even get you 

motivated. Instead, you get really ANGRY at the UNFAIRNESS of all that 

work, and when you think about the possibility of failing, you get so 

ANXIOlJS that it stops you from doing anything. So you avoid the 

schoolwork altogether, and that's where the procrastination comes in. 

Does that sum up the chain of events? 

(Thinks a bit) I never thought about it in those terms before, but-yeah- I 

guess that's w3at happens. 
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T44: All right. Let's take a look at some of those beliefs you have that lead to 

that AVGER and ANXIETY. 



APPEXDLY E 

SCRIPT RATING REOf:EST LETTER 

Dear 

I am a doctoral candidate in the Instructional Pq~hotog_i> ~Csunselling 

emphasis) program at Simon Fraser f 31iversity and am currently planning my 

research project. 

I am inupstigating the relationship between adult rognitive 

development and client expectations and perceptions of counselling. One 

aspect of my research design ins-oives the exposure of subjects, by videotape, 

to two different therapeutic approaches: Person-centered counselling and 

Rational Emotive Therapy. ( 1  am not interested in cvdcations of these two 

approaches per se, but as one of the independent variables in the study is 

degree of inte~iew structure, these taw were chosen as they seem to 

represent extremes on the structure continuum.) 

Enclosed is a tentative script for the PC videotape. The interview 

portrayed is meant to be simply a segment of a first session, and J expect the 

finished tape to be, at most, twenty minutes in  length. The focus is on the 

therapist rather than the client, as in m_ir study subjects wil l  be assessed on 

their ability to acruratei)- identify certain therapist behaviours. I should 

emphasize that this ~ $ 1 1  not be a training tape; in fact, I expect subjects 

(college and university students) to be naive about caunselling and therapy. 

However, it will be important that the finished tape present a reasonably 

accurate portrayal of the therapeutic approach. This is why I am asking 

professionals such as yourself to rate the scripts of the videotapes. The 

finished tapes will also be rzted for aurhenticiv by counselling graduate 

students and professional €01 leagues, 

I would appreciate it if you would take a few minutes to read the script 

and fill out the attached rating sheet, commenting on the authenticity of the 

script as an e--pie of an iniual Person-Gentered session. 1 am also having an 

REF sc?-ip~ (deabg with the same presenting problem) rated by psychologists 

who have idemitied themselves as being proponents of RET. (For the RET 

script, the following statement was added: "Your name was chosen because you 



are listed in the College of Psychologists Directory as being a practitioner of 

REf.1. 

Please use the attached sheet to indicate your rating and add any 

comments you wish to make. If there are extensive changes, simply indicate 

them directly on the script, and return it, together with the rating sheet to me. 

I *-ill call you shortly to answer any questions or to provide more detail, if 

necessary. 

Thanks for your assistance. 

Sincerely, 

David A. Jones, M.A. 

c/o Graduate Programs 

Faculty of Education 

Simon Fraser University 

Burnaby, B.C. 

PERSON-CEXTERED SCRIPT RATING SHEET 

On a scale of I to 10, how swutd you rate this script as being a realistic 

prrrayal of an initial Person-Centered counselling session? (Please circle one 

number) 

f 2 3 4 3 6 7 8 9 10 - 
Sot at ail Very 
realistic realis tic 

Suggested Changes: 

Additional Cornmen ts: 
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COUNSELLOR VIDEOTAPE RATING FORM 

Personal Information 

Educational Status: Master's (1st year) ---- 

( 2nd year) - -  

Doctoral Special Student ----- 

Employment: Years of Counselling Experience 

Present Title (if employed) 

The tapes you are about to see are a kind of distillation to give an idea, in 
a relatively short time period, of what two very different (Person-Centered 
and Rational Emotive Therapy) counselling approaches are like. 

Keeping the above in mind, please rate each of the sessions on their 
degree of similarity to a "real" counselling session with these particular 
approaches. (Use a rating scale of 1 to 10, with 1= least similar, and 10= most 
similar .) 

Male Client: 
Rating 

Session A 

Session B 

Female Client 
Rating 

Session A 

Session B 

In each case, Session A portrayed a Person-Centered approach and 
Session B portrayed RET. If you have close familiarity with either of these 
approaches, please rate the degree of accuracy with which you think each 
particular approach was portrayed. (I= not at all accurate; 10= very accurate ) 
or can't say. 

Rating 

Person-Cen tered 

Rational Emotive 

Please write any other comments on the back of this sheet. 



APPENDIX G 

STRUCTURE SCALE 

(The following is a slight modification of the scale used by Stein and Stone [1978], 

and was chosen because it seems to have the virtues of simplicity and brevity, while giving 

the required information.) 

Structure Scale 

Code Number 

A counselling interview may be characterized by the amount of structure, or 

direction, given to the client, as follows: 

Low Structure Moderate Structure High Structure 
The client talks about The counsellor gives a The counsellor largely 
whatever sfhe wants, moderate amount of determines the content areas 
therefore largely determining directior, to the kinds of of the interview by posing 
the content and direction of topics explored specific questions. 
the interview. 

A. Using the above descriptions as a general guide, please rate how much structure, or 

direction you would like in an interview 

(Circle the number of your answer) 

1 2 3 4 5 6 7 8 9  

Low Moderate High 

B. How much structure would you say there actually was in each of the interviews which 

you have just seen? 

(Circle the number of your answer) 

Session A 1 2 3 4 5 6 7 8 9  

Low Moderate High 



Session B 1 2 3 4 5  6 7 8 9  

Low Moderate High 

C. How satisfied would you have been with the amount of structure present in each of the 

interviews which you have seen? 

(Place an "X" in the appropriate space) 

Session A Not at all satisfied - Very satisfied 

Session B Not at all satisfied Very satisfied 

Please state (briefly) your reasons for your choices in (C). 



APPENDIX H 

PHASE TWO SESSIONS RATING SHEET 

1. Please describe briefly (in I o r2  sentences) the problem which the client presented in the 

2. Was this the first semester for the client? Yes No - , (Check one) 

Listed below are a number of questions which ask you to indicate your reactions to 

the sessions which you have just seen. After each question is a rating scale with seven 

spaces between the words at each end of the scale. Please give your reaction by placing an 

"X" in one of the seven spaces. 

For example, if you were asked to indicate how interesting one of the sessions was 

and you thought it was very interesting, you would place the "X" as follows: 

X Very interesting Very uninteresting 

OR 

If you thought the session was vecq. uninteresting, you would check the scale as 

follou~s: 

Very uninteresting X Very interesting 

OR 

If you were neutral, or didn't have a strong feeling one way or the other, you 

would check the scale as follows: 

Very uninteresting X Very interesting 

Remember, your first impression is the best answer. 
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3 .  How similar was each session to what you expected counselling would be like? 

SESSION A: Not at all simiiar Very similar 

SESSION B: Not at all similar - Very similar 

4. How similar was each session to what you would prefer counselling to be like? 

SESSION A: Not at all similar Very similar 

SESSION B: Not at all similar Very similar 

5. How helpful would you have found e2ch session if you were the client? 

SESSION A: Not at all helpful Very helpful 

SESSION B: Not at all helpful Very he1 yful 

6. If you had a concern you wanted to discuss with a counsellor, how likely would you be 

to prefer each of the co~lnselling approaches? 

SESSION A: Not at all likely Very likely 

SESSION B: Not at all likely - - Very likely 

7. What did you like best about each of the counselling approaches? 

SESSION A: 

SESSION B: 

8. What did you like least about each of the counselling approaches? 

SESSION A: 

SESSION B: 



9. If something was bothering you, or if you were trying to make a decision about 

something, how likely would you be to discuss it with a counsellor? 

Not at all likely Very likely 

Please state briefly your reasons for your choice in question 9. 



APPENDLX I 

PHASE THREE CATEGORY AND HELPFULNESS RATING SHEET 

(The categories listed here we  a simplified version of the 14-item Hill 

Counselor Verbal Response Categorv System; Hill, 1978). 

COUNSELLOR RESPONSE CATEGORIES 

Directions: 
On these pages is a list of possible counsellor response categories to help 

you in making a decision about what you think the counsellor is doing each 
time the tape stops. Please refer to this list as often as you need to. 

A pp r ov a 1: CounseIlor is encouraging or reassuring the Client. 

Providing Information: Counsellor is giving information to the Client, 
either about certain facts or about what happens in counselling. 

Direct Guidance: Counsellor is giving direction or advice to the Client 
about what to& 

TI(a) Closed Question: Counsellor is asking for information that requires a 
"yes" or "no" answer, or a one-or t w ~ - ~ o r d  confirmation of the 
counsellor's statement. 

(b) Open Question: Counsellor is asking for clarification or explanation; 
wants to hear the Client's thoughts about the topic. 

III( a) Rest a t emen  t: Counsellor is repeating or rephrasing, in fewer words, 
the Client's statements. 

(b) Reflection: Similar to III(a) above, but Counsellor also refers to Client's 
feelings. 

(c) Nonverbal Referent: Counsellor is pointing out or asking about 
Client's nonverbal, behaviour, e. g. , body posture, tone of voice. 

(d) Summary: Counsellor is summarizing the major themes the Client has 
been discussing- 

IVfa) I n t e r  P r e tat ion: Counsellor is interpreting Client's feelings or 
behaviour to help the Client see things in a new way. 



(b) Confrontation: Counsellor is pointing out some contradiction or 
discrepancy to the Client (either between the Client's words and 
behaviour, or between two things the Client has said, or between the 
Client's and Counsellor's perceptions, etc.). 

(c) Self - Di sc lo sure: Counsellor is sharing her/his own personal 
experiences and/or feelings with the Client. (MORE ON PAGE 2) 

V Other: Use this category if you think the counsellor is doing something 
which is not covered in the above categories. Use the back of the page 3 
Rating sheet to make a brief note about what you think the counsellor is 
doing for that comment. 

VI Don't Know: Use this category if you don't know what the counsellor is 
doing. 



CATEGORY AND HELPT;TXNESS R4TING SHEET 
On this sheet, like you to try to identify each of the counsellor's 

responses by category, and then to indicate how helpful you think that 
response was. Remember, try to answer this as if you were the client in the 
interview. Refer back to page one ("Counsellor Response Categories") as often 
as you need to. Under the column headed "Category No.", simply put the 
number of the category (for example, "II(b)") that you think the counsellor's 
comment fits into. For the Helpfulness rating, just place an "X" in one of the 
seven spaces, as you did before. 

Counsellor Categorv 

comment Wo. 

1 

Helpfulness Rating 

Not at all -- -- -- -- -- --Very 

Not at all -- --- -- -- --- -- Very 

Kot at all - -- -- -- --- -- Very 

Not at all -- -- --- -- --- --- V ~ V  

Kot at all -- -- -- -- -- - Very 

Not at all -- -- -- - -- -- Very 

Not at dl - --- -- -- -- -- Very 

Not at all - - -- - - - Very 
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APPENDIX J 

PROCEDURES FOR THE STUDY ON COGNITIVE DEVELOPMENT Ah% EXPECTATIONS 

AND PERCEPTIONS OF COUNSELLING 

The tasks of the study in which I have agreed to participate have been 

explained to me. I understand that the study will consist of two sessions. 

In the first session, I will be asked tt) fill out or respond to three paper- 

and-pencil surveys which will ask my opinions or beliefs in specific areas. 

These areas are: (1) my expectations and preferences for what tvould/should 

occur in counselling; (2) my beliefs about certain areas of everyday life; and 

/ 3 1 my opinions about various aspects of post-secondary learning. 

In the second session, I will be asked to view videotapes of counselling 

interviews showing two different counselling approaches. I will be asked to 

state my preferences for each of the approaches and to identify and state my 

preferences for specific counsellor behaviours. If I agree, 1 may be invited to 

be interviewed in more depth on my opinions about counselling. 

I understand that all Lzormation obtained from me will be treated in a 

confidential manner. I also understand that my participation is voluntary, and 

that I may withdraw my participation at  any time. 

NAME (Please print): 

SIGNATURE.. 

DATE: 



APPENDIX K 

CONRDENTIAL INFORMATION SHEET 

Before you begin to answer the questionnaires, please take a minute or so to give 

the following information about yourself. Ail information is strictly confidential. Your 

responses on the questionnaires will be identified only by the ID code number, but your 

name is required to insure that you receive the same ID number in the second phase of the 

study. All of your qtlestionnaire responses will be combined with the answers of others 

like yourself, and reported only as group averages. 

NAME: 

AGE: 

SEX (Circle one): Female 

EDUCATIONAL STATUS: 

Male 

ID NUMBER: 
(See front of folder) 

(If undergraduate or college) Number of credits completed: 
(to the beginning of the present term) 

Program, major or tentative major: 

(If graduate student) Master's: First year: 

2nd Year: 

Doctoral student: 

Have you ever been to see a professional counselIor? (Circle one): Yes No 

Would you be willing to return at a later date for a more extended interview (for which you 

would be paid $lO/hr.) on your views about counselling? (Circle one) Yes 

No 



APPENDIX L 

SOME EXPUNATIONS ABOLT THIS ST'LiDY 

About the Videotaped Sessions. . . 

As you have probably realized by now, the counselling sessions which 

you have just seen were simulated interviews -- that is, the client and the 

counsellor were both working from a script. Although the counsellor is a real 

counsellor, a student was recruited to play the part of the client and both were 

"acting" their parts. The two approaches portrayed are not necessarily the 

approach the counsellor herself would take in her own work. 

However, the two sessions are reasonably accurate (as rated by other 

professional connsellors) portrayals of two specific counselling approaches 

which are commonly used. Where the videotaped sessions differ from "real 

life'' is jn the speed with which issues were raised and discussed: clients are 

rarely so forthcoming or articulate in such a short time, nor is so much 

ground likely to be covered in the first 15 or 20 minutes of a counselling 

interview. The tapes then, are a kind of distillation of reality which attempt to 

give an idea, in a relatively short time period, of what the two approaches are 

like. 

About the Study Itself. . . 

It is fairly common knowledge that people have different ways of 

thinking and of seeing the world. Some psychologists believe that these ways 

of thinking (sometimes called "cognitive suuctures") determine how we see 

the world and that changes in these structures are at least partially deg~ncient 

on our environment and experiences. For instance, one theory of adult 
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cognitive development states that the post- secondarq. environment is 

especially important in bringing about changes in students' attitudes towards 

knowledge and authority. Research on this theory has suggested that first 

year students have very different attitudes than 4th year or graduate students, 

In this study, I am interested in finding out if these differences extend 

to the area of counselling; that is, hill students have different expectations and 

preferences for counselling, depending on their amount of post - secondary 

experience? 

I asked you to do the two opinion surveys in the first session so I could 

get some idea of your way of thinking, to see if there are differences between 

participants which might Se related to educational experience and rhen to see 

if these differences show up in the kinds of expectations and preferences you 

have for counselling. Finally, I -"%anted to see what your reactions would be 

when you were exposed to two different counselling approaches, and if there 

were differences in reactions that were related to your ways of thinking. 

I hope that the above gives you some idea of what the study is about. If 

you have any questions, 1 would be happy to answer them. Until the end of 

July I can be found in MPX 8675. After July 31, I can be reached at the 

Counselling Department at Capilano College (986- 19 11). 

Thanks for giving your time to this study. I really appreciate your 

contribution. 

David Jones 



APPENDIX M 

PROCEDURE FOR AYALEZING QUALITATWE DATA 

An explanation of the five categories into which likes and dislikes were 

placed is given in Chapter 5. Participants' comments could fall into more than 

one categuq. Comments were tabulated as to category, and summed twice, once 

for 31ER level and once for TTB stage. After the total number of responses in 

each category was tabulated across all levels and stages, only those categories 

which contained at least 25 total responses were considered for analysis, unless 

at least 10 responses were all clustered at one level or stage.The percentage of 

total responses in each categoq was calculated for each MER level or TIB stage- 

If this percentage differed by at least ten percentage points from the 

proportion (of the total k;) of participants at that level or stage, it was 

considered noteworthy. For example, the 56 participants at MER level two 

represented 33% of the total sample; yet level two negative comments about 

counsellor Attitude=Affect represented only 20% of the total negative 

comments in this categczr).. Therefore, the proportionately lower number of 

level two negative comments about AffectiAttitude is considered notewothy. 

It was found that comments in the Physical category were not mentioned 

\&en enough for consideration, either as a 'like' or 'dislike' for either session. 

The comments in the process category were most often ? :d to comments made 

about Solution) Guidance or ListenPExpress, and so turned out to be redundant. 

For the "sarisfaction" comments, the same procedure was used for 

making dm-isions a'mm noteworthy results, but only two categories - 

S=!utioniGr;idaae a d  I_;lsren/Express - were used to classify cctments. 


