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ABSTRACT 

Professional development is a vital function of counselor 

preparation programs in educational psychology. The counseling 

practicum offers a way for students to integrate their previous 

learning and apply it in a real counseling situation. The American 

Psychological Association, the American Association of Counseling and 

Development, and the American Association of Marriage and Family 

Therapy stress the need for practicum experience. With the effort to 

improve the quality of the practicum comes the need to evaluate them. 

Research and evaluation are vehicles for improving the counseling 

practicum. An aspect of the practicum is personal growth that 

enhances professional expertise for the counselor-in-training. Among 

the qualities that need to be developed to help others are self-

acceptance; self-awareness; and actualizing behavior. The purpose of 

this study was to determine the effects of practicum supervision upon 

self-actualization in counselor trainees. Texas Tech University's 

Educational Psychology Department provided the setting and students 

for this study. Twenty-five students who were enrolled in a coun

seling practicum were administered the Personal Orientation Inven

tory. The inventories were administered at the beginning of the 

semester and at the end of the semester. Eighteen students who were 

enrolled in an Educational Research class comprised the first control 

group. 
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Eighteen students who were enrolled in an Introduction to Counseling 

class comprised the second control group. A semester's time frame 

was also followed in securing the Personal Orientation Inventory 

tests results from the comparisons. An analysis of the data did not 

reveal any significant differences among the three groups. Further 

analysis of the data did, however, reveal a significant difference in 

growth toward self-actualization over time for the groups. There was 

growth toward self-actualization on Time Incorapetence (TI), Time 

Competence (TC), Other-Directed (0), Inner-Directed (I), Existen-

tiality (Ex), Feeling Reactivity (Fr), Spontaneity (S), Acceptance of 

Aggression (A), and Capacity for Intimate Contact (C). A paired 

t-Test showed that the Counseling Practicum group had significant 

growth on subscales Feeling Reactivity (Fr) and Acceptance of Aggres

sion (A). The Introduction to Counseling group showed significant 

growth on subscales Time Incompetence (TI), Time Competence (TC), 

Other-Directed (0), Inner-Directed (I), Feeling Reactivity (Fr), and 

Capacity for Intimate Contact (C). The Educational Research group 

showed significant growth on subscales Other-Directed (0), Inner-

Directed (I), and Existentiality (Ex). 
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CHAPTER I 

INTRODUCTION 

Need for the Study 

Professional development is a vital function of counselor 

preparation programs in educational psychology. The counseling 

practicum offers a way for students to integrate their previous 

learning and apply it in a real counseling situation. Brammer and 

Shostrom (1968) point out that the American Psychological Associa

tion, the American Association of Counseling and Development, and the 

Association of Counselor Educators stress the need for practicum 

training. The American Association of Marriage and Family Therapy 

also requires its members to have practicum experience. 

Along with such programs comes the necessity to evaluate them. 

Blocker (1966) suggested that research and evaluation were the only 

vehicles for improving one's counseling practice. He also mentioned 

the importance of research and counseling to provide a by-product, 

i.e., the needed knowledge about the development of effective human 

behavior. 

Boyd et ai. (1978) pointed out the need to understand one's in

terpersonal dynamics in a counseling relationship in order to be an 

effective counselor. The research done by Truax and Carkhuff (1967) 

showed evidence that the crucial element of a counselor's effective

ness is centered around the counselor's attitudes, goals. 



self-perception, and perceptions of the client. Some of the impor

tant characteristics for a therapeutic relationship are acceptance of 

self and others, empathic understanding, and interpersonal sensitiv

ity. 

Drapela (1983) added to the argument by stating. 

Members of the counseling professions know that their 
principal therapeutic tool is their own personality. To 
be effective, they have to serve as role models for the 
people whom they assist in their growth process. They 
need to be authentic human beings with well-integrated 
therapeutic personalities with caring attitudes (p. 33), 

Drapela further listed the qualities he considered implicit in 

helping others. Among the qualities, he included self-acceptance, 

self-awareness, and actualizing behavior. Dinkmeyer and Carlson 

(1973) offered some of the same attributes of the helping profes

sionals, whom they called "facilitators of human potential." 

Counseling practicums seek to provide the kind of experience 

that generates the trainee's own personal and professional growth. 

This study was an effort to assess personal growth according to the 

Personal Orientation Inventory. Foulds (1969) demonstrated a cor

relation between various aspects of self-actualization and a high 

level of effectiveness in interpersonal functioning. 

There is a need to surmise through research the amount of 

movement toward self-actualization that results for a student during 

a practicum. Studies done (Phillips, 1973; Hoover, 1977; Brown, 



1974) using the Personal Orientation Inventory have several limita

tions. The limitations will be discussed in Chapter 2. Further 

expansion of their research would examine the practicum as a factor 

in the development of self-actualization in counselor trainees. This 

kind of study is also needed to glean additional information about 

the Personal Orientation Inventory as a discriminating instrument for 

measuring self-actualization. 

The Association for Counselor Education and Supervision (ACES) 

has mandated theoretical and practical training in supervision in all 

counselor education programs (ACES, 1978). At the same time, there 

has been an inadequate amount of actual research on the subject of 

supervision (Randolph, 1980; Boyd et al., 1978). Therefore, the 

guidelines and practices of supervision vary according to a particu

lar school of thought. 

There are several theoretical approaches to practicum super

vision. Drapela (1983) mentions three such frameworks: the teaching 

approach, the counseling approach, and the integrative approach. 

Boyd et ai. (1978) covers the psychotherapeutic model, the behavioral 

model, the integrative model, and the systems model. Futherraore, 

Boyd et al. (1978) lists four activities of the supervisor which 

include consultation, counseling, training and instruction, and 

evaluation. 

Walz and Roeber (1962) discovered that most practicum super

visors see themselves primarily as teachers. Many therapists per

ceive themselves as teachers (Lambert, 1974; Kadushin, 1974; Haley, 



1977). Different psychological theories lend themselves well to the 

teaching approach. Such theories as behavioral modification, cogni

tive, process-oriented, and personal-emotive emphasize the didactic 

modality (Drapela, 1983). 

Arbuckle (1963) was one of the first to advocate the counseling 

model of supervision. What followed was the Rogerian emphasis on 

facilitating personal growth through supervision. Carkhuff and 

Berenson (1967) indicated the need for supervision to display the 

same characteristics as counseling, i.e., both supervisors and coun

selors had to communicate empathy, warmth, and genuineness. Personal 

development was important to professional growth (Perrone and San

born, 1966) as was the trainee's self-discovery and expansion of 

self-awareness (Harmon, 1977). 

Bernstein and Lecomte (1979) discuss the personal growth of the 

counselor: 

Because counseling is both personal and personalized, it 
is difficult to become a more efficient and skilled 
counselor without also experiencing greater personal 
growth. This is a very positive condition in the coun
seling profession and should be treated as such during 
the practicum (p. 63). 

The purpose of a counseling practicum is to promote the personal 

growth of the counselor-in-training and duplicate that kind of growth 

in a client/ counselor relationship. Chenault (1968) suggests that. 

...the importance of self-examination and personal growth 
is emphasized in the training objectives of most 
counselor education programs, the assumption being that 



these processes can be affected by training and that they 
will eventually be manifested in counseling effectiveness 
(p. 4). 

Thus, it seems that there is a need to study the kinds of 

personal growth experiences that take place during the training of 

counselors. 

Abraham Maslow (1943) studied individuals who functioned at a 

high personal level. He considered these individuals to be "self-

actualizing." Shostrom (1964, 1966, 1976) also employed the term and 

states (1976), "Self-actualizing may be defined as an ongoing process 

of growth toward utilizing one's potential" (p. 1). 

Shostrom (1964, 1966) developed the Personal Orientation Inven

tory (POI) that measures a self-actualized person. The Personal 

Orientation Inventory will be utilized in this research, so 

Shostrom's (1966) definition of self-actualization will be used in 

this study. 

Statement of the Problem 

There is a need to discover just how much personal growth takes 

place in a counseling practicum. This need is based on the premise 

that the most effective counselors are those who are self-actualized 

(Weinrach and Knapp, 1976). 

The problem undertaken in this study is to determine whether 

graduate students majoring in counseling in the area of educational 

psychology who are actively engaged in a counseling practicum will 

demonstrate a change in self-actualization which is significantly 



different when compared with other graduate students in educational 

psychology who are not participating in a counseling practicum. The 

comparison groups are comprised of graduate students in an Educa

tional Research class and an Introduction to Counseling class. 

Purpose of the Study 

The primary purpose of this study was to examine a graduate 

level educational psychology counseling practicum in order to ascer

tain the course's effect upon its students in developing movement 

toward self-actualization. Texas Tech University's Educational 

Psychology Department provided the setting and the students for this 

study. 

A secondary purpose of this study was to examine the difference 

between an Introduction to Counseling class and its effect on self-

actualization, as compared to the effect of a counseling practicum. 

A third and similar examination was conducted comparing a graduate 

research class and the counseling practicum. 

Research Questions 

The questions this study intends to address are: 

1. What difference will there be among the means of the three 

groups on the various sub-scales of the Personal Orientation Inven

tory? 

2. What difference will there be in mean growth toward self-

actuaiization on the various sub-scales as measured by the Personal 

Orientation Inventory pre-post-test scores? 



Definition of Terms 

Counseling Practicum (experimental group): An experiential 

process whereby the counselor-in-training is required to be super

vised while in a field setting or agency. The purpose of the coun

seling practicum is to facilitate the trainee's personal and profes

sional development and promote counselor competencies. The counsel

ing practicum requires students to spend 150 clock hours with a 

variety of clients, conducting a minimum of 5 hours of face-to-face 

counseling per week, being supervised by the placement supervisor as 

well as the course supervisor, keeping a log of counseling practicum 

experience, making four cassette tapes using a self-critique form, 

making four cassette tapes to critique with the course instructor 

evaluation form, participating in group supervision on a weekly 

basis, and doing one case presentation with a live demonstration. 

Counseling Course (control group 1): Graduate students enrolled 

in EPSY 5350, Introduction to Counseling, which is a prerequisite to 

taking the counseling practicum. 

Research Course (control group 2): Graduate students enrolled 

in EPSY 5385, Educational Research. 

Counselors-in-Training (experimental group): Graduate students 

enrolled in a counseling practicum who have not participated in a 

previous graduate level counseling practicum. 

Self-Actualized Person: Shostrom (1976) says that this term is 

defined as an ongoing process of growth toward utilizing one's 



8 

potential. "Potential" is one's ultimate capacity for creating 

expression, interpersonal effectiveness, and fulfillment in living. 

Shostrom's (1966) definitions will be used as follows: 

Time Competence: (TC) The idea of whether or not the person is 

oriented to living in the present and not predominantly in the past 

or future. 

Inner-Directedness: (I) Concerns whether reactivity orientation 

is basically toward others or toward self. 

Self-Actualizing Value: (SAV) The affirmation of a primary 

value known to be present in self-actualizing people. 

Existentiality: (EX) The ability to situationally react without 

rigid adherence to principles. 

Feeling Reactivity: (FR) The sensitivity of responsiveness to a 

person's own needs and feelings. 

Spontaneity: (S) The freedom to react spontaneously, or to be 

one's self. 

Self-Regard: (SR) The affirmation of self because of worth or 

strength. 

Self-Acceptance: (SA) The affirmation of self in spite of 

weakness or deficiencies. 

Nature of Man: (NC) The degree of the constructive view of the 

nature of man, masculinity, femininity. 

Synergy: (SY) The ability to transcend dichotomies. 



Acceptance of Aggression: (A) The ability to accept a person's 

natural aggressiveness as opposed to defensiveness, denial, and 

repression of aggression. 

Capacity for Intimate Contact: (C) The ability to develop 

intimate relationships with other human beings unencumbered by 

expectations and obligations. 

Limitations of the Study 

Although the classes were randomly selected, the students were 

not. Consequently, independence of scores are potentially influenced 

because students could not be randomly assigned to groups. 

This study was limited to one setting and did not compare other 

similar settings for self-actualization in counselor trainees. 

This study covered three different semesters of classes. 

However, the data from the study was gathered during a semester 

period, which means that there was only one time-frame sampling. 

The study was done with a limited number of subjects in each 

group. 

In addition to the practicum, the students were also enrolled in 

other courses which may have contributed to any growth in self-

actualization, not to mention the impact of life experiences. 

Measures of self-actualization were limited according to the 

Personal Orientation Inventory. 



CHAPTER II 

REVIEW OF LITERATURE 

Introduction 

The literature on practicum supervision was reviewed in order to 

provide background and direction for this research project. A brief 

history of developments in practicum supervision is provided to 

establish the need for such supervision. Second, the different 

aspects of practicum supervision are divided into categories accord

ing to topical divisions. Third, attention is given to literature 

related to self-actualization. Finally, selected studies are re

viewed on the use of the Personal Orientation Inventory. 

A Brief History of Practicum Supervision 

The term "supervision" is used by several of the therapeutic 

professions. Even with a diversity of viewpoints about supervision--

counselors, psychologists, social workers, psychiatrists and pastoral 

counselors--all use the term with very similar intent and definition. 

The following description of the history of supervision minimizes the 

differences among the helping professions. 

Supervision as a separate entity in the counseling field emerged 

alongside the growth and acceptance of psychoanalysis in the late 

twenties and early thirties (Liddick and Bernard, 1980). Practi

tioners were general in their approach to supervision. When the 

10 
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counseling field grew toward a client-centered approach, so did 

supervision. Carl Rogers (1957) developed graded experiences for 

trainees which gave them an opportunity to practice what they had 

observed from more seasoned professionals. Evidently, the single 

most important contribution of the supervisor was to model the 

behavior of the integrated, facilitative, nondirective counselor with 

the expectation that students would learn by example (Liddick and 

Bernard, 1980). 

Patterson (1964) noted that in the field of counseling, very 

little had been written on the subject through 1962. At the time 

Walz and Roeber (1962) indicated from a survey they conducted that 

supervision was cognitive and informational with negative overtones. 

Later, Arbuckle (1965) drew on Roger's earlier work and began 

discussing the need for supervisors to be self-actualized people. He 

concluded by saying. 

...supervisors should be mature enough to distinguish 
between the extent to which the student counselor has 
internalized the supervisor's particular personal the
oretical position, as contrasted with the extent to which 
his own self-actualization has helped him work effective
ly with other humans, utilizing those theoretical con
cepts which are in harmony with his 'self (p. 94). 

Truax and Carkhuff (1967) refined Rogers' model and attempted to 

make counseling terms operational. This led to a program of supervi

sion that included didactic training and group therapy with an 
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empathic, helpful supervisor. This moved the role of the supervisor 

to a facilitative approach and excluded modeling. 

Another approach that developed concurrently with the facili

tative model of supervision was the behavioral approach. Krumboltz 

(1966), Lazarus (1968), and Mager (1962) offered some input to 

teaching trainees. Wolpe, Knapp and Garfield (1966) outlined a 

detailed framework of supervision: an apprenticeship relationship, a 

continuing seminar which met weekly or bi-weekly, and a daily train

ing session. 

The field of supervision had grown to include three major 

theoretical frameworks by 1966. The theories included dynamic, 

facilitative, and behavioral. Another school of thought, cognitive 

psychology, focused on the internal process, which represented a 

shift from radical behaviorism (Mahoney, 1974). 

A skills training approach was developed in 1968 (Ivey, Norm-

ington. Miller, Morrill, and Hasse, 1968) in which communication 

skills were the primary emphasis. A detailed account of necessary 

skills for trainees was produced later (Hachney and Nye, 1973) along 

with the suggested role of supervisor as teacher or trainer. 

Recently practicum supervision has produced blended theoretical 

frameworks. An example is the study by Kell and Burrow (1970) and 

Mueller and Kell (1972). In this model the supervisor acts as the 

therapist when the trainee experiences anxiety about his performance. 

The supervisor also teaches about the sources of these conflicts. 

Supervisors act as consultants for trainees whose goals for learning 
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are self-determined. This model draws from the dynamic theory in 

practice; the style reflects facilitative influence, and the termi

nology reflects behavioral input. 

Boyd et al. (1978) gave a description of yet another approach to 

supervision--a systemic view. This view brought systems technology 

to the supervisory function as a way of organizing and conceptualiz

ing a phenomenon that leads to the realization of specified goals 

(Blocker, Dustin & Dugan, 1971, p. 28). Whereas psychotherapeutic, 

behavioral and blended approaches to supervision focused on the 

counselor and the counselor's performance, the systemic notion did 

not. Instead, the counselor and his/her performance were a part of a 

larger framework termed a system (Boyd et al., 1978). 

Research on Practicum Supervision 

The research on practicum supervision has taken on certain 

categories that pertain to the various aspects of that function in 

counselor education. Articles in the following review are divided 

into the categories of (1) the role of the supervisors, (2) the 

process of supervision, (3) models of supervision, (4) methods in 

supervision, and finally, (5) personality characteristics of the 

practicum student. 

The Role of the Supervisor 

Surveys taken by Walz and Roeber (1962) and Delaney and Moore 

(1966) indicate that students and supervisors saw the role of super

visor as that of teacher. Whereas, Johnston and Gysbers (1966) in 
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another study showed that supervisors viewed their role as one of 

non-intervention. The supervisory relationship was viewed as being 

more similar to counseling than to teaching. Gysbers and Johnston 

(1965) discovered that supervisors agreed they should not teach 

specific techniques. However, the students expressed a need to be 

taught techniques in the earlier stages of the practicum. 

Hansen (1965) examined trainees' expectations of a practicum. 

His research reported that supervisors were significantly more 

genuine and empathic, had higher unconditional positive regard, and 

provided an overall better relationship than trainees had expected. 

Payne, Winter, and Bell (1972) found that trainees in technique-

oriented supervision gave higher levels of accurate empathy to 

recorded client statements than did trainees in counseling-oriented 

supervision. A similar study reported that audio modeling of empathy 

and didactic supervision were significantly related to the learning 

of empathic responses by trainees (Payne, Weiss, and Knapp. 1972). 

Moreover, matching of supervisees' preference to supervisory method 

did not increase the supervisee's level of empathy toward the client. 

The didactic approach was significantly more effective than the 

experiential (Birk, 1972). 

A comparison of individual and group supervision revealed no 

significant difference in a client's perception of the trainee's 

counseling relationships. The variance that occurred could be 

explained in how the trainees perceived their supervisors and how the 

trainees expected their clients to perceive them (Lanning, 1971). 
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Sunblad and Feinberg (1972) indicated that supervisor warmth was 

positively affected by interpersonal attraction, but supervisor 

empathy or genuineness was not. 

Lambert (1974) discovered that genuineness and respect were 

offered at similar levels in counseling and supervision. He also 

found that levels of empathy and specificity were significantly lower 

in supervision than in counseling. The data collected showed that 

supervisors frequently ignored the trainee's feelings and focused 

instead on the feelings of the trainee's client. 

One study compared high-level and low-level supervisors and 

trainees. There was a significant correlation between "high-level 

functioning" supervisors and "high-level therapist-offered facili

tative conditions" made by supervisees. Supervisees with "high-

level" supervisors functioned significantly higher on the dimensions 

of empathy, regard, genuineness, and concreteness than did super

visees of "low-level" supervisors (Pierce and Schauble, 1970). 

Trainees in a group practicum with a nonrestrictive supervisor 

conveyed significantly more understanding responses at the end of the 

practicum than trainees with a restrictive group practicum supervisor 

(Austin and Alterkruse, 1972). 

Silverman and Quinn (1974) compared monitor-modeling and imme

diate feedback supervision. They discovered that monitor-modeling 

significantly increased the level of facilitative conditions offered 

by the trainee to a coached client. This study also suggested that 

co-counselor techniques are less threatening to the trainee. 



16 

Lemons and Lanning (1979) explored the relationship of the 

measured-value and anticipated-value systems held by supervisors and 

supervisees to the levels of communication and satisfaction reached 

within the supervisory relationship. Their results uncovered an 

insignificant relationship between value system similarity and the 

levels of communication and satisfaction reached. At the same time 

the research did indicate that the higher the level of communication 

reached, the higher the satisfaction in the supervisor-supervisee 

relationship. 

In a similar project Hester, Weitz, Anchor, and Roback (1976) 

found that similarity of attitudes did not have a significant effect 

on supervisor attractiveness to counselors. However, skill level had 

a positive effect. 

Many of the studies done were descriptive in nature or pre-

experimental in design. Consequently, data was not available as to 

what role the supervisor played in practicum supervision. The 

studies that were more experimental by design focused on facilitative 

communication of the core conditions of empathy, positive regard, 

genuineness and concreteness. These articles left the impression 

that the supervisor who directly or indirectly modeled facilitative 

behavior would be more effective. The research showed that didactic 

training was more effective than experiential training. 
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The Process of Supervision 

Another integral part of the practicum is the process of super

vision. Just how supervision affects trainees was the next topic of 

discussion in reviewing the literature. Payne and Gralinski (1968) 

found that counselor trainees in technique-oriented supervision 

scored higher in the criteria of empathy than those trainees in a 

counseling-oriented supervision. The study also showed that the 

supervisor's empathy was not related to counselor learning. 

Hansen and Barker (1964) examined the extent to which the level 

of supervisor-trainee relationship was related to the trainee's level 

of experience. They found that those trainees who felt they had a 

good supervisory relationship were less defensive and more sensitive 

to themselves than trainees who gave a low rating to their relation

ship. 

A combined didactic and experiential approach to training in 

counseling was the focus of experimentation undertaken by Carkhuff 

and Truax (1965). Their study measured the variables of therapists' 

accurate empathic understanding; warmth or positive regard; and 

genuineness or self-congruence. 

Counseling tapes by graduate students were compared with those 

of lay people and experienced therapists. The only significant 

difference found was between the lay personnel and the experienced 

therapist on the dimension of therapist self-congruence. 
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Delaney, Long, Masucci, and Moses (1969) attempted to measure 

the degree to which ten counselors developed skills and changed 

perceptions during one semester of supervised practicum. The results 

showed that the counseling practicum led to increases in the 

therapist-offered conditions during the practicum. These counselors' 

perceptions of significant counseling concepts were relatively 

similar to those at entry into the practicum. 

Using an experimental design, Blane (1968) studied the effects 

of positive, negative or no supervision on trainees' emphatic under

standing. Blane's results indicated a significantly higher level of 

empathy on the post-test for those students who had participated in a 

positive supervisory experience. The no supervision and negative 

supervision groups did not show any increase in empathy. 

Davidson and Emmer's (1966) pre-experimentai design study on 

immediate effect of supportive and nonsupportive supervision on the 

counselor trainee's focus of concern revealed that the nonsupportive 

group was less positive about the supervision concept than was the 

supportive group. Furthermore- those who received the nonsupportive 

supervision tended to shift the focus of their interviews from the 

client to themselves significantly more than did those in the sup

portive supervisory group. 

Another pre-experimentally designed investigation by Schoch 

(1966) examined the effects of practicum experience on counselor 

behavior. The trainees were rated on four categories: counselors' 

general frame of reference, people and their behavior, perception of 
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self, and purpose of the helping task. Results of the study indi

cated that the counselors rated significantly better on these four 

dimensions following the practicum experience. 

Cross and Brown (1983) gathered data using fifty-one supervisees 

varying in both experience and training. They judged forty-four 

specific supervisors' behaviors for frequency that they implemented 

in supervision and judged supervisors' effectiveness, assessed on 

five separate scales. A factor analysis of the supervisors' be

haviors revealed four factors: Evaluative Support, Time/Structure, 

Method of Supervision, and Rapport. The results from a multivariate 

analysis of variance showed that one factor. Method of Supervision, 

was statistically significant with beginning trainees emphasizing 

more the mechanics and tasks of supervision. Other trends in the 

analysis showed that experienced supervisees needed a less structured 

interaction with supervisors who were more supportive and were 

considered more effective. Analysis of specific supervisory be

haviors gave support to the notion that supervision, over time, can 

be conceptualized as a process involving specific stages of develop

ment. 

Poling (1968), using video tapes, investigated the benefits of 

three different types of critique sessions. He reported no signifi

cant differences between the three methods of critique sessions; 

however, in subjective reports from trainees, it was evident they 
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believed the small group practicum was the most beneficial. Coun

selor and supervisor ratings tended to be more alike than different 
v/ 

after viewing the videotape. 

A study (Roark, 1969) using the Bales system of interaction 

process analysis evaluated interviews of counseling trainees. The 

study attempted to identify the extent and manner in which counselor 

responses were influenced by classes in guidance and counseling and 

supervised practicum experience. The study further questioned the 

extent and manner in which counselor responses varied between role-

playing and actual counseling situations. The results indicated 

differences between counselor-trainee responses in role-playing and 

actual interviews. The nature of counselor responses were changed by 

training, according to the study, and increased training led to more 

passive acceptance and reflection and to less giving of suggestions, 

questions, and explorations, and reassurance responses. 

Demos and Zuwaylif, (1962) with the help of the Porter Attitude 

Test, measured changes occurring in trainees during a six-week 

program. They also looked for differences related to the theoretical 

position of the counselor's supervisor. Using a pre/post-test 

design, the post results for the total group showed them to be less 

evaluative, less supportive, less probing, and more understanding and 

interpretive. Unfortunately, the research did not permit us to know 

if the changes were the result of didactic instruction, supervision, 

or other variables. Just the same, when counselor responses were 
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analyzed in terms of the theoretical position of their supervisors, 

the counselors of the client-centered supervisor appeared to make 

significantly more understanding and fewer probing responses. 

Havens (1968) studied the effects of the practicum experience on 

counselor trainees. He had trainees complete the Counselor Situa

tional Analysis Inventory (CASI) at the beginning and end of the 

practicum, and he discovered that there were no significant changes 

in counselor responses to the CASI in either a high or low perform

ance group. It appeared that the practicum experience had little 

effect on counselor performance on their particular instrument. 

Models of Supervision 

Cormier, Hackney and Segrist (1974) investigated the effects of 

three prepracticum counselor training approaches on counselor per

formance: T-group, behavioral skills, and discussion control. Pre-

and post-measures consisting of 30-minute video recorded counseling 

interviews were administered to all subjects. They concluded that 

prepracticum training based on a systematic behavioral skills model 

enhances the counselor's self-confidence and establishes a positive 

mental set for counseling actual clients. When counselors were 

trained for specific skills, an overall positive effect was perceived 

by their clients. This suggests that counselors who were trained by 

a systematic model based on specific performance objectives can 

demonstrate to their clients an overall gestalt that is not altered 

negatively by systematic training. 
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Greenberg and Sarkissian (1984) evaluated the effectiveness of a 

Gestalt skill-training group. The program provided integration of 

skills in the counselors' repertoire and did this in a context that 

provided for personal growth. Eleven counselors who were enrolled in 

the training group, plus eleven matched-pair controls, interviewed 

randomly assigned clients. These inverviews with the coached clients 

took place both before and after the training program. Results 

indicated that, after training, counselors responded to a client 

statement of conflict significantly more often with a two-chair 

dialogue intervention. They also used significantly more advanced 

skills of direct guidance, open question, and nonverbal referent than 

they did before training. 

Davis and Arvey (1978) presented a dual supervision model. 

Their model was adopted from a supervision method used in many 

clinical-psychology programs in which several supervisors are as

signed to one practicum student, each supervisor following that 

student's progress with different clients. The participants were 

eight educational psychology and guidance master's students enrolled 

in their second quarter of counseling practicum. They were assigned 

to the practicum groups based on their class schedules. Four 

students received single supervision by a staff counselor educator. 

The other four students received dual supervision by another staff 

counselor educator and a third-year doctoral student who was 

registered for a supervision practicum. A modified version of the 

supervisory behavioral checklist (Smith, 1975) was administered at 

the end of the quarter to all eight counseling trainees. 
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The dual supervisor group felt that its feelings and the clients' 

feelings were clarified more often than were those of individuals who 

received traditional supervision. Supervisors focused on what the 

trainee said to the client and how it was said more often than the 

single supervisor. In dual supervision, techniques were perceived by 

the trainees to be modeled more frequently than in traditional 

supervision. In addition, the students in dual supervision responded 

with a higher frequency rating on all sixteen items dealing with the 

supervisor's behavior. The trainees in traditional supervision 

responded with lower frequency on the supervisory behavioral check

list. 

A multi-modal approach to counselor supervision was explored by 

Ponterotto and Zander (1984). They applied Lazarus's (1976, 1981) 

multi-modal approach to a model of counselor supervision. This 

supervision model emphasizes the importance of considering the 

trainee's total experience. As a means of assessing the trainee's 

total experience, the supervisory process includes continuously 

monitoring the trainee's Behavior, Affect, Sensations, Images, 

Cognitions, Interpersonal Functioning when appropriate, and Bio

logical Functioning (Diet and Drugs). Taking the first letter of 

each modality gives us the acronym: BASIC-ID. This model is largely 

an educational approach to supervision in which trainees are taught a 

wide range of counseling strategies to enhance their therapeutic 

problem-solving abilities. Through this supervision model, trainees 

learn to view clients as multi-functioning and as operating in 
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different modalities. In keeping with an educational emphasis, the 

supervisor-supervisee relationship is characterized by mutual re

spect, cooperation, and teamwork. This multi-modal model has not 

been empirically tested, thus the model should be considered only as 

a proposal. 

To determine whether differential levels of anxiety and recall 

occur during vicarious modeling or self-observation, six counselor 

trainees were shown five video taped segments of counselor-client 

interacting—two of a different counselor and client, and three of 

themselves counseling (one of which was viewed in the presence of the 

trainee's supervising professor). Ho, Hosford and Johnson (1985) 

measured anxiety by self-reports and hand temperature, and recall was 

assessed by several questions regarding the verbal and nonverbal 

behaviors demonstrated in each segment. Although a significant 

negative correlation was found between the physiological measure of 

anxiety and recall (p = 0.90), no significant differences were found 

in the amount of anxiety relative to other-model versus self-

observation. Trainees recalled a significantly greater amount of 

verbal behaviors during other-model observation than in self-

observation conditions, whereas the reverse was found for nonverbal 

behaviors. The presence of the supervising professor affected a 

dramatic increase in the anxiety and decrease in recall. These 

findings would suggest the need to use different modeling strategies 

when teaching different types of counseling behaviors. 
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Cotherapy is another supervisory model reported in the litera

ture. Reynolds and McWhirter (1984) presented a rationale for using 

cotherapy as a model of supervision. They suggest cotherapy has the 

potential to be a personal growth experience, provide stability and 

objectivity in the trainee team, lessen trainee anxiety, enhance 

learning, increase accountability, and maximize supervision. 

Gurk and Wicas (1979) present a model of supervision that they 

describe as a consultation metamodel. A process-consultation model 

follows what offers scope and clarity for counselor supervision. 

There are five categories of intervention: acceptant-cathartic, 

catalytic, confrontation, prescriptive, and theory and principles. 

The four focal issues include power/authority, morale/cohesion, 

norms/standards, and goals/objectives. Kinds of intervention span 

the counseling versus instruction dichotomy; they suggest alternate 

tactics for supervisory action on a defined issue with the individual 

being supervised. The consultation process may be summarized accord

ing to the following components: contract definition and redefini

tion, data collection, data analysis, problem solving, and evalua

tion. In the context of counseling supervision, this psychoeduca-

tional consultation model allows for job descriptions to be tailored 

to fit the setting as well as the aptitudes of both supervisor and 

person supervised. As the setting changes and skills develop, 

supervisory processes clarify goals, and the contracted job descrip

tion is legitimately and jointly restated. 
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Dreikers and Sonstegard (1966) describe a holistic approach to 

practicum supervision that originated with Alfred Adler (1963), who 

interviewed children and their parents before a group of teachers. 

The Adlerian model of supervision starts with a discussion of the 

techniques and procedure. Some basic principles of effective inter

viewing are presented and explained to the students. A demonstration 

of the counseling technique is then offered by the instructor. 

Usually, the parent is interviewed before the practicum group. The 

instructor, after permission is granted, interrupts the interview for 

the purpose of instructing the group of practicum students. After 

parents leave, the students remain for an evaluation of the interview 

and of the case. Students are then offered an opportunity to do 

counseling before the group. The student is evaluated, but not 

graded, for his performance. An essential element of this model is 

the group's input for each practicum student. In written evalua

tions, students in Dreikers and Sonstegard's practicum expressed 

their conviction that more could be accomplished through a group 

practicum than if each student had been individually supervised. 

Models of supervision included skills training models, a dual 

supervision model, an other-observation model, an Adlerian model of 

supervision, a cotherapy model, a micro-model, and a multi-modal 

model. The skills model approach gave confidence to counselor 

trainees; whereas, the video self-other observation model caused 

anxiety when a professor viewed the counselor trainee tape with the 
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.sion, 

cotherapy supervision or, as in the Adlerian model, a supervisory 

group experience. 

trainee present. The most helpful models involved dual supervi: 

The Training Methods in Supervision 

This section is devoted to literature that specifically deals 

with methodology in the structure of practicum supervision. These 

articles are designated as training studies because they emphasized 

the impact of the effect of a supervisory method on a trainee. 

Based on subjective log reports, Yenawine and Arbuckle (1971) 

maintained that feedback to trainees using videotape was both appro

priate and meaningful in practicum supervision. Ward, Kagan, and 

Krathwohl (1972) and Markey (1970) showed no significant differences 

among practicum students who were assigned to video playback, audio 

playback, a combination of both, and a control group (no playback). 

Saltmarsh (1973) made use of a two-media programmed instruction 

package to increase levels of empathy in practicum counselors, and 

the experimental group scored significantly higher on their emphatic 

responses than did the control group, who participated in discussions 

based on readings and a videotape. 

A study comparing a traditional pre-practicum and an experi

mental pre-practicum showed that the achievement of interviewing 

skills by trainees in the experimental group was significantly 

greater than trainees in the traditional group (Spivak, 1972). The 

experimental pre-practicum used the interpersonal process recall and 
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took into account the counselor's level of development; the tradi

tional pre-practicum was made up of an overview of counseling 

theories and practices that were discussed along with critiques of 

audio and videotapes. 

Bradley's (1974) study of client perceptions of relationship 

variables revealed no significant differences among core dimensions 

offered by trainees exposed to a modified form of interpersonal 

process recall and controls in a traditional setting. Two micro-

model treatments set up by Boyd (1973) showed no significant dif

ferences on the participants' scores on the Counselor Verbal Response 

Scale. However, significant differences were found between micro-

model participants and controls. Behavioral and recall interrogation 

were the methods employed. Behavioral supervision was associated 

with significant gains on two of the four measures on the Counselor 

Verbal Response Scale. 

Daiton, Sunblad and Hylbert (1973) did an experiment based on 

principles of social learning. Their study indicated that trainees 

in a modeled learning experience communicated empathic understanding 

at significantly higher levels than either the treatment controls who 

participated only in part of the modeled experience or the regular 

controls. A brief didactic/experiential training program designed by 

Butler and Hansen (1973) showed levels of facilitation could be 

increased significantly when facilitation was assessed from a coached 

client interview or by written response to taped client statements. 
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Carlson (1974), in his research on the effectiveness of immedi

ate verbal feedback and feedback and instructions on the qualitative 

levels of empathic verbal performance of counselor trainees, showed 

significant increases in responses from the group that got immediate 

feedback and instructions. 

Using a pre-test/post-test control group design, Goldfarb (1978) 

looked at the effects of didactic and experiential supervision and 

this combination on the client's evaluation of the counselor. He 

compared experienced and inexperienced counselor trainee under

graduates assigned to various groups. Clients rated counselors on 

the Counselor Evaluation Inventory (CEI) and the congruence and 

empathy sub-scales of the Barrett-Leonard Relationship Inventory. 

Significantly lower ratings were reported for the low didactic-low 

experiential and the control group than for ail other groups. 

Goldfarb concluded that inexperienced counselors could be taught 

counseling skills in one half-hour of supervision coupled with 

practice in situations of didactic or didactic plus experiential 

supervision. 

Karr and Geist (1977), in a pre-experimental design, concluded 

that there was a significant relationship between supervision levels 

of genuineness, concreteness, respect and trainee levels of those 

conditions. They also found significant increases in all levels of 

trainee conditions offered at the end of the study. No significant 

correlations were found for empathy, indicating that supervisor 

empathy with trainees was not related to how empathic trainees were 



30 

with clients. Moreover, they found no significant relationship 

between perceived levels of conditions offered by supervisors in 

supervision and conditions offered by trainees in therapy. 

Wedeking and Scott (1976) found no relationship between trainee 

and supervisor levels of empathy. Counselors-in-training showed 

decreasing levels of informative verbal content and increased levels 

of evaluative content over the course of the study. Trainees showed 

increased competencies in role adaptation and cognitive flexibility. 

The authors were unable to indicate a relationship between these 

increases and specific supervisor behaviors. Seligman (1978), in a 

similar study, found peer supervision helped to increase the coun

selor trainees' level of empathy, respect, genuineness, and con

creteness. There was a positive correlation between supervisors 

level of empathy in counseling as rated by the supervisees ratings of 

them as supervisors. However, the results of the study showed no 

significant correlation between supervisee ratings of supervisors and 

increased levels of facilitative conditions in supervisees. Finally, 

the research indicated that peer supervisors who were structured, 

didactic, and technique-oriented were most effective in the super

visory role. 

Bowman and Roberts (1979a), in an experimental design, evaluated 

physiological and subjective reports of anxiety in counselor 

trainees. They found equal levels of anxiety under all conditions 

except the control condition (reading an article on counseling) in 
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which anxiety was significantly lower. The study appears to point 

out that the counseling session (the experimental condition) itself 

caused such high levels of anxiety in the trainee that additional 

input (tape recording and evaluation by supervisor) could not in

crease it further. 

Biasco and Redfering (1976) looked at the differences of client 

and counselor perceptions of supervised and unsupervised group 

counseling. They discovered that counselors and clients who 

participated in the supervised group were more positive about the 

experiments than those who participated in the nonsupervised group. 

Stone (1980) explored the effect of experience level on super

vision and found a positive relationship between level of experience 

and the number of planning statements. Experienced supervisors made 

more statements concerning the supervisee and fewer self-statements. 

In a pre-test/post-test control group design. Berg and Stone 

(1980) investigated the interactive effect of counselor conceptual 

level and structure level of supervision on the skills of the coun

selor. They found that supervision served to further counselor skill 

development more than did studying tapes alone. Other comparisons 

were between high structure supervision, low structure supervision 

and a control group, and conceptual levels of participants. Lower 

conceptual level students were more capable of producing appropriate 

counseling responses. 

The effectiveness of different approaches to micro-training were 

examined by Peters, Cormier and Cormier (1978). The four approaches 
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studied—modeling, role-playing, peer feedback, and remediation 

groups—showed no significant differences in quality of learning 

among trainees. However, adding a cognitive component to micro-

training was found to be beneficial to counselor trainees, according 

to Richardson and Stone (1981). 

One study (Jansen and Litwack, 1979) hypothesized that decreas

ing trainee anxiety would produce more relaxed students who, in turn, 

would be viewed as more effective by their clients. Jansen and 

Litwack (1979), using an assertiveness training program, indicated a 

significant effect on lowering trainee anxiety during counseling 

sessions. However, client ratings proved to be the same for the 

trainees who had received the assertiveness training and the control 

group. 

Modeling as a practicum technique has been studied by Robinson, 

Froehle, and Kurpius (1979). Using video and written material, they 

showed these to be equally effective ways in which to learn appro

priate counselor responses. Hector, Davis, Denton, Hayes, and Hector 

(1979) used modeling to teach trainees to respond to the negative 

effect of a client that proved effective. Later they added inter

spersing verbal practice with modeling videotapes which increased the 

consistency with which trainees responded to client anger and depres

sion. Their work supported the view of verbal practice as a vital 

component to modeling. 

In a study on behavioral feedback and explicit instruction 

techniques in practicum training, Claiborn and Dixon (1982) found 
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that supervisors using feedback were able to better promote trainee 

conceptualization of client goals than supervisors using a didactic 

approach. Kingdon (1975) looked at the Interpersonal Process Recall 

(IPR) and found it to be inferior to "traditional" supervision in 

terms of the initial level of both trainee and client self-

exploration. Client ratings, however, reveal that over time the IPR 

trainees surpass the clients of trainees undergoing traditional 

supervision in their self-exploration level. The overall counseling 

experience was rated the same by clients of both groups. When 

measures were done on the IPR trainees and "traditional" trainees on 

empathy and supervisory ratings, no significant difference was found. 

These studies have examined different aspects of methods and 

procedures in practicum supervision. Communication skills were given 

attention as was video and audio techniques. Modeling, peer super

vision, and assertiveness training were included as methods of teach

ing counseling to practicum trainees. Skills, or technique oriented 

methods, combined with didactic/experiential approach proved to be 

methods that were the most effective. Supervision versus little or 

no supervision of counselor trainees was significant. 

Studies of the Practicum Experience 

Some researchers have focused on personality characteristics of 

the practicum student. The following is a review of those articles 

concentrating on that subject. 
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Zarski, Bubenzer, and Walter (1980), using the California Per

sonality Inventory, discovered that trainees receiving high ratings 

from their clients had significantly lower levels of self-acceptance 

than students receiving low ratings. Kaplan (1983), commenting on 

these research findings, says, "I believe that this seemingly con

tradictory finding was an indication that possessing a quality 

associated with effective helping is not sufficient for a student; 

the quality must be perceived by the client" (p. 216). 

Loesch, Crane, and Rucker (1978) found no relationship between 

effective practicum students and self-disclosure, dogmatism, locus of 

control, machiavelianism, academic aptitude, or gender. Tinsiey and 

Tinsley (1977) obtained measures on the Omnibus Personality Inventory 

and compared them with supervisory ratings. This research showed 

that effective trainees were more open to examining their motives and 

actions and to utilizing a philosophical, reflective, and flexible 

approach to ideas. Overall, they found that the effective practicum 

student was more introspective, esthetically sensitive, emotionally 

expressive, flexible, tolerant and independent. 

In an effort to predict successful trainees, Forster and Hamburg 

(1976) used the Sixteen Personality Factor Questionnaire (16PF) 

before trainees' entrance into practicum. They correlated the 16PF 

with supervisory ratings to discover that the personality instrument 

was not useful as a predicator or selector of effective practicum 

students. 
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Stillman (1980) explored the relationship between pre-practicum 

levels of facilitative responding and practicum performance. The 

students who were rated high on facilitative responding during 

pre-practicum were also rated high in their practicum performance. 

Hodge, Payne, and Wheeler (1978) hypothesized that the amount of 

experience that a supervisor has can affect practicum supervision. 

Their study showed inexperienced peer supervisors were able to teach 

empathy skills at the same level as experienced professional 

supervisors. As mentioned earlier. Stone (1980) found that 

experienced supervisors were more productive for the 

counselor-in-training. 

Supervisor characteristics studied by Holloway (1982) showed 

that the trainees were more verbal and voiced more positive behaviors 

when the supervisor used support and praise rather than silence or 

opinion-giving. 

Handley (1982) used the Myers-Briggs Type Indicator to study the 

cognitive style of supervisor-trainee dyads in relation to the 

interpersonal nature of the supervisory relationship, satisfaction 

with supervision, and evaluation of trainees. An analysis of the 

data showed that cognitive style may have been more important for 

supervisors than trainees. When the sensing-intuition dimension 

showed increased similarity, the trainee experienced more satis

faction and enhancement of the supervisory relationship. 
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A survey of trainees by Nelson (1978) revealed that the most 

important goal of the trainees was gaining therapeutic competence; 

the most desired mode of learning for beginning students was obser

vation of the supervisor during an actual counseling session; ad

vanced practicum students preferred the supervisor to be a co-

therapist. 

Ostrand (1976), employing the California Psychological Inventory 

and the California Fascism Scale, discovered that students who 

complete practicum have higher feelings of self-acceptance (an 

important counselor quality) than students who do not go through 

practicum. 

This section of the review of literature has covered articles 

related to the effectiveness of practicum supervision. Some of the 

authors found that trainee satisfaction related to supervisory-

trainee relationship. Other authors concentrated on the personality 

characteristics of trainees in relation to performance as counselors. 

The articles pointed out the need for a supervised practicum and the 

need for the trainees to have a positive experience. 

Literature Related to the 
Personal Orientation Inventory 

This section covers the material related to the Personal Orien

tation Inventory, its history, development, and use. 

According to Shostrom (1976), the Personal Orientation Inventory 

was first constructed during the summer of 1962. Abraham Maslow 

(1971) commented later. 
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In studying healthy people, self-actualizing people, 
etc., there has been a steady move from openly normative 
and the frankly personal, step-by-step, toward more and 
more descriptive, objective words to the point where 
there is today a standardized test of self-actualization. 
Self-actualization can now be defined quite operationally, 
as intelligence used to be defined, i.e., self-
actualization is what the tests test. It correlates 
well with external variables of various kinds and keeps 
on accumulating correlational meanings (p. 28). 

Shostrom and Knapp (1966), in an effort to gather data on the 

Personal Orientation Inventory, discovered a significant negative 

correlation between the Depression, Psychasthenia, and Social Intro

version scales of the MMPI and the Personal Orientation Inventory. 

Knapp (1965) found that the Personal Orientation Inventory 

scores were positively related to a lack of neurotic symptoms and 

tendencies, as measured by the neuroticism scale of the Eysenk 

Personality Inventory. 

Foulds (1969) suggested from his studies using the Personal 

Orientation Inventory, that selection of counselor trainees could be 

adopted to bring more fully functioning, self-actualizing individuals 

into training programs. 

Later in his work, Foulds (1969) investigated the Personal 

Orientation Inventory's ability to discriminate between two groups of 

counselors with respect to communicating the therapeutic condition of 

facilitative genuineness within counseling relationships. His 

research indicated that seven of the Personal Orientation Inventory 

scales significantly differentiated between "high genuineness" and 

"low genuineness" groups. 
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The Personal Orientation Inventory was administered to a sample 

of NDEA Guidance Institute Counselors. Results showed 11 of the 14 

Personal Orientation Inventory scales correlated significantly with 

highly reliable judge's ratings. McClain (1970) was attempting to 

give evidence that the Personal Orientation Inventory did measure 

self-actualization among normal adults. 

A study was conducted examining the relationship between the 

Personal Orientation Inventory scales and the effectiveness of 

dormitory assistance as evaluated by students (Graff, Bradshaw, 

Danish, Austin, Altekruse 1970). The Personal Orientation Inventory 

was administered to 71 dormitory assistants (males) at the beginning 

of the spring quarter. Dormitory assistant effectiveness was mea

sured by a semantic differential questionnaire. The findings sug

gested that the Inner-Directed, Self-Actualizing Value, Spontaneity, 

and Acceptance of Aggression were the primary scales of the Personal 

Orientation Inventory which predicted effectiveness in the diverse 

roles of the dormitory assistants when using student rating. 

Mazer and Engle (1971) administered the Personal Orientation 

Inventory to participants in a 38-week guidance institute at the 

beginning and end of the period. Statistical analysis indicated that 

the pre- and post-test differences were significant on 8 of the 14 

scales of the Personal Orientation Inventory. These findings sug

gested that the participants changed markedly in personal orientation 

as a result of the institute experience. 
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Thirty-four undergraduate, non-science majors participated in a 

program in the biological sciences. The program stressed applica

tions of biology to social problems and emphasized emotional as well 

as intellectual growth. Students took part in discussions, field 

trips, projects in the community, and encounter-type process groups. 

At the end of the program the students showed significant increases 

on 9 of the 12 scales of the Personal Orientation Inventory. 

Greatest changes occurred in inner-directedness and acceptance of 

their own aggression (Mullins and Perkins, 1973). 

Peterson (1982) did research on a group of engineering technol

ogy students who were offered a one semester, three-credit-hour human 

relations course. Thirty undergraduate students elected to partici

pate in the class and were designated the treatment group. Sixteen 

other students, enrolled in a basic engineering technology course, 

were designated the control group. A pre-test/post-test design was 

used to ascertain statistically significant differences between the 

groups before and after the course. 

The results of the Personal Orientation Inventory pre-test did 

not distinguish between the treatment and control groups. However, 

after the human relations training class, 11 out of 12 sub-scale 

scores distinguished between the treatment and control groups at the 

.05 probability level. Analysis of the data did show that a human 

relations training class can have considerable impact on technical 

students. 
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Rowley (1975) used the Personal Orientation Inventory to measure 

characteristics that relate to an individual's personal orientation 

to life situations. The participants were eleven full-time counselor 

educators at a university. The counselor educators as a group scored 

in the 50 to 60 standard score range on seven of the Personal Orien

tation Inventory variables: Time-competence, Existentiality, Feeling 

Reactivity, Self-acceptance, Nature-of-Man, Synergy, and Acceptance 

of Aggression. 

Brown (1974), in an unpublished dissertation, compared the level 

of self-actualization of practicum trainees to their level of coun

seling skill at the beginning and end of a counseling practicum. The 

self-actualization and counseling skill ratings of the practicum 

trainee group were compared to a control group of counselor-trainees 

enrolled in non-practicum guidance and counseling courses to deter

mine differences between the groups in terms of these variables. 

Brown's research showed that 1) neither self-actualization nor 

self-perception of personal development were related to measures of 

counseling skill; 2) practicum trainees significantly increased 

their level of counseling skill, as measured by the Counselor Com

petency Behavior Rating Scale, during the counseling practicum; 3) 

Personal Orientation Inventory sub-scores did not correlate to final 

Counselor Competency Behavior Rating Scale tape ratings; 4) self-

actualized subjects had a positive and significant correlation 
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between the Personal Orientation Inventory scores and final ratings 

of counseling skill, while those grouped as overly self-actualized 

had a substantial negative correlation between Personal Orientation 

Inventory scores and final tape ratings. 

Weinrach and Knapp (1976) studied the relationship between 

levels of counselor actualization and student evaluation of their 

high school guidance program. Twenty-three high school counselors 

took the Personal Orientation Inventory and 1,658 of their respective 

eleventh grade students completed Wysong's (1971) Guidance Program 

Evaluation Student Survey. Significant correlations were obtained 

between student ratings of the effectiveness of the guidance program 

and the Personal Orientation Inventory scales of Time Competence and 

Spontaneity. The conclusions by the authors suggested that the more 

actualized the counselor, as measured by the Personal Orientation 

Inventory, the more likely the students were to assign high ratings 

to the school guidance program. 

One study examined the effects of training counselors for the 

core therapeutic conditions of empathy, warmth, and genuineness in 

terms of increased levels of actualizing as measured by the Personal 

Orientation Inventory (Fischer and Knapp, 1977). This study revealed 

significant positive pre-test to post-test changes for the experi

mental group on subscales of Spontaneity, Self Regard and Synergy. 

Correlations between the Personal Orientation Inventory scales and 

independent ratings of the core conditions showed that ail three 

conditions of empathy, warmth, and genuineness were significantly 
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related to the Inner-Directed (I), Feeling Reactivity (Fr), and 

Spontaneity (S) scales and that genuineness was also significantly 

correlated with the Synergy scale. 

An approach toward studying the beneficial aspects of practicum 

supervision revolved around supervisor characteristics. Deming 

(1980) found that the level of self-actualization in a supervisor did 

not have an effect on his or her ability to initiate self-actualizing 

changes within the trainee. As measured by the Personal Orientation 

Inventory, low self-actualizing supervisors were just as successful 

as high self-actualizing supervisors at obtaining self-actualizing 

growth in their students. 

Hoover (1977) examined the effectiveness of a program to teach 

psychotherapeutic skills to students training in pastoral psycho

therapy. The students were being supervised during their training. 

Hoover administered the Personal Orientation Inventory at the be-

No 

significance appeared between the pre- and post-test mean scores on 

the Personal Orientation Inventory. However, significant differences 

were found in three sub-scales: Time Competence (TC), Synergy (Sy), 

and Acceptance of Aggression (A). 

Phillips (1973) did a study similar to the one being reported in 

this investigation. His study consisted of an experimental group 

composed of practicum students and a control group made up of non-

practicum students. Each group was given the Personal Orientation 

Hoover administered the Personal Orientation Inventory at t 

ginning of the training period and again five months later. 
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Inventory at the beginning and end of a semester of school. Phil

lip's research indicated significant difference in self-actualization 

between the practicum students and the control group. 

This section in the review of literature discussed the Personal 

Orientation Inventory. The material covered indicated a diverse use 

of the Personal Orientation Inventory. It has been used as a measure 

to explore counselor competency, readiness to do counseling and 

counseling skills. The research on the Personal Orientation Inven

tory has been limited by research designs and types of statistical 

analysis. Most studies have also been limited due to the small 

number of participants in the experiments, especially concerning 

counselor training. 

Phillips (1973) had one control group (22) and a limited number 

of participants in the counseling practicum (20). His research 

design and analysis was limited by the amount of data and one sta

tistical procedure. 

Brown (1974) had a control group of 7 and an experimental group 

of 14, thereby limiting the overall strength of the experimental 

design. Hoover's (1977) study involved only 18 students and was not 

experimental. 

Weinrach and Knapp (1976), Rowley (1975), and Foulds (1969) did 

studies using the Personal Orientation Inventory in counseling 

related research but none of the designs were experimental. Fischer 

and Knapp (1977) did experimental research in training counselors. 
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However, their research was limited due to the small cell size of 

their control and experimental groups (10). 

The limitation of these studies would indicate the need to 

further investigate the use of the Personal Orientation Inventory in 

a practicum setting. 

Summary 

The literature concerning practicum supervision includes a range 

from examining the role of the supervisor to the arena of personal 

growth. Articles on research in the area of skills pointed out that 

in some cases teaching technique did, in fact, facilitate counselor 

acquisition of such skills. At the same time, some authors pointed 

out that clients did not rate the counselors-in-training any higher 

than other counselor trainees. 

Articles on the role of the supervisor suggested that the 

supervisor directly or indirectly modeled facilitative behavior was 

more effective. The research also indicated a combination of exper

iential and didactic as the most helpful to the counselor trainee. A 

positive relationship between the trainee .and supervisor is impor

tant. Actual client interviewing versus role-playing helped trainees 

to become more reflective and less aggressive in interview skills. 

Techniques and immediate feedback, whether from video or taped and 

written responses, were the most helpful to the practicum student. 

Research done using the Personal Orientation Inventory in a 

practicum setting indicated that growth in self-actualization was an 
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important component of the counselor-in-training. It was found that 

there is a positive correlation between self-actualization and the 

core conditions of empathy, warmth, and genuineness. Articles on the 

Personal Orientation Inventory in a practicum setting had certain 

limitations. Given the ambiguity of that research, additional 

research might add to the examination of the effects a practicum has 

on self-actualization in counselors-in-training. 

The review of literature in the area of practicum experience and 

supervision covered theoretical frameworks of supervision, models of 

supervision, the role of the supervisor, the process of supervision, 

methods in supervision, characteristics of the trainee, and, finally, 

literature on the Personal Orientation Inventory. 



CHAPTER III 

PROCEDURES 

This section will explain the treatment methodologies and 

procedures employed to examine the research questions discussed in 

Chapter I. The material covered in this section will include a 

design of the study, a description of the sample population, the 

instrument selected to measure the dependent variables, hypotheses, 

collection of data, and treatment of data. 

Study Design 

The research design employed in this study was quasi-

experimental (Kerlinger, 1973; Campbell and Stanley, 1963). The ex

perimental and control groups were pretested and posttested using the 

Personal Orientation Inventory. The design of this study has some 

characteristics similar to one discussed by Campbell and Stanley 

(1963). They call it the non-equivalent control group design 

described as "an experimental group and a control group given a 

pretest and a posttest, but do not have pre-experimental sampling 

equivalence" (p. 47). 

An analysis of covariance using the pretest as the covariate was 

utilized to statistically equate the groups since they were not 

randomized (Cornett and Beckner, 1975). The use of intact groups in 

quasi-experiments are subject to interpretation difficulties even 

when analysis of covariance is used (Kirk, 1982). Hence, to add to 

46 
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the information obtained from the analysis of covariance, a split-

plot analysis was also used to test the hypotheses. Specifically, a 

split-plot factorial analysis with repeated measures was the design 

choice (Kirk, 1968, 1982). The three groups tested were the same 

classes, with the same subjects tested over a semester's time frame. 

These conditions constitute a repeated measures design (Schumm, 

Bugaighis, Jurich, 1985). 

This design is factorial in that there was more than one inde

pendent variable being explored at the same time (Ferguson, 1976). 

The first independent variable was the different conditions experi

enced by subjects in each separate group. Each separate group 

constituted a different level within the first independent variable. 

The second independent variable was the repeated measure (pre-post 

test) over the semester's time frame. 

A split-plot design was necessary because of the three different 

groups. The three different groups are made up of different subjects 

in each level. The use of a split-plot design renders data on sig

nificant differences among the separate groups into which the sub

jects have been placed. This design also yields information on 

differences associated with individuals among subjects within the 

groups. Another feature of the split-plot design is the data gained 

on the interaction between groups and time. The group-time interac

tion is a necessary component of the design in order to correlate 

subjects' responses over time and over other group members. The 
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main purpose of the design is to clarify the differences associated 

with being a part of a specific group during a fixed time frame. A 

factorial design is made up of the same subjects being tested over 

the same time period under different experiences or treatments. A 

factorial analysis yields data simultaneously on the effects of two 

or more independent variables (Ferguson, 1976). Time (pre-post) and 

group experience are the two independent variables being investigated 

in this study. Subjects are matched to the extent that they are 

students enrolled in the Educational Psychology Department at Texas 

Tech University. They are all students involved in academic pur

suits. However, each set of students in the three different groups 

experienced different kinds of phenomenon as a result of their 

enrollment in a particular course. Hence, there are different 

individuals in each course undergoing different kinds of treatment 

conditions during the same time interval. A factorial design ex

plores each of the conditions just described as well as how the 

variable of time (pre-post) interacts with each condition. 

Subjects 

The participants in the study were students in the graduate 

program at Texas Tech University. Specifically, the students were 

enrolled in educational psychology courses in the College of Educa

tion. Subjects for the experimental group were students enrolled in 

counseling practicum courses. The control groups consisted of 

students enrolled in an Introduction to Counseling class or an 
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Educational Research class. Table 3.1 (p. 59) shows the demographic 

information for each group. 

The Experimental Group 

The experimental group was comprised of 25 graduate students 

enrolled in three separate counseling practicum classes during three 

separate semesters. The counseling practicum is taken at the end of 

the student's educational program of study. 

A counseling practicum is designed to assist the counselor 

trainee to integrate his/her learning from previous classroom work 

and to apply what has been previously learned to an actual counseling 

situation. Students are expected to do counseling with a variety of 

clients under conditions that will benefit the client as well as 

enhance the trainees' professional growth. A practicum trainee is 

expected to spend 150 clock hours for the semester with a minimum of 

75 hours required as time actually spent in counseling situations. 

Requirements include being supervised each week with a placement 

supervisor, group supervision on a weekly basis with a course in

structor, keeping a log of practicum experience, four cassette tapes 

critiqued by the student and four tapes critiqued by the instructor. 

The trainee is also expected to do a face to face live demonstration 

of a counseling session behind a one-way mirror. 

The Control Groups 

One of the control groups consisted of 18 students enrolled in 

the Introduction to Counseling class, EPSY 5350, a prerequisite to 
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the counseling practicum. Students in this course were not in a 

practicum. The Introduction to Counseling class is taken the first 

semester of the student's program of study. 

The course is designed to introduce the student to the work of 

counselors in different settings, acquaint the student with the 

terminology and underlying assumptions of the helping process, pro

vide an orientation to counseling as a profession, and provide an 

opportunity for personal assessment of aptitude and interest in 

becoming a counselor. The Introduction to Counseling class is a 

basic requirement of the Department of Educational Psychology for all 

entry-level graduate students in the counseling graduate program. 

The other control group members were students enrolled in an 

Educational Research course, EPSY 5385. The Educational Research 

course is academic in nature and gives instruction in statistics and 

research design. The course is required for all graduate students in 

the College of Education. Students in these classes are not normally 

enrolled in a practicum concurrently. The student taking the 

Educational Research course is usually midway through the program of 

study. 

Variables 

Dependent Variable 

The dependent variable was self-actualization, which was 

determined from the sub-scale scores of the Personal Orientation 

Inventory. 
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Independent Variable 

Treatment was the main independent variable. The experience of 

the Counseling Practicum taken by the student during a semester 

constituted the first treatment level. The experiences of the 

Introduction to Counseling class and the Educational Research class 

formed the secondary and tertiary levels of treatment. 

The second independent variable studied was the factor of time 

(the repeated measure) which is the pre-post test over a semester's 

time frame. 

Instrument 

The Personal Orientation Inventory (POI) developed by Shostrom 

(1964, 1966), utilizing scores of relative time competence and 

incompetence, relative inner and other-directedness, and ten addi

tional sub-scales, served as the basic data gathering instrument. 

The instrument was designed to be a comprehensive measure of an 

individual's current level of positive mental health or self-

actualization. The Personal Orientation Inventory consists of 150 

paired opposite, forced-choice statements. The Inventory is self-

administering and the items are scored twice, first for the two basic 

scales of personal orientation, inner-directed, other directed and 

time competent, time incompetent; and second, for ten sub-scales each 

of which measure a conceptually important element of self-

actualization. 
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The Personal Orientation Inventory yields scores for 14 scales 

which purport to assess aspects of positive mental health or self-

actualization, and it is the only available published instrument dis

covered by this writer which purports to measure self-actualization. 

A very desirable factor present in this instrument is its clarity. 

Instead of assuming that the reader understands the opposites of each 

statement in question, as some personality inventories do, the Per

sonal Orientation Inventory states each of the items in two different 

ways, thus making explicit the continuum or dichotomy for that item. 

Definitions for each scale were presented in Chapter I; the 

following is a brief summary of Shostrom's (1966) interpretation of 

high or low scores on the various scales of the Personal Orientation 

Inventory. If the scores on most of the scales fall above the mean 

standard score line based on the normal adult sample, the probability 

is that the person is one who is functioning relatively effectively 

and is comparatively competent in his development toward self-

actualization. 

Time Competency and Time Incompetency: The self-actualized 
person is primarily Time Compentent and thus appears to live 
more fully in the here-and-now. The time incompetent person is 
one who lives in the past with guilts, regrets, and resentments, 
and/or in the future with idealized goals, plans, expectations, 
predictions, and fears. The degree of time competence is 
expressed in a time ratio score of approximately 1:0, as com
pared to the time incompetent ration of 1:2. 

Inner-Directed and Other-Directed: The degree of inner-other 
directed is expressed in a ratio score. The I-O ratio of a 
self-actualizing person, on the average, is 1:3, which indicates 
that he/she depends primarily on his/her own feelings. A 
significantly higher ratio, i.e., 1:4 or above, may indicate the 
need to appear "too self-actualized." 
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Self-actualizing Value: A high score indicates that the 
individual holds and lives by the values of self-actualizing 
people, and a low score indicates he rejects these values. 

Existentiality: Higher scores reflect flexibility in applica
tion of values. People with low scores in this area tend to 
hold values so rigidly that they may become compulsive or 
dogmatic. 

Feeling Reactivity: A high score indicates sensitivity to one's 
own needs and feelings. A low score indicates insensitivity to 
one's own needs and feelings. 

Spontaneity: A high score indicates the ability to express 
feelings in spontaneous action. A low score indicates that one 
is fearful of expressing feelings behavioraily. 

Self-regard: A high score indicates the ability to like one's 
self because of one's strength as a person. A low score indi
cates a low self worth. 

Self-acceptance: A high score indicates acceptance of self 
despite weaknesses. A low score indicates inability to accept 
self with weaknesses. 

Nature of Man: A high score indicates that one sees man as 
essentially good. A low score indicates that one sees man as 
essentially evil or bad. 

Synergy: A high score is a measure of the ability to see 
opposites of life as meaningfully related. A low score indi
cates that one sees opposites of life as antagonistic. When one 
is synergistic, one sees that work and play are not different, 
that lust and love and other opposites are not really opposites 
at all. 

Acceptance of Aggression: A high score indicates the ability to 
accept anger or aggression within one's self as natural. A low 
score indicates that one denies having such feelings. 

Capacity for Intimate Contact: A high score measures the per
son's ability to develop meaningful and contactful relationships 
with other human beings. Low scores indicate a difficulty with 
warm inter-personal relationships. Making contact may be 
defined as the ability to develop and maintain an "i-thou" 
relationship in the here and now, and the ability to meaning
fully touch another human being (Shostrom, 1966). 
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Profiles which indicate the way that various types of indivi

duals or groups would score on the Personal Orientation Inventory are 

portrayed in the technical manual (Shostrom, 1968). Examples of 

these profiles are found in Appendices A, B, C, and D. 

While it is possible to obtain profile scores on the inventory 

as demonstrated above, for purposes of hypotheses testing in this 

study, the I (inner-directed) scale was utilized to indicate the 

level of self-actualization. The I-scale contains 127 of the 150 

items of the Personal Orientation Inventory. It has a high correla

tion with other sub-scales. Knapp (1965) contends that this scale is 

the most representative overall measure of self-actualization. The 

I-scale has been utilized as the measure of self-actualization in 

studies by Groeneveld (1969), LeMay (1969), and Russell (1968) and is 

developed around value concepts having broad personal and social 

relevance. The I-scale measures whether behavior is oriented toward 

self or towards others. 

An illustration of the paired items in the I-scaie are: 

21a. I do what others expect of me. 

b. I feel free to not do what others expect of me. 

41a. I must justify my actions in pursuit of my own interests, 

b. I need not justify my actions in the pursuit of my own 

interests. 

46a. Reasons are not needed to justify my feelings, 

b. Reasons are needed to justify my feelings. 
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Reliability coefficients for the major scales of Time Compe

tence and Inner-Direction are .71 and .77, respectively, and coeffi

cients for the sub-scales range from .52 to .82. In general, the 

correlations are at a level commensurate with other personality 

inventories (Knapp, 1976). 

The Personal Orientation Inventory technical manual by Shostrom 

(1966) cites validity studies that indicate that the Personal Orien

tation Inventory does discriminate between groups of individuals 

judged clinically to be self-actualized and individuals who have not 

achieved self-actualization. 

Hypotheses 

This investigation was designed to test the following null 

hypotheses as measured by the Personal Orientation Inventory: 

I. There will be no significant differences among the means of 

the three groups (Counseling Practicum, Educational Research class 

and Introduction to Counseling class) as measured on the various 

sub-scales of the Personal Orientation Inventory. 

II. There will be no significant differences in mean growth 

toward self-actualization for the groups on the sub-scales as 

measured by the Personal Orientation Inventory pre-post test scores. 

Collection of the Data 

The Personal Orientation Inventory was administered to all 

graduate students who were participating in this investigation during 

a one-semester time frame. The pre-administration of the Personal 
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Orientation Inventory was completed during the first week of the 

semester, and the post-administration was completed during the last 

week of the semester. The instrument was administered under the same 

conditions for the experimental and comparison groups in order to 

observe any changes which might have occurred in the self-actualizing 

process of each group. 

Treatment of the Data 

The Personal Orientation Inventory answer sheets from the pre-

and post-tests were hand-scored, and a statistical analysis was 

completed. This study followed the general rule of the Personal 

Orientation Manual (1972). It suggests that a subject's answer sheet 

having more than 15 items, where the subject chose both or neither 

alternative answer, be considered invalid. Those examinees meeting 

this criteria were excluded from the sample. 

The 0.05 level of confidence was selected as the acceptable 

level of statistical significance. Data was reported for all four

teen scales. 

Statistical Treatment 

An analysis of covariance was employed as one of the principal 

statistical procedures. This method was chosen to adjust for the 

effects of one or more uncontrolled variables. Subjects of the 

groups in this experiment could not be randomly assigned since they 

were intact groups. An analysis of covariance using the pretest 
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scores as covariants was the preferred statistical procedure used to 

equate the groups in this kind of design (Cornett & Beckner, 1975). 

Sample sizes of n^ = 25, n^ = 18, and n = 18 (for a total N = 61) 

were used in an analysis of covariance to test differences in the 

means of the adjusted post-test scores among the groups. The fact 

that the design contained more than one treatment and each treatment 

had more than one level, (i.e., a split-plot factorial design) 

required additional statistical analysis (Kirk, 1982). 

The additional statistical procedure chosen was split-plot analysis 

of variance. This analysis provided a more detailed view of the 

data. The purpose of this procedure was to complement and enhance 

the analysis of covariance. / 

There were two independent variables that were investigated. 

The experimental conditions of each group constituted one variable, 

and the second variable was time as a repeated measure. There were 

three levels within the first variable (levels a , a , a ) Practicum 

class. Educational Research class and the Introduction to Counseling 

class. There were two levels in the second variable (level b and 

b ) the pre- and post-tests measures during the semester's time 

frame. The same groups were tested, over the same time frame (one 

semester), within the same classes. These conditions are prerequi

sites for a repeated measure design (Schumm, Bugaighis, Jurrich, 

1985; Ferguson, 1976). The split-plot analysis is capable of mea

suring discrepancies among the different levels of each group as well 
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as the effect of the repeated measure. Additional statistical pro

cedures were employed to glean information from the data to assist in 

the interpretation of the results (Ferguson, 1976). A Tukey's HSD 

(honestly significant difference) test was used for evaluating all 

pairwise comparisons among group means. Then paired t-tests were 

used to investigate differences in the pre-and post-test scores on 

each group separately. 
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Table 3.1. Demographic Data for Each Group 

Sex 

M 

F 

Mean 

Age 

M 

(9) 50% 

(16) 37% 

36 

33 

Age Range 

No. of Years of 

22-48 

School Completed 19 

Married 

Single 

18 

Practicum Introduction 

to Counseling 

(3) 17% 

(15) 35% 

Educational 

Research 

(6) 33% 

(12) 28% 

19 

10 

9 

17 

9 

9 

Total 

18 

43 

20 

33 

24-61 

37 

29 

23-52 

38 

39 

22-61 

19 

37 

24 



CHAPTER IV 

PRESENTATION AND ANALYSIS OF RESULTS 

Introduction 

The analysis procedure described in Chapter III was implemented 

and the results are reported in this chapter. An analysis of covari

ance constituted the principal statistical procedure. The analysis 

of covariance was employed to discover whether the features of the 

pretreatment condition had significant influence on post-treatment 

effects. A split-plot analysis of variance was a complementary 

statistical procedure utilized to discover significant differences 

among groups (n = 25, n = 18, n = 18) as well as a repeated measure 

analysis. Table 4.1 (p. 70) indicates pretest and posttest mean 

scores and standard deviations. The I (Inner-Directed) scale of the 

Personal Orientation Inventory was utilized as the measure of self-

actualization for statistical testing of the hypotheses. However, 

all scales of the Personal Orientation Inventory received the same 

treament as the I-scaie and are discussed with reference to each 

hypothesis. Tukey's (1953) HSD (honestly significant difference) 

test was used to evaluate all pairwise comparisons among means. 

Differences were considered significant at the .05 level. 

Hypothesis I 

The first hypothesis stated that there would not be a signif

icant difference among the means of three groups as measured on the 

60 
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various sub-scales of the Personal Orientation Inventory. The 

analysis of covariance for groups revealed that pre- and post-test 

score means were highly correlated for all measured variables. In 

other words, the pretreatment condition was found to be able to serve 

as an excellent predictor of the posttest treatment. Table 4.2 (p. 

71) reports the data that was generated as a result of the analysis 

of covariance on the three groups. An analysis of the I-scale data 

for the first hypothesis revealed no significant differences among 

the three groups. Further investigation revealed no significant 

differences among the means of the three groups in growth toward 

self-actualization as measured by the various subscales of the 

Personal Orientation Inventory. The first hypothesis was not re

jected. Due to lack of significance between means of the three 

groups it can be suggested that the treatment did not have any 

significant effect for groups. A split-plot analysis of variance was 

also used to examine the difference among group means. Table 4.3 (p. 

72) supports the findings of the earlier statistical investigation. 

The split-plot analysis also showed that there was not any signif

icant difference among separate group means. The same statistical 

procedure (a split-plot analysis) was used for further investigation 

of the data. Hypothesis II is an exploration of the data that 

examines growth toward self-actualization of the groups over time. 

Hypothesis II 

The second hypothesis stated that there would not be any sig

nificant differences in mean growth toward self-actualization for the 
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groups over time. The split-plot analysis. Table 4.4 (p. 73), indi

cates that there was growth toward self-actualization on 9 of the 14 

sub-scales. Analysis of the I-scale data for the second hypothesis 

revealed an F (1, 58) = 11.17, £ < 0.05, indicating a significant 

difference in mean growth toward self-actualization between pre- and 

post-test mean scores. Apparently, over time the groups did in fact 

make significant changes in growth toward self-actualization accord

ing to pre- and post-test scores on the various sub-scales of the 

Personal Orientation Inventory. After utilizing a split-plot 

analysis, a Tukey's HSD (honestly significant difference) test was 

used to evaluate all pairwise comparisons among means. The results 

of the Tukey's evaluation rendered data that was similar to the 

split-plot analysis. The asterisk (*) in Table 4.4 (p. 73) indicates 

where the Tukey's examination showed significant differences between 

the means of the groups. For scores reported without an asterisk, 

the means were found to be equal. Means were equal on 5 of the 14 

subscales. Over time scores on the subscales of Self-actualization 

Value (Sav), Self-Regard (S), Self-Acceptance (Sa), Nature of Man 

Constructive (Nc), and Synergy (Sy) did not change for the group. 

The following is an explanation of the data that was significant 

on 9 of the 14 sub-scales. The nine scales that were found to be 

significant include Time Incompetence (TI), Time Competence (TC), 

Other-Directed (0), Inner-Directed (I), Existentiality (Ex), Feeling 

Reactivity (Fr), Spontaneity (S), Aggression (A), and Capacity for 

Intimate Contact (C). 
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Tables 4.5 and 4.6 (pp. 74, 75) reveal that the groups became 

more oriented to living in the present and less oriented to living in 

the past. The F scores were F (1, 58) = 4.07, p < 0.05 on Time 

Incompetence (TI) and the F (1, 58) = 7.17, £ < 0.05, on Time Compe

tence (TC). The self-actualized individuals past and future orien

tations are depicted as reflecting positive mental health to the 

extent that his/her past is used for reflective thought and the 

future is tied to present goals. The groups' scores would suggest 

they live more fully in the here and now and are capable of bringing 

the past and the future to the present in meaningful continuity. 

The groups could be characterized as having faith in the future 

without rigid or over-idealized goals. 

The groups also became more Inner-Directed (I) and less Other-

Directed (0). Tables 4.7 (p. 76) and 4.8 (p. 77) report the data for 

those subscales. The F score was F (1, 58) = 6.97, £ < 0.05, on the 

Other-Directed (0) sub-scale. The F score was F (1,58) = 11.17, £ < 

0.05 on the Inner-Directed (I) sub-scale. These scores reflect a 

movement toward being less dependent or deficiency-oriented and more 

autonomous and self-supportive. Another term Shostrom (1976) uses to 

describe the Inner-Directed scale is inner support. The groups moved 

toward a basic orientation of "inner" support in the sense of being 

guided by internal motivations rather than external influences. 

Other-directed persons tend to want to please others and to need con

stant acceptance. Growth in this area for Educational Psychology 

graduate students, as indicated by the analysis, depicts a healthy 
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move toward normal independence. Those entering the counseling 

profession need to be able to function in an inner-directed capacity. 

Table 4.9 (p. 78) is the sub-scale Existentiality. The analysis 

yielded data that showed the groups had a significant change in being 

able to situationally react with adherence to principles. The F (1, 

58) = 8.49, £ 0.05, which indicates a flexibility in applying values 

or principles to one's life. The scores reflect a measure of the 

ability to use good judgment in applying these general principles. 

The data in Table 4.10 (p. 79) shows an F (1, 58) = 15.02, £ < 0.05 

for the subscale Feeling Reactivity. From the data in Table 4.10 (p. 

79), the groups became more responsive to their own needs and feel

ings according to the sub-scales of Feeling Reactivity (Fr). The 

subscale of Feeling Reactivity (Fr) is one of two subscales that 

measures responsiveness to feelings. A high score on the Feeling 

Reactivity (Fr) subscale suggests the capability of being responsive 

to one's own emotional needs in the context of an interpersonal 

relationship. Understanding these emotional needs and expressing 

them moves a person toward more congruent behavior, a desired goal of 

students who are entering the counseling profession. 

Table 4.11 (p. 80) offers data on the subscale Spontaneity (S). 

The F (1, 58) = 4.40, £ < 0.05 suggests the groups moved toward being 

able to act more spontaneously in their interactions with people. 

They grew in the ability to express feelings spontaneously. This 

ability to express feelings without being overly inhibited is one 

means of maintaining emotional health. The groups moved toward being 



65 

more capable of expressing their feelings without an excessive amount 

of fear. 

Data reported in Table 4.12 (p. 81) is on the sub-scales for 

Acceptance of Aggression (A). The F (1, 58) = is 15.24 and the £ < 

0.05, which suggests that the groups had a significant change in 

movement toward the ability to accept aggression as natural as 

opposed to being defensive, denying and repressing aggression. 

Acceptance of aggression reflects the groups ability to be more 

sensitive to interpersonal relationships by being in tune with their 

feelings of anger. The ability to accept and express feelings of 

anger as natural is important in forming relationships that are 

growth oriented. High scores as reported by the analysis indicates 

the Educational Psychology graduate students grew in that area. 

The sub-scale Capacity for Intimate Contact (C) is reported in 

Table 4.13 (p. 82). The F (1, 58) = 6.78, £ < 0.05 suggests the 

groups' scores for Intimate Contact (C). The results indicate they 

grew in the ability to develop intimate relationships with other 

human beings, unencumbered by expectations and obligations. A high 

score reflects a person's ability to develop close, loving relation

ships with other human beings. 

The data from the split-plot analysis of variance did show 

significant growth toward self-actualization for the groups. In order 

to discover where the discrepancies were in each separate group, a 

post hoc analysis was done. The post hoc analysis was a paired 

comparison t test. 
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Table 4.14 (p. 83) reports data on the Practicum group on the 

subscale Feeling Reactivity (Fr). The analysis revealed a signifi

cant difference of t (24) = 2.41, £ < 0.05. Such scores suggest the 

Practicum group became more responsive to their own emotional needs 

in the context of these interpersonal relationships. According to 

the data in Table 4.14 (p. 83) the practicum group also showed 

significant growth on subscale Acceptance of Aggression (A). The t 

score for this subscale was t (17) = 3.36, £ < 0.05. These scores 

would suggest growth in the ability to accept aggression as natural. 

Table 4.15 (p. 84) reports data on the Educational Research 

group. There were 4 of 14 subscales that show significant change. 

There was significance on the Other-Directed (0) and Inner-Directed 

(I) subscales. The t score for the Other-Directed (0) subscale was t_ 

(17) = -2.68 £ < 0.05. The t score for the Inner-Directed (I) 

subscale was t (17) = 2.69, £ < 0.05. The Educational Research group 

became more Inner-Directed (I) and less Other-Directed (0). The 

scores suggest that the group became more independent and autonomous 

and less dependent and sensitive to people's approval. 

Growth also took place on subscales Existentiality (Ex) and 

Feeling Reactivity (Fr) for the Educational Research group. Table 

4.15 reports that the t value for the subscale Existentiality (Ex) 

was 3.26, £ < 0.05. A significant gain on the subscale Existen

tiality (Ex) would suggest growth in being more flexible in the use 

of principles in one's life and ability to use good judgment in 

applying general principles. 
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Table 4.16 (p. 85) renders data on the Introduction to Counsel

ing group. The Introduction to Counseling group showed significant 

growth toward self-actualization on 6 of the 14 subscales. The 

subscales reported in Table 4.16 showing significance include Time 

Incompetence (TI), Time Competence (TC), Other-Directed (0), Inner-

Directed (I), Feeling Reactivity (Fr), and Capacity for Intimate 

Contact (C). 

The Introduction to Counseling group showed movement on the Time 

Incompetence (TI) and Time Competence (TC) subscale. A t-score of t 

(17) = -2.11, £ < 0.05 on the Time Incompetence subscale along with a 

t-score of t (17) = 3.39, £ < 0.05 indicates the group became more 

able to tie the past and the future to the present in meaningful 

continuity. A t-score of t (17) = -2.24, £ < 0.05 on the subscale 

Other-Directed (0) and a t-score of t (17) = 2.35, £ < 0.05 on the 

Inner-Directed (I) subscale indicate growth in those areas. Members 

of the group became more independent. Movement on this subscale 

would indicate individuals became more autonomous and self-

supportive. 

Feeling Reactivity (Fr) reported in Table 4.16 shows the Intro

duction to Counseling group became more sensitive to their needs 

versus being overly sensitive to the feelings of others. The t-score 

for the Feeling Reactivity (Fr) subscale was t (17) = 2.47, £ < 0.05. 

There is a need to stay in touch with one's needs and feelings as a 
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counselor. High scores on their subscale suggests that the Introduc

tion to Counseling group moved toward being more in tune with what 

they were feeling. 

The Introduction to Counseling group had a t-score of t (17) = 

2.92, £ < 0.05 on the subscale of Capacity for Intimate Contact (C). 

Such scores would indicate the members of the group developed more of 

an cibility to develop meaningful, contactful relationships with other 

people. 

Conclusions 

Hypothesis I failed to be rejected. The analysis of covariance 

using the pretest as the covariate, revealed that pre- and post-text 

mean scores were highly correlated for all measured variables. The 

split-plot analysis of variance did not show any significant differ

ence in growth toward self-actualization among the three groups. 

Hypothesis II was rejected. There was significant growth toward 

self-actualization groups on the various subscales of the Personal 

Orientation Inventory over time- The groups (n=25, n = 1 8 , n = 1 8 ) 

showed growth in self-actualization on 9 of the 14 subscales in the 

pre-post test mean score. A Tukey's HSD (honestly significant 

difference) test was computed. Results showed significances on the 

same variables as did the split-plot analysis of variance. 

A post hoc analysis was done to discover the discrepancies in 

the individual groups that might have contributed to the growth in 

self-actualization in the group. A paired comparison t-test was done 
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on the three groups. The data indicated significant growth in 

self-actualization in all three groups. The Practicum group had 

significant growth on the subscales of Feeling Reactivity (Fr) and 

Aceptance of Aggression (A). The Educational Research group showed 

significant growth on the subscales of Other-Directed (0), Inner-

Directed (I), Feeling Reactivity (Fr) and Existentiality (Ex). The 

Introduction to Counseling group showed significant growth on the 

subscales of Time Competence (TC), Time Incompetence (TI), Other-

Directed (0), Inner-Directed (I), Feeling Reactivity (Fr) and Capac

ity for Intimate Contact (C). 

A discussion of the results, cautions concerning interpretation 

of the study, and recommended future research appear in Chapter V, 
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Table 4.1. Mean Scores and Standard Deviations for Combined 
Groups (N = 61). 

Variable Pretest Mean S.D. Posttest Mean S.D, 

TI 

TC 

0 

I 

Sav 

Ex 

Fr 

S 

Sr 

Sa 

Nc 

Sy 

A 

C 

5.72 

17.16 

38.13 

87.64 

21.07 

20.46 

15.80 

12.62 

13.26 

16.13 

12.34 

7.50 

16.23 

18.92 

2.94 

2.92 

11.41 

11.02 

2.52 

4.05 

2.89 

2.82 

1.92 

3.45 

1.52 

1.08 

3.04 

3.90 

5.15 

17.85 

35.75 

90.60 

21.25 

21.69 

16.79 

13.23 

13.28 

16.40 

12.29 

7.57 

17.60 

19.70 

2.76 

2.70 

11.41 

10.96 

2.36 

4.16 

2.95 

2.69 

3.89 

3.89 

1.82 

0.92 

2.60 

3.67 
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Table 4.4. Split-Plot Analysis of Variance for Groups (N 
Repeated Measure-Time. 

73 

61) 

Variable 

TI 

TC 

0 

I 

Sav 

Ex 

Fr 

S 

Sr 

Sa 

Nc 

Sy 

A 

C 

Pre-Mean 

5.72 

17.16 

38.13 

87.64 

21.07 

20.46 

15.80 

12.62 

13.26 

16.13 

12.34 

7.50 

16.23 

18.92 

Post-Mean 

5.15 

17.85 

35.75 

90.60 

21.25 

21.69 

16.79 

13.23 

13.28 

16.40 

12.30 

7.57 

17.60 

19.70 

F Value 

4.07 

7.17 

6.97 

11.17 

0.35 

8.49 

15.02 

4.40 

0.00 

0.47 

0.07 

0.20 

15.24 

6.78 

P-Value 

0.048* 

0.009* 

0.010* 

0.001* 

0.558 

0.005* 

0.000* 

0.040* 

0.950 

0.495 

0.799 

0.654 

0.000* 

0.011* 

*Significant at the 0.05 level 



74 

Table 4.5. 
Incompetence. 

Source of 

Variance 

A (Groups) 

B (Repeated 

Measure) 

Split-

SS 

28.71 

10.04 

-Plot Analysis 

df 

2 

1 

of Variance for Subscale Time 

MS F 

14.35 1.04 

10.04 4.07 

Probability 

Level 

0.359 

0.048* 

A X B (Inter- 5.38 2.69 1.09 0.342 

action of 

Repeated 

Measure 

with Groups) 

Res (Subjects 143.07 58 2.46 

X A within 

B) 

Total 187.20 61 

*Signifleant at 0.05 level. 

Res-symbol for residual (error) term, 
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Table 4 
Competence. 

Source of 

Variance 

A (Groups) 

B (Repeated 

Measure) 

.6. Split-Plot Analysis 

SS df 

19.92 2 

14.45 1 

of Variance 

MS 

9.96 

14.45 

for Subscale Time 

F 

0.73 

7.17 

Probability 

Level 

0.485 

0.009* 

A X B (Inter- 12.63 6.31 3.14 0.050 

action of 

Repeated 

Measures 

with Groups) 

Res (Subject 116.90 58 2.01 

X A within 

B) 

Total 163.90 61 

*Signifleant at 0.05 level. 

Res-symbol for residual (error) term, 
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Table 4.7. Split-Plot Analysis of Variance for Subscale Other-
Directed. 

Source of 

Variance SS 

A (Groups) 290.35 

B (Repeated 172.33 

Measure) 

A X B (Inter- 56.81 

action of 

Repeated 

Measure 

with Groups) 

Res. (Sub- 1433.34 

jects X 

A within B) 

df 

58 

MS 

145.17 

172.33 

28.40 

24.71 

0.61 

6.97 

1.15 

Probability 

Level 

0.547 

0.010* 

0.323 

Total 1952.83 61 

*Signifleant at 0.05 level. 

Res-symbol for residual (error) term. 
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Table 4.8. Split-Plot Analysis of Variance for Subscale Inner-
Directed. 

Source of 

Variance 

A (Groups) 

SS 

270.18 

B (Repeated 268.53 

Measure) 

A X B (Inter- 61.80 

action of 

Repeated 

Measures 

df 

2 

1 

MS 

135.09 

268.53 

0.61 

11.17 

30.90 1.29 

Probability 

Level 

0.544 

0.001* 

0.284 

with Groups) 

Res. (Sub- 1394.15 

jects X A 

within B) 

58 24.03 

Total 1994.66 61 

*Signifleant at 0.05 level. 

Res-symbol for residual (error) term. 
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Table 4.9. Split-Plot Analysis of Variance for Subscale 
Existentiality. 

Source of 

Variance 

A (Groups) 

B (Repeated 

Measure) 

SS 

1.63 

46.10 

df 

2 

1 

MS 

0.81 

46.10 

F 

0.03 

8.49 

Probability 

Level 

0.097 

0.005* 

A X B (Inter- 8.44 4.22 0.78 0.464 

action of 

Repeated 

Measure 

with Groups) 

Res. (Sub- 314.94 58 5.43 

jects X A 

within B) 

Total 371.11 61 

*Signifleant at 0.05 level. 

Res-symbol for residual (error) term. 
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Table 4.10. Split-Plot Analysis of Variance for Subscale Feeling 
Reactivity. 

Source of 

Variance 

A (Groups) 

B (Repeated 

Measure) 

SS 

14.27 

29-50 

df 

2 

1 

MS 

7.14 

29.50 

F 

0.46 

15.02 

Probability 

Level 

0.631 

0.000* 

A X B (Inter- 3.56 

action of 

Repeated 

Measured 

with Groups) 

1.78 0.91 0.409 

Res. (Sub

ject X A 

within B) 

113.92 58 1.96 

Total 161.25 61 

*Signifleant at 0.05 level. 

Res-symbol for residual (error) term. 
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Table 4.11. Split-Plot Analysis of Variance for Subscale 
Spontaneity. 

Source of Probability 

Variance SS df MS Level 

A (Groups) 7.44 

B (Repeated 11.22 

3.72 

11.22 

0.28 

4.40 

0.753 

0.040* 

Measure) 

A X B (Inter- 0.35 0.17 0.07 0.933 

action of 

Repeated 

Measure 

with Groups) 

Res. (Sub- 147.92 

ject X A 

within B) 

58 2.55 

Total 166.93 61 

*Signifleant at 0.05 level. 

Res-symbol for residual (error) term. 
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Table 4.12. Split-Plot Analysis of Variance for Subscale 
Acceptance of Aggression. 

Source of 

Variance SS df MS 

Probability 

Level 

A (Groups) 39-17 

B (Repeated 49.86 

Measure) 

A X B (Inter- 4.32 

action of 

Repeated 

Measure 

with Groups) 

Res. (Sub

ject X A 

within B) 

189.90 

Total 283.25 

58 

61 

19.58 

49.86 

1.55 

15.24 

2.16 0.66 

3.27 

*Signifleant at 0.05 level. 

Res-symbol for residual (error) term. 

0.219 

0.000* 

0.520 
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Table 4.13. Split-Plot Analysis of Variance for Subscale 
Capacity for Intimate Contact. 

Source of 

Varifance 

A (Groups) 

B (Repeated 

Measure) 

SS 

0.35 

18.88 

df 

2 

1 

MS 

0.17 

18.88 

F 

0.01 

6.78 

Probabiii 

Level 

0.993 

0.011* 

A X B (Inter- 15.56 

action of 

Repeated 

Measure 

with Groups) 

Res. (Sub- 161.54 

ject X A 

within B) 

Total 196.33 

2.78 

58 2.78 

61 

*Signifleant at 0.05 level. 

Res-symbol for residual (error) term, 

2.79 0.694 
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CHAPTER V 

SUMMARY, CONCLUSIONS, IMPLICATIONS, 

AND RECOMMENDATIONS 

Summary 

This study was an attempt to discover the effect of a counseling 

practicum course would have on the self-actualization of the coun

selor-in-training. The review of literature shows the importance of 

training counselors. The review of literature also points out that 

there are a variety of ways to design a practicum. Different models 

use various methods to help train the individual. Regardless of the 

methodology or design, the general consensus among counselor educa

tors, according to the literature, is that the practicum is vital to 

the overall process producing a well-rounded, confident counselor. 

As noted in the literature, and by definition, many counselor educa

tors agree that self-actualizing people are those who are self-aware, 

who experience life fully, and who take the responsibility for their 

own actions. The literature also suggests that effective counselors 

are, for the most part, self-actualizing people. The literature 

pointed out that growth in self-actualization did take place during 

training periods for counselors-in-training (Phillips, 1973; Brown, 

1975; Fischer and Knapp 1977; Mazer and Engle, 1971; Mullins and 

Perkins, 1973). 

The Personal Orientation Inventory was the instrument used to 

measure self-actualization. This instrument purports to measure 
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self-actualization and has value in being an effective device for 

discriminating between persons with respect to their level of in

terpersonal functioning. 

This investigation was designed to test the amount of growth in 

self-actualization over a semester's time frame as demonstrated by 

the Personal Orientation Inventory. Three groups were aciministered 

the Personal Orientation Inventory. A test was aciministered at the 

beginning of the semester and again at the end of a semester. The 

groups consisted of 61 graduate students from the Texas Tech Educa

tional Psychology Department. The three groups were comprised of a 

Practicum group (n = 25), an Educational Research class (n = 18), and 

an Introduction to Counseling class (n = 18). The counseling prac

ticum group was designated the experimental group. The counseling 

practicum class provides supervised experience for the student toward 

developing his professional skills as they apply to the counseling 

relationship. The experience includes working with a variety of 

clients, conducting a minimum of 5 hours of face to face counseling a 

week, being supervised by the placement supervisor as well as course 

supervisor, keeping a log of counseling practicum experience, cri

tiquing cassette tapes participating in group supervision on a weekly 

basis, and doing one case presentation, including a live demonstra

tion. 

The first hypothesis stated that there would not be any signifi

cant differences in test results among the three groups as measured 
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by various subscales of the Personal Orientation Inventory. An 

analysis of covariance procedure was implemented to evaluate the 

hypothesis. In addition to an analysis of covariance a split-plot 

analysis was executed on the group data to discover differences among 

means of each group. The results of the analysis of covariance and 

the split-plot analysis indicated that there were not any significant 

differences among the three groups on growth toward self-

actualization. The 0.05 level of significance was selected as the 

level of statistical significance. The results of the data supported 

Hypothesis I. 

The second hypothesis stated that there would be no significant 

difference between the pre- and post-test on growth toward self-

actualization within each group. An overall repeated measure 

analysis for the groups was conducted to ascertain the growth in 

self-actualization that might have taken place for the group. A 

split-plot analysis of variance was used to examine the repeated 

measure (pre-post) variable. A Tukey's honestly significant 

difference test was computed to check for equality of means. The 

results of the analysis indicated there was a significant difference 

between pre- and post-test scores on 9 of the 14 sub-test of the 

Personal Orientation Inventory. Therefore Hypothesis II was re

jected. Significant mean growth for the pre-post tests took place on 

9 of 14 subscales of the Personal Orientation Inventory. Those 

scales include Other-Directed (0), Inner-Directed (I), Time Compe

tence (TC), Time Incompetence (TI), Existentiality (Ex), Feeling 
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Reactivity (Fr), Spontaneity (S), Acceptance of Aggression (A), and 

Capacity for Intimate Contact (C). Given the growth in self-

actualization on the various subscales, a post hoe procedure was 

utilized to discover the discrepancies in each group. 

A paired comparison t-test as a post hoc procedure was computed 

on the individual group data to discover where the growth in self-

actualization over a semester's time frame had taken place. Tukey's 

honestly significant difference test also indicated a difference in 

means, providing additional information to reject the second hypoth

esis. 

The Practicum group showed significant differences on subscales 

Feeling Reactivity (Fr) and Acceptance of Aggression (A). The 

Educational Research group had significant differences on subscales 

Inner-Directed (I), Other-Directed (0), and Existentiality (E). The 

Introduction to Counseling group showed significance on Time Incom

petence (TI), Time Competence (TC), Inner-Directed (I), Other-

Directed (0), Feeling Reactivity (Fr) and Capacity for Intimate 

Contact (C). 

Conclusions 

The purpose of this study was to investigate the growth of 

self-actualization in counselor trainees during a practicum experi

ence. The findings of this study did not support the notion that 

more growth toward self-actualization takes place for students in a 

Practicum class than in an Introduction to Counseling class or an 
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Educational Research class. The mean scores for the Practicum group 

on the Personal Orientation Inventory were not significantly 

different from the other two groups. However, the study did support 

the hypothesis that over time students enrolled in the Practicum 

class, the Educational Research class and the Introduction to 

Counseling class did move toward growth in self-actualization. 

The mean score differences for the groups were significant for 

the repeated measure. Growth toward self-actualization did take 

place for each group on various subscales of the Personal Orientation 

Inventory. 

Implications of the Findings 

The results of the study suggests that graduate students in the 

Educational Psychology Department do move toward self-actualization. 

It also suggests that a practicum experience does not change the 

counselor trainees' level of self-actualization more than a classroom 

experience. A student at the practicum level could be functioning in 

such a capacity as not to reflect change in self-actualization. For 

example, at that point in the personal and professional growth a 

student is expected to be more Inner-Directed and less Other-

Directed. The Practicum class settings recjuire a professional atti

tude of competence in time and reliability on being self-sufficient. 

These qualities may have been developed prior to the practicum exper

ience. The practicum would be a place to actualize what had been 
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developed as a result of the overall educational process. The Prac

ticum group did show significant growth on the subscales of Feeling 

Reactivity (Fr) and Acceptance of Aggression (A). Perhaps the 

Practicum group near the end of their educational program had reached 

a plateau in growth toward self-actualization. The Educational 

Research group and Introduction to Counseling group who were at the 

beginning or middle of the program were still in the process of 

growing professionally and personally. The Introduction to Counsel

ing group showed growth on more of the subscales than did the other 

two groups, which further suggests that beginning students are 

receptive to growth toward self-actualization. The Practicum group 

and Introduction to Counseling group showed increases on the sub-

scales Feeling Reactivity (Fr), whereas the Research group did not. 

The Educational Research class is given to working within an area 

that does not recjuire expression of feelings. At the same time, the 

Introduction to Counseling group and Research group showed signifi

cance on the Inner- and Other-Directed subscale, whereas the Practi

cum group did not grow toward being more Inner-Directed (I). Their 

growth in being Inner-Directed (I) may have culminated by the time 

they began the practicum. 

The Educational Research class showed growth on the Inner-

Directed subscale. This might suggest that their experience in doing 

research would lend itself to becoming more self-reliant and indepen

dent rather than dependent on others. Research requires a certain 
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amount of willingness to work in a self-directed manner. The growth 

in "inner" support shown by the Research class may be an example of 

an educational tool becoming a motivation for personal growth. 

The Practicum group showed significance on the subscales of 

Feeling Reactivity (Fr) and Acceptance of Aggression (A). This could 

suggest a growth in the need to be sensitive to one's own needs while 

learning to counsel. In cases where a client may be extremely de

pressed, a counselor would need to be aware of being caught up in the 

client's agenda. Learning to value one's own needs and getting those 

met help lower the problem of over-identifying with the client. 

Staying in touch with one's own needs while learning to be a good 

counselor is of paramount importance in the counseling profession. 

In a practicum experience, learning to use aggressive feelings in a 

positive manner is beneficial in interpersonal relationships. It is 

not unusual to encounter a client who becomes aggressive inappropri

ately. A counselor needs to know how to use his/her own feelings of 

aggression in order to model actualizing behavior. The practicum 

experience may have helped these students to get more in touch with 

their feelings of aggression and accept them as natural. 

Recommendations for Further Research 

During the investigation of this study, areas for further 

research became apparent. They are: 

1. A change in the time frame over which the practicum operates 

might show different results. A practicum could be extended to a 
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one-year period instead of only a semester. In that case a Personal 

Orientation Inventory given at three different intervals might help a 

supervisor offer some direction for personal growth to the counselor-

in-training. 

2. A comparison needs to be made between counseling students 

who are in an academic setting versus counselors who are settled in 

their profession. Growth in self-actualization could be a part of 

the continuing educational process for counselors on the job. A 

study of growth events for seasoned clinical practitioners versus 

students in an academic environment would be beneficial in designing 

such events. 

3. Self-actualization is a desirable goal for practicum stu

dents. If students are deficient in certain areas of self-

actualization, more personal growth activities could be included in 

the practicum experience. Growth could be measured to determine 

changes. 

4. Methodologies could be examined. For example, would more 

self-actualization take place if the practicum were more technique 

oriented or more diadactic? 

5. A long term follow-up could be conducted on students com

pleting the practicum. It might be possible in some situations that 

more growth in self-actualization takes place after practicum. 

6. A study needs to be conducted using subjects outside the 

area of counseling or educational psychology as a comparison group. 
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Appendix C: P r o f i l e of a "Pseudo-
Self -Actua l iz ing" Person 
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Appendix D: A Comparison of Mean Scores fo r Self 
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