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ABSTRACT 

This study attempted to demonstrate a method of 

raising the sociometric ranking of a fifth grade class 

through a six week intervention process of activity 

interaction groups. It is theorized that rewarding 

experiences shared in a low risk setting will promote 

positive feelings among group members. 

While thus demonstrating an educational process 

in tune with the affective needs of the class, the inves

tigator also sought to relate to the teacher in a con

sulting function. Therefore, the content as well as the 

process of this study are important areas of focus. 

Although a statistically significant upward 

movement in sociometric ranking was not achieved, the 

investigator largely appraised the value of this study 

in terms of the implementation of a consultive counseling 

model and the introduction of the affective domain into a 

previously cognitive centered curriculum. 
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Chapter 1 

INTRODUCTION 

General Statement of the Problem 

This study was designed to actualize a new coun

seling model. Recent movement of counseling personnel 

from isolated offices into the classroom environment has 

received much attention. The value of the "learning 

climate specialist" or the "environmental counselor" is 

apparent in many ways. As an integral part of the class

room,· the counselor is visible and readily accessible. 

As a teacher-consultant, the counselor can plan pro

grammed intervention to circumvent unhealthy classroom 

dynamics. Viewing a child in his natural environment, 

the counselor is able to view the situation as a whole, 

thereby gaining insight and understanding. Practically, 

with a severe shortage of school guidance personnel, such 

group work is also economically advantageous. 

In this study, the investigator sought to imple

ment this new environmental concept in an elementary 

school setting. Theory was translated into practical 

classroom application. 

The investigator served both as a model and as a 

consultant, demonstrating to the teacher innovative ways 

1 



2 

to create an effective learning environment. Specifically, 

the purpose of the study was to provide for increased stu

dent interaction through the medium of activity interaction 

groups. Unpopular, socially unacceptable students were 

given an opportunity to interact with fellow classmates 

in a supportive, nonevaluative setting. Group activities 

were structured so as to necessitate the participation, 

cooperation and integration of each group member. This 

increase of shared experiences became a foundation for 

commonality and more accurate, experientially based 

perceptions. 

Program influence on classroom dynamics was eval

uated by means of a pre and post sociometric scale. 

Patterns of change in social acceptance were interpreted 

by the investigator aftd the classroom teacher. Socio

metric change was assumed to be due to the group activity 

program. 

The investigator worked closely with the class

room teacher in grouping students, observing ongoing 

processes and recording generalizations of the group 

experiences to other classroom situations. Student feed

back was also sought regarding their feelings about 

group activities and group composition. This input was 

used to reassess and restructure the program as neces

sary. Therefore, the study was conceptualized more as an 

ongoing process than as a predetermined plan. 



The subjects involved with this program were mem

bers of a fifth grade class at Grimmer Elementary School 

in Fremont, California. This particular classroom was 

chosen because of the willingness and openness of the 

teacher to become involved in group process activities. 

More specifically, several students manifested disruptive 

behaviors which interfered with ongoing instruction. A 

large segment of the teacher's energy was being expended 

disciplining rather than facilitating learning. It was 

hypothesized that group interaction would increase posi

tive feelings, develop a sense of group responsibility 

and redirect energies toward a unitary goal. Students 

would learn appropriate ways to gain recognition within 

the framework of the educational process. 

Group activities were structured so as to pre

clude scholastic ability. Interaction was based on 

group creativity, cooperation and cohesiveness. Group 

prizes were used intermittently as. motivational devices. 

In every case, the best functioning group was the one 

that worked together. 

Background of the Problem . 

The traditional sociometric design asked chil

dren to choose who they would most like to sit with, 

play with and work with. Results were compiled and 

applied to the formation of seating arrangements, play 
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groups and study groups. The instrument measured choice 

behavior and had limited applications. 

Upon further investigation, however, sociometry 

was recognized as a valid aid to educational assessment 

(Barclay, 1967). Peer ratings not only tapped inner 

dynamics of the class environment, they were useful as 

social predictors. Sociometric rank vas correlated with 

achievement, self-esteem, deviant behavior and dropping 

out of school. 

With the emergence of such a pattern, a need for 

planned intervention became evident. If low socio

metrically ranked children could be identified at an 

4 

early stage, perhaps their failing pattern of development 

could be circumvented and influenced in positive direc

tions. Although research on experimental classroom 

intervention is scant, some studies have cited success 

in improving the social status of low ranked children. 

Guidance activities (Halpin, 1972), positive teacher feed

back (Flanders, 1960) and increased student interaction 

(Blain, 1968) are approaches deserving of merit. 

The sociogram is also of value to the school 

counselor for purposes of gaining insight and access to 

the classroom environment. The new "learning climate 

specialist", "environmental counselor" or "participant

observer" can use the sociogram as an entrance ticket. 

For not only does it give the counselor a capsule view 
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of classroom dynamics, it becomes a commonality for the 

teacher and counselor to relate to. Combining the experi

ential background of the teacher with the technical objec

tivity of the counselor, both can work together in design

ing curriculum presentation, programmed intervention and 

the integration of affective and cognitive areas of develop

ment in line with revealed sociometric patterns. 

The popularity of classroom group work harmonizes 

with the new uin classroom" counseling approach. An indi

vidual problem child can be effectively observed in his 

natural environment, displaying a behavioral set he might 

not exhibit in a counseling office. Programs and inter

action can be tailored to effect behavior change. Kern 

(1971) cites further advantages of group work as an econ

omical, effective, natural counseling technique. 

This study can be viewed as a demonstration of a 

new counseling model, practically applied in an elementary 

school classroom. The use of a sociometric instrument is 

one method of program design, selected here to facilitate 

access, insight and measurement of movement. 

Significance of the Problem 

The new movement of counseling personnel out of 

the office and into the classroom facilitates maximal 

student contact. The critical ratio of elementary school 

counselors to students has heretofore prevented many 
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children from receiving the developmental guidance they so 

urgently need. As a result, students may exhibit irrever

sible deviant behaviors by the time they reach high school, 

and teachers become frustrated with the largely discipli

nary role they assume. 

One alleviation to this growing problem is the 

environmental classroom approach. Time and space limits 

of individual counseling are expanded through the use of 

group classroom work. Thus, the counselor may be exposed 

to thirty children, instead of one, each hour. Student 

behavior can be observed and shaped in the context of 

classroom activities. The counselor and teacher can work 

together to deal with affective as well as cognitive areas. 

Innovative approaches are not solely owned by the counselor, 

but rather expanded upon and implemented by the teacher. 

An effective counseling model is especially, crucial 

at the elementary school level. Kagan and Moss (1962) have 

found that behaviors exhibited by children six to ten years 

old are accurate predictors of theoretically related behav

iors exhibited during early adulthood. Social, self

concept and identity development are rooted in these middle 

childhood years. Counseling input throughout this impor

tant structural phase of development would help establish 

a firm inner foundation to build upon. 

Thus, the elementary school counselor assumes a 

developmental rather than a crisis oriented role (Dinkmeyer, 

1968). He or she is concerned with ego growth and ego 
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maintenance as well as ego repair. The counselor's role 

no longer implies punitive connotations. He or she is 

associated with entire classrooms and not just a few 

singled out students. 

The use of sociometric technique is one way of 

focusing on the affective area of development as it re

lates to humanizing education. Learning does not occur 

independently of feelings (Guinouard, 1962). Tradi

tionally, public education has dealt exclusively with 

cognitive development. Rigidly structured curriculum 

was developed independently of students• affective needs 

and interests. 

This study uses sociograms to tap the inner, 

social dynamics of the classroom, a field of information 

not usually dealt with. Interaction activities were not 

predetermined, but rather viewed as an ongoing process. 

Groups and activities were assessed each week to plan 

program development according to present social needs. 

7 

The crucial need for developmental guidance. in 

the elementary school years is apparent. Group classroom 

work is one way of circumventing the severe shortage of 

counseling personnel. A consultative counseling role is 

a further way of making a little counseling go a long 

way. This study implements an activity interaction 

approach as a way of focusing on social developmental 

needs in the here and now. 



Modeling innovative ways to deal with classroom 

dynamics, the investigator applied social psychological 

theory to improve learning conditions. Becoming an 

integral part of the classroom, the counselor was avail-

able and accessible. And counselor visibility is surely 

a vital aspect, and perhaps an important first step, in 

establishing a helping relationship. 

Because of the shortage of school guidance 

personnel, teacher consultant services, rather than 
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individual student services, have been emphasized. The 

classroom teacher is in a position to environmentally 

influence student development in both affective and 

cognitive domains, yet may lack the time or the training 

to effect such changes. Consultation may increase aware

ness of psychological concepts and their classroom 

application• 

Counseling is not aimed at treating cr1s1s 
points in a teacher's professional career so much 
as at a sensitizing process, an awareness experi
ence which may not "cure" the teacher, but may 
make it possible for that teacher to function 
effectively with the child in the learning 
process •••• (Faust, 1968) 

Christenson's socio-teleological model supports 

the environmental counseling concept. He describes the 

nature of man as "a whole - only understood in his social 

context" (Marchant, 1972). The student can only be 

understood in the context of his or her classroom. 

The practice of removing children from the classroom 



and bringing them to the office for experiences to change 

classroom behavior is inappropriate. 
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The image of the counselor as a "visiting 

dignitary who mysteriously appears and summons certain 

children" is rightfully vanquished with the frequent 

presence of the counselor in the classroom (Halpin, 1972). 

The teacher and counselor can work together in this 

natural therapeutic setting to determine viable ways of 

influencing behavior. 

Another payoff of this new environmental approach 

is increased exposure. For only as the counselor is 

visible and accessible to teachers and students will 

they seek out this individual. 



Chapter 2 

REVIEW OF THE LITERATURE 

) Sociometry and Sociometric Change 

Peer ratings, or sociometric scales, are once 

again being utilized in class environments. The 

"sociometric age" of the fifties bristled with the 

excitement of a child with a new toy. For this measure

ment could be used to reveal the inner social sanctum of 

the classroom. "Isolates" and "stars" were identified. 

Simultaneously, implications for working with classroom 

dynamics were explored. However, by the 1960's the socio

metric movement had apparently expanded to its limits. 

Heads turned toward more concrete, objective instruments 

rating intelligence, perceptual motor ability and the 

like. 

In recent years, emphasis has been placed on 

conditions under which learning takes place. It has 

been discovered that sociometric status bears a great 

influence on achievement, self-esteem, deviant behavior 

and enthusiasm. If low sociometric children were identi

fied at an early age, perhaps this pattern could be 

interrupted and the developing process could be guided 

towards more productive goals. 

10 



The existential concept of working with the human 

and his environment as a whole gestalt is fundamental to 

the sociometric concept. The role of the counselor as a 

"learning climate specialist" or "environmental assessor" 

easily becomes a part of this model. 
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'··Barclay (1967) described sociometry as "a set of 

indexes tapping the environmental press". Uses vary from 

the identification of impulsive, acting out children, the 

longitudinal prediction of school dropouts and the charac

terization of syndromes of interest correlating with high 

and low social desirability. 

' Evidence has been cited that indicates sociometric 

status is a valid and sensitive index of behavioral change 

(Biasco, 1968). One direction of this study was to gener

ally increase sociometric rank of a classroom through 

activity interaction groups. Hopefully, such a change 

would lead to a more effective learning environment, both 

internally (self-esteem) and externally (support and 

cooperation). 

-; Such a concept is supported by Blain ( 1968) • He 

theorizes that people tend to rank high those peers with 

whom they have had the greatest opportunity to interact. 

Both attitudinal and behavioral changes can be 

accomplished by the systematic use of rewards. Lott 

(1960) studied the increased development of positive 

attitudes toward individuals when subjects experienced 



rewards in their presence. Woody (1971) used valued 

objects and social recognition from others to modify 

diverse behaviors. 
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Halpin (1972) used guidance activities to success

fully increase positivity and decrease rejection in second 

grade sociometric choices. In another study, McBrien 

(1972) experimented with two separate conditions, play 

experiences and discussion groups, to improve the social 

status of the lowest sociometrically ranked primary grade 

children. 

Barclay (1967) assigned different treatments to 

each of three fifth grade classrooms. The three conditions, 

(1) selective reinforcement of low ranked students, 

(2) experimental program intervention, and (3) change of 

teacher, were all designed to increase the social accept

ance of low sociometric students in the classroom. 

Conditions two and three successfully increased sociometric 

rank. The potency of this experimental intervention 

depended upon the breaking up of existing cliques, the 

nonthreatening structure of activities and the elimination 

of built-in failure mechanisms. The change of teacher 

condition disrupted existing social dynamics and gave 

each child a new chance to gain social approval. 

Very little has been said as to how teachers can 

influence the choice value of a student to increase 

sociometric rank. Research by Flanders (1960) indicates 
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that "teacher-pupil interaction involving praise that is 

supportive and constructive is likely to increase the 

choice value of a student indicating greater acceptance by 

his peers". 

Dynamics underlying change in sociometric rank 

are not completely understood. However, several theories 

have been proposed. Perhaps a resulting difference in 

operant behavior leads to a gradual change in personality 

(Barclay, 1967). The metamorphasis of a disliked, acting 

out, aggressive student into an accepted, integral class

room entity can be traced to a change in reinforcement 

contingencies. Reinforcement of appropriate behavior will 

increase the likelihood of its reoccurrence. Nonrein

forcement of inappropriate behavior leads to extinction. 

,Festinger (see Moyer, 1969) regards cognitive 

dissonance as a prerequisite for attitudinal and behav

ioral change. Contradictory perceptions about the self 

or the environment create dissonance, establishing a 

motivation for some type of change to reduce this incom

patibility of perceptions. 

-.Increased interaction provides factual exper

iential information about individuals and may conflict 

with previously conjured up images. Dissonance is created 

when positive experiences are shared with a disliked 

classmate, forcing a reconsideration of conflicting atti

tudes. Either the individual's status will be upgraded 
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or the positivity of the experience will be denied. 

/ When a previously disliked individual receives 

positive feedback, it also provides him with the oppor

tunity to do something contrary to previous role behavior. 

Reinforcement of such positive outcomes would increase 

their occurrence and lead to attitudinal changes. 

Halpin (1972) supports the development of struc-

tured learning activities and materials to enhance the 
~ 

acquisition of appropriate behaviors for personal and 

social development. Without social behavioral inter-

vention, children tend to develop a social behavioral repe-

toire . that remains relatively constant and impervious to 

change. Deviant behavior leads to a lack of social accept-

ance, reflection of this nonacceptance in a low self-image, 

and the transference of these negative attitudes toward 

learning. 

Classroom Groups 

The elementary school counselor is in the position 

to arrange optimum conditions required for learning. 

Manipulating classroom dynamics to be conducive to both 

cognitive and affective functioning will favorably be 

reflected within and without the school environment. 

Research conducted on group classroom situations 

has been scant, and the applicability of other group 

studies to the classroom environment is questionable. 

This scope of knowledge must be greatly enlarged to 



comprehensively include the most significant aspect of 

the school situation - the formation of friendships and 

peer groups (Backman. 1968). 

The value of group work is its practical class

room application. For groups not only improve social 

relationships among group members, but among the entire 

class (Laughlin, 1954). 

follows a 

Kern (1971) cites further group advantages as 

(1) Groups are a practical solution to the 
shortage of school guidance personnel. 

(2) Groups are often more effective than 
individual counseling. 

(3) The group provides conditions necessary 
for ideal learning to evolve. 

(4) The group is comparable to a real life 
situation - a community of peers, 
reality testing, feedback. understanding, 
acceptance from others. 

(5) Peers are effective influencing agents. 

It has been suggested that teachers use group 

forces to foster task activities. Constructing groups 

so as to break up sub-groups whose norms favor non-

task activities can increase task performance. To 

further promote cooperative interaction. assigned pro-

jects should require a supportive effort. Thus. the 

satisfaction of each student is dependent upon the 

contribution of other group members. 
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Such group usage is supported by Komechak (1971). 

She cites the activity interaction group as a medium for 

communication. In her study she balanced groups with 



quiet and aggressive children and selected creative play 

materials, such as puppets and clay, to foster social 

interaction. As a result, individuals could relate to 

eachother in a low risk setting. 

j Low Sociometrically Rated Students 
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The self can be evaluated internally or externally, 

neither of which are entirely independent of eachother. 

Internal evaluation of the self has been labeled as "self

concept" and ••self-esteem". External evaluation of the 

self can be obtained from the responses of significant 

others in daily observations or from a sociometric rating 

scale. 

The '"social self •• has been defined c:.s the way an 

individual responds to himself and develops self-attitudes 

consistent with those expressed by the significant others 

in his world (Woody, 1971). From an early age the child 

begins to internalize the feedback he receives from others 

regarding his self-worth. Thus, he or she may regard him

self or herself as others have so implied. For example, 

a child whose parents feel he is· an integral part of the 

family and one who brings joy to them may regard himself 

as a worthy person. The child who is physically and 

emotionally abused may develop low self-esteem. 

Implications for a person lov in self-esteem 

reach into both cognitive and affective areas. It has 
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been shown that subjects will quit or give up after pro

found or repeated failure (Hoppe, 1931, see Diggory, 1966). 

The person who has experienced only failure may readily 

become convinced that his abilities are inadequatea "the 

corrosive drizzle of negative appraisal presumably removes 

the joy of today and the anticipation of tomorrow" (Woody, 

1971). 

A person may react to continued failure with 

submissiveness and withdrawal or with the opposite extreme 

of aggression (Coppersmith, 1967). Several theorists in 

the area of delinquent behavior see aggressive, antisocial 

behavior as a consequence of low self-esteem. This decline 

in effective functioning is accompanied by a loss of realism. 

Northway (1960) conducted a study of socially low 

ranked children and characterized these social isolates as 

recessive, socially disinterested and socially ineffective. 

Blain (1968) theorizes that such children are relatively 

unknown and thereby unsupported by peers. 

Guinouard (1962) was involved in a similar project 

examining the relationship between personality traits and 

sociometrically determined popularity and unpopularity. 

Unpopular students vere described as less confident, less 

cheerful, less enthusiastic, less acceptant of group stan

dards, less conventional and less concerned with social 

approval than were popular children. 
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Ability and academic performance are significantly 

associated with feelings of personal worth. Considering 

the importance of the school as an American institution 

and a capitalist orientation towards achievement, success 

and failure in an educational setting has understandably 

marked consequences upon self-esteem. It is not clear, 

however, whether unpopular students reflect social short

comings in scholastic failure or whether low achievement 

is reflected in a poorly constructed personality. Most 

likely, both of these dynamics are occurring. Low achieve

ment and low self-esteem are conducive to each other's 

existence. 

An attempt to change these dynamics was funda

mental to Project Beacon (Nails, 1971). This study inves

tigated the relationship between self-concept and academic 

performance of black students in inner city schools. A 

series of exercises designed to improve self-concept was 

initiated. Although the significance of the study was 

not statistically upheld, it underlined the positive self

concept as a motivational component essential to academic 

performance. 

McBrien (1972) cites further serious consequences 

of low sociometric status. School adjustment problems 

and dropping out of school have been linked with social 

unpopularity. 
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A multitude of information signifies the personal, 

social and scholastic problems of socially low rated 

children. And most theorists agree that programmed inter

vention is necessary to change these dynamics. However, a 

large gap exists between espoused theory and practical 

classroom application of these theories. And until school 

personnel are equipped with the tools to counteract 

unhealthy social dynamics, the development and growth of 

unpopular students in social, academic and personal areas 

will be needlessly stunted. 



Chapter 3 

DESIGN 

Specific Statement of the Problem 

The traditional one to one counseling model has 

often been ineffective in implementing behavior change. 

Both the economic advantages of classroom group work and 

the natural learning climate within the classroom favor 

the use of an "in-service" model. Working in a class

room setting, the counselor becomes visible and accessible 

to an ·increased number of students and is able to observe 

processes not usually displayed in a counseling office. 

This study was concerned with the application of 

such a concept within a fifth grade classroom. The inves

tigator functioned as an integral part of the classroom 

environment, working with the teacher and students to 

establish a more effective learning climate. 

The teacher had expressed frustration and disap

pointment with her growing roie of disciplinarian. 

Increased energy vas being expended controlling certain 

acting out students to the detriment of planned lesson 

presentation. The teacher hoped to refocus attention on 

task-oriented activities. 

Upon observation, it appeared that the classroom 

social system supported and maintained such deviant 

20 
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behavior by social reinforcement. The class responded to 

"acts of defiance .. with laughter, cheers and encouragement. 

Interaction between the class and such "deviants" vas often 

limited to this type of communication. The investigator 

attempted to change such undesirable, self-sustaining 

behavior patterns by introducing a new interaction matrix. 

It vas projected that the dynamics of interaction 

activity groups would provide for interpersonal contact 

in a nonthreatening environment. In such a supportive 

atmosphere appropriate behavior would be reinforced. 

Limited behavior repetoires would expand as students 

learned acceptable ways to gain recognition. 

Thus, the investigator served primarily as a con

sultant and secondarily as a model. Teaming up with the 

teacher, perceptions were exchanged on current social 

dynamics and group formations. From this dialogue, acti

vities were developed as an ongoing process. Such an 

inductive planning model reflected the needs of the stu

dents at the present time. In this way, the counselor 

sought to act as an effective change agent without 

threatening the teacher's integrity. Change evolved 

internally, within the classrooma it was not imposed 

externally. 

Directions of the Study 

In this study the investigator sought to imple

ment a new counseling model. Working within the natural 



environment of the classroom, she saw herself as a con

sultant to the teacher. Within this role, the investi

gator attempted to focus on the affective area. 
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Thus, the consulting role was the medium of 

movement. Change was sought in the area of sociometric 

ratings. The investigator dealt with the social dynamics 

occurring in the classroom and their consequent effect 

on learning. Attention was given to an area usually 

avoided or ignored in school curriculum. 

Through the use of bi-weekly activity inter

action groups, interpersonal contact was increased. 

Hopef.ully, the sharing of positive ~xperiences in a low 

risk setting would increase sociometric rank. 

However, more vital than the content of these 

groups was the process by which they were formed. Feed

back from the teacher, students and self-perceptions 

were used to constantly re-evaluate students• feelings 

and interests. Modeling a flowing educational process, 

rather than a predetermined plan, the investigator 

sought to provide activities in tune with the students• 

current needs. 

Thus, the multi-directional nature of this 

study encompasses consulting/counseling functions, 

affective learning, classroom group usage and educational 

process. 
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Population and Sample 

The subjects involved with this study were members 

of a fifth grade class at Grimmer Elementary School in 

Fremont, California. Twenty-four students, eleven females 

and thirteen. males, participated in the program. Students 

could be classified as normative in intelligence, with no 

one achieving below one year under grade level. 

Subjects attended a Title One school in a largely 

industrial community and were white middle to lower 

middle class. Generally, parents were blue-collar workers 

with a high school education. 

The teacher was a young female with several years 

. of teaching experience. She maintained a friendly, casual 

and open relationship with the class and welcomed the 

investigator's input. 

Socially, the class was divided into definite 

hierarchtical levels. Approximately seven students were 

rated high in popularity with five students at the other 

extreme. Three of the lower range students exhibited 

disruptive behaviors in the classroom and were often 

ejected from the room. The teacher felt that she could 

deal effectively with these students on an individual 

basis, but could not fairly give so much attention to a 

few students. 

The class was not self-contained; rather, students 

were exposed to other teachers for math and reading 



instruction. As a whole, the class spent the entire 

morning and one hour in the afternoon together each day. 

· Instrument Used 

The sociometric instrument used in this study 

was the Classroom Social Distance Scale, Horace Mann -

Lincoln Institute of School Experimentation Form 

(Laughlin, 1954, see Appendix). The scale was designed 

to measure (1) how other students in the room feel 

towards a certain student and (2) how the student feels 

he is accepted by the other students. 

24 

Sociometrists have expressed that sociograms are 

valid by definition (Gronlund, 1959). The test measures 

choice behavior and thus validates itself. Reliability 

is also inapplicable since changes in results may accu

rately reflect changes in choice behavior. 

The test was used in a pre and post test design. 

In this way, changes in rank were measured before and 

after participation in activity-interaction groups. 

The Social Distance Scale, however, was not the 

focal point of this study. Its value vas not as an 

accurate measure of choice behavior, but rather as a 

tool. A stranger to existing classroom dynamics, the 

investigator was offered a capsule view of the class 

social system through sociometric readings. Scales were 

not read verbatim, but rather as general indicators of 

social acceptance and self-esteem. Secondly, the 
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instrument was used as a commonality for the teacher and 

the counselor to relate to. The teacher contributed her 

experiential knowledge of sociometric patterns. The coun

selor used this information to further understand class

room dynamics. The sociogram became a basis of communi

cation. 



Chapter 4 

PROCEDURES 

Pre Test Methodology 

This study evolved as a way o! dealing with the 

closed caste social system of the classroom and the 

independent relationship of the curriculum with the here 

and nov. In a consultant-model capacity, the investi

gator sought to deal with these issues within a global 

classroom framework. While the project served as an 

implementation of a new counseling role, the classroom 

application, of itself, was another focus of energy. 

Because of the unique social dynamics occurring 

in each classroom environment, a control group was 

deemed inappropriate. Data was subjective in nature 

and did not lend itself to cross group comparison. 

The process of recruiting a subject classroom 

began with an informal survey of upper grade teachers. 

It was felt that older children would be more respon

sive to this study. Teachers were briefed as to the 

focus, time and space dimensions of the program. Three 

hours of classroom time would be required each week. 

Teacher involvement in consultation was also necessary. 

One young woman teacher was especially receptive 

to the investigator's concepts. She was experiencing 

26 
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difficulty controlling certai~students and welcomed input 

into the curriculum. She was flexible and energetic. 

Perhaps the class system would expand through an inter

vention program, leading to a more effective learning 

environment. Thus, a suitable group vas chosen to parti

cipate in the study. The investigator and the teacher 

felt good about working with eachother in this area. 

The investigator introduced herself to the class 

as a college student interested in studying how people 

get along with each other in groups. Two activity 

sessions would occur each week for six weeks. During that 

time, students would change groups weekly to interact with 

many different classmates. All activities would be 

ungraded. Hopefully, students would enjoy these new 

experiences. Their input was welcome. 

Program description vas purposely somewhat vague. 

Activities were not predetermined, but would be planned in 

an ongoing process. The content of the sessions would 

flow with the class energies. Too much structure would 

inhibit this flowing motion. 

Students reacted with a mixture of excitement and 

confusion. The entrance of an unknown person into their 

classroom vas intriguing, yet somewhat threatening. The 

investigator further defined herself as a school coun

selor. However, that title had little meaning for the 

students. Hopefully, the role would define itself in 



the weeks to come through experiences and not words. 

The Classroom Social Distance Scale vas admin

istered as a pre test. The scale listed the names of 

all class members (see Appendix). All students were to 

be rated on the basis of desired social contact. It was 

explained that such a rating would reflect the class•s 

feelings about themselves and their fellow classmates. 

The information would be used to formulate group compo

sition. 
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Students were asked to look only at their own 

papers during test administration. The teacher and the 

counselor would maintain their confidentiality. Despite . 

such reassurances, students displayed a high level of 

anxiety. Most likely, they had never before rated or 

been rated by classmates so overtly. Low soeiometrically 

ranked students were especially tense during the pro

cedure. 

Student rankings were compiled on the basis of 

sociometric results. The teacher felt that these ratings 

vere generally in line vith her perceptions of the social 

structure of the class. 

It vas agreed that the five lowest ranked stu

dents were not interacting with most of the class. They 

seemed to lack basic socialization skills of relating to 

others. These five students were known to the teacher 

and to the counselor as "targets". They were the centers 

around which group composition revolved. Essentially, 



each activity group of approximately five students con

tained one of these low sociometric students. In this 

way, targets were given the opportunity to interact 
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with as many other students as possible. Activity groups 

were restructured each week. 

The classroom teacher contributed her knowledge 

of the students in advising against the formation of 

"potentially explosive•• groups. It was arranged to pro

vide each group member with at least one ally (a person 

feeling positively about them). Grouping best friends 

together was also avoided to discourage the formation of 

sub-groups. With these considerations, the class was 

divided into five groups of four or five students each. 

Group formation was changed weekly in line with 

the teacher's and the counselor's perceptions of existing 

social dynamics. Students were told that understandably 

it may be difficult to get along with certain students. 

However, activities were of a brief duration and group 

composition was not permanent. 

Because of the socioloqical nature of this study, 

student participation was mandatory. Environmental change 

was dependent on each student's involvement in the process. 

Their cooperation was enlisted for this brief period. 

Program Format 

A description of consequtive program activities 

follOWS I 
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Day Onet Brainstorming 

Objectives• Presentation of this first activity 

would introduce a new framework for student interaction. 

Via small groups, interaction could occur in a supportive, 

nonthreatening environment. Target students often re

frained from risking themselves in an academic setting 

because of the threat of failure and ridicule. A creative 

activity would lessen that risk by eliminating the correct 

and incorrect dichotomy of responses. Hopefully, an 

introductory activity interaction group would facilitate 

a free flowing interchange of thoughts and ideas. Thus, 

target students could direct acting out energy into more 

appropriate channels. Small creativity groups could pro

vide reinforcements for acceptable behavior. 

Pirectionsa As a group, use the brainstorming 

technique to think of new ways to prevent skyjacking. 

Brainstorming occurs when a group of people get together 

to pool their thoughts and ideas. All group members are 

free to spontaneously verbalize a solution to the speci

fied problem or an innovative notion. The group may 

react to each suggestion by adding to it or by revising 

it. A certain momentum is achieved when the group's 

mental resources are pooled. Plan interventions at any 

level of the skyjacking process. State any idea that 
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comes to your mind, no matter how silly or impractical it 

may seem. Record all suggestions• after twenty minutes of 

brainstorming, each group will share their ideas with the 

class. 

Interaction Dynamics• This loosely structured 

activity allows for member participation without pressure 

or obligation. Students can participate on their own 

terms without threat of failure. Group attention is 

focused on their performance. A group unity is formed 

when members identify with their group's ideas. 

Evaluation• Although some creative ideas emerged 

from this activity, the unstructured design was not con

ducive to group cooperation and acceptance. Group leaders 

did not naturally emerge. Group responsibility did not 

develop. Thus, some suggestions made by students were 

defamatory towards other less popular group members. At 

this early stage of the program, structure was needed to 

direct group energy. With a careful structuring of groups, 

brainstorming would be more appropriately included at a 

later phase of the project. 

Day Twot Data Sheet 

Objectives• To counteract the ''diffusing" effect 

of the brainstorming activity, a highly structured design 

was needed. Member participation and step by step 
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procedures would ideally be built into the activity. 

Hopefully, members could work together on a group project. 

Each member's contribution would be necessary to complete 

a group data sheet. Thus, each student would be recog

nized as an integral part of the group. 

Directions• Complete the following list using 

data available from group members. The first group to 

complete the form accurately will win a candy reward. 

Group Data Collection Sheet 

Group Members• 1. 

4. 

2. 

s. 
1. Who is the oldest group member? 

2. Who can speak another language? 

3. Who has the smallest size feet? 

3. 

4. What are the middle names of each group 

1. 2. 3. 4. s. 
s. Who has the largest family? 

6. Who is a member of a club? 

member? 

7. Whose parents were born in a foreign country? 

8. Who has traveled the farthest distance? 

9. Who lives the closest to school? 

1Q Who lives the farthest from school? 

lL Who has taken a ride on BART? 

------

1~ What are the members• favorite places to go? 
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13. What are the members• astrological signs? 

14. What are the group's favorite hobbies? 

15. Who in the group can curl their tongue? 

Interaction Dynamicsr The task orientation of this 

activity facilitates group communication and group coop

eration. All members must be polled in order to complete 

each question. Secondarily, members are provided with 

accurate information about each other as a basis for future 

communication. Questions are restricted to "safe" areas 

such as astrological sighs and foot size. Thus, oppor

tunities for member exploitation are minimal. The factual 

nature of the data sheet encourages participation with low 

risk taking. However, the structure of the activity also 

precludes creativity and total self-involvement. Each 

member must contribute to the group goal by supplying 

information about himself or herself. The target in each 

group may be given the task of recorder to establish a 

basis of communication. 

Evaluationr The structure of this activity enhanced 

group interaction. All students contributed information 

to achieve task completion. The candy reward was a suffi

cient motivator. In some cases, groups continued with the 

task even after the reward had been distributed. The 



external focus of the data sheet and the specific nature 

of responses directed energy into appropriate channels. 

Students worked with each other towards a common goal. 

The finished product reflected the contribution of each 

group member. Regardless of their social or academic 

status vithin the class, each member was a vital part of 

the group. 

Day Threes Code Deciphering 

Objectivest To counteract the "dryness" of the 

previous activity, an exercise that vould excite and 

motivate class members vas needed. Code deciphering 

would involve the class in mysterious spy activities. A 

time limit for this task would further stimulate group 

cooperation. 
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Directionst Using the code key below, decipher 

the five messages and follow the directions they specify. 

Decide on the most efficient way for your group to func

tion. You are working for both speed and accuracy. A 

candy reward will be given to the first group that com

pletes the task. 

Code I<ey 

C() 0 \j ·I· v n ~ ,J, ~ 1- • A B c D E F G H I J I< 

w ~ EJ ~ <y ~ o--() ffi c{P ~ ••• 
L N 0 p Q R s T u v 

tl :/I: @ n 
w X y z 
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Messages 

1. u··.Vo-o@~GU 

~ ~ (i)@ 

11 veo~~ G ~ ~ ~ G ~ lll@UU ••• V EB 

g y> c;:> -.J, u 00 ~ ~ .,J, E;y fXJ 0-G ?)' 

~e <G>~v v@O ~ \\ • 

2. ooG~~EJ lJ IIUOOo-<l~ GJ~ 0~00'<\J f 

~ v 8 G <E- fB EH J.. e U EB UJ -Jr ~ 9 (i) • I• 
o~~-.lt @eo\luEB • 

3. ~I) @~§~ Qoo*v 
_1__,±, S> ~o-o 

Ell{!? oo o-<J J;;:; If/ II +- {? .J. 

0 ·I, €. El ~ c!;? -tl 
oo G@ € I) Q.Jt u eo o €_ \ u . 

4. @G oo '0>~uvv eo 
S2p:> (2 V o-o II (H) ~ t[';y Ll 

¥>'v¢ou()-()EJI (]§@<:0 

0 CXJ V fJ II t>o ~ •I• Hl • 

~~B V•l• 

v ('() v \), 

E/CXJ*V 

5. k- I) @ t g ()-() 0 ~ (1-Q ~ ~ .j. O(J ~ ~ lll ~ 61 

*cv@ ~o.o -t-ffiJ@, fU(-~@ @€3o-O 
El 01 * v ~ [!/ ~ ""u 0 ~ ~ o-o ·I· . 

Decoded Messages 

1. Everyone wearing long sleeves, roll up the right arm 

to the elbow. 

2. Anyone wearing black tennis shoes should untie both 

laces. 

3. If your name starts with J, D, T or L, do not do any 

of the above. 



4. On a piece of lined paper, write each member's full 

name backwards. 

5. If your birthday is in May or July, sign your name on 

the board. 
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Interaction Dynamicsr Messages can be deciphered 

individually or as a group. Once deciphered, the message 

must be shared with group members so it can be carried 

out. Intragroup communication is thus inherent in the 

task process. In this task the groups that cooperate and 

coordinate their efforts are most successful. If a 

student is stumped deciphering a message, it is to the 

group's advantage to help him or her out. 

Evaluations The intrigue of spy messages cast an 

air of excitement within the classroom. Code deciphering 

seemed to be intrinsically rewarding; the external candy 

reward vas not needed as a motivator. Groups that distri

buted the tasks among members were most effective. Their 

methods served as a model to other groups whose leaders 

monopolized decoding procedures. Experiencing this 

activity appeared to be of positive value. Students asked 

for copies of the code key for their own use. 

Day Fours Relay Races 

Objectives• Beginning activities focused on member 

participation, energy level, group cooperation and group 
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coordination. The investigator sought to demonstrate the 

application of these concepts within the scope Of class 

curriculum. The use of small groups to maximize inter

action could then be justified as an alternative teaching 

method. Specifically, group relay races would allow 

freedom of movement and release of energy. Sharing and 

working together processes could be generalized from the 

classroom environment to outside play activities. Further

more, it seems natural to include outdoor activities in a 

socialization studya closed social grouping is readily 

observable in most school play areas. 

Directions• The investigator secretly whispers 

one of five movement directions (jumping, walking with 

big strides, walking backwards, frog leaps, skipping) to 

each group member. Students do not divulge the direction 

that has been assigned to them. Groups form in single 

parallel lines. The last person in each line begins 

the game on a signal by whispering his or her assigned 

direction into the ear of the person directly ahead in 

line. As the next person receives the message, he or she 

passes it onto the next in line. This process continues 

until the first person in line receives the message, 

travels the specified length and returns to line enacting 

the given direction of movement. For example, if the 

word "skipping .. was whispered throughout the line, the 
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first person would skip a designated distance, return to 

the back of the line, and whisper his or her assigned 

direction to the person in front. The process continues 

until each person resumes his or her original position in 

line. The first team to complete the rotation wins a 

candy reward. 

Interaction Dynamicst This activity is designed 

to facilitate communication between group members via the 

relaying of messages. Each group member is an integral 

part of a team. He is responsible for relaying and 

receiving messages as well as carrying out a movement 

direction. Hopefully, the group will support each of its 

members in a race against other teams. Basic to this 

small group design is identification with one's own 

group members in competitive relation with opposing teams. 

Evaluation• The complexity of this activity 

design interfered with a positive interaction process. 

Students became confused and anxious, states not con

ducive to group cooperation and accomodation. The rules 

lacked clarity and were easily misunderstood. There 

was disagreement about the distribution of the reward. 

The entire class needed reinforcement for cooperative 

group behavior. A few students were regularly singled 

out for rapid task completion. Many others were not 

rewarded for appropriate group behaviors. The winner-
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loser dichotomy was not supportive of the study's design. 

Conference Notes 

Two weeks into the study, a conference was held 

with the classroom teacher to exchange perceptions, assess 

program effects and determine future directions of the 

project. The teacher advised against grouping together 

two girls who maintained an exclusive relationship with 

each other and a boy and a girl who did not tolerate 

each other's presence. This information was valuable in 

preventing "potentially explosive" group compositions and 

detrimental sub-group formations. 

The teacher felt positively about the close 

relationship developing between a target student and a 

highly ranked classmate. This valued relationship 

seemed to deter acting out behavior. 

It was observed that other target students were 

having difficulty integrating into small group struc

tures. During the next few activities, such students 

would be assigned "status" roles in order to facilitate 

group entrance. They would be given duties of passing 

out supplies, collecting materials and recording results. 

The teacher expressed support of small group 

usage and had adapted existing groups for study and 

review purposes. The students enjoyed working with a 

few other classmates. Hopefully, the increased group 



exposure would enhance the potency of positive group 

experiences. 
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Students who had refused to participate in a 

certain group were told that the activity could not 

begin until group membership was complete. Class pres

sure was directed at the "holdout" and the student joined 

his assigned group without exception. 

Admittedly, this procedure did not uphold the 

study's concepts of positive and supportive interaction 

among peers. Perhaps noncooperation could be handled 

more appropriately by the teacher. The investigator chose 

not to involve herself in disciplinary actions, but to 

remain as a supportive facilitator. 

The counselor sought to relate to students in a 

somewhat untraditional way. On a first name basis with the 

class, she attempted to eliminate the mystique surrounding 

many adult school personnel. It was hoped that the coun

selor would be recognized as a resource for both the stu

dents and the teacher in social, curricular and develop

mental areas. Although the students were at first con

fused at the lack of formality, they later expressed them

selves openly and freely. The counselor valued these 

relationships and envisioned herself as a positive, potent 

force in facilitating group experiences. 

Nonparticipation was not considered a valid option 

in this design. Rather, attempts were made to avoid 
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grouping incompatible students together. If a situation 

appeared to be intolerable, groups were restructured. 

Day Fivea Cooking 

Objectivesa As discussed previously, there was a 

need to eliminate winning and losing outcomes in group 

activities. Perhaps a new experience, such as cooking, 

would replace team competition with team cooperation. 

Group success would not be viewed in relation to others. 

Rather, each group could concentrate efforts on their 

own final product. Tasks could be shared on a rotating 

basis to include the participation of all members. The 

cooking activity could be related to mathematic curri

culum in determining ratios and equivalents. 

Directionsa An assigned person (target) from each 

group obtains the necessary utensils from the facilitator. 

Ingredients will be distributed as they are needed. 

Follow the recipe on the board as it is read. Share the 

tasks among the group on a rotating basis. When finished, 

divide the cookies among group members. Wash all utensils 

and return them to the designated area. Make sure your 

work area is clean. 



Creamy Chocolate Bites 

Mix with fork in bowla 

1 package fudge frosting mix 

~ cup soft butter 

1 teaspoon vanilla 

Work mixture with hands until it forms a ball. Dust 

board lightly with powdered sugar. Knead candy mixture 

about twenty times on board. Roll candy mixture into 

balls about the size of walnuts. Roll each ball in 

chopped nuts, chocolate shot, or multicolored candies. 

Makes about forty-eight balls. 

Interaction Dynamics• All group members share 
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in this process of creation. Measuring, stirring or 

shaping, each student contributes to the final product. 

The group works together following directions and deter

mining ratios. The cooking process links members 

togetherJ each is dependent on completion of the pre

ceding direction. When the final product is shared, 

members are accepting the contribution of other members. 

Group cooperation and coordination are inherent to the 

activity process. 

Evaluations A new experience for many, both 

boys and girls readily involved themselves in this 

activity. Sex linked limitations, definihg cooking as 

a female activity, were ignored. Without close super-

vision, the students experimented with an activity 

l 
i 

' j 
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exclusively performed by an adult family member. Groups 

developed their own controls in dividing the tasks evenly 

and cleaning up. A sense of pride and accomplishment 

was felt when the balls of chocolate frosting were dis

played. Students demonstrated a high level of sharing 

and interaction. Each group proceeded at its own rates, 

independent of other groups. Competitive pressure did 

not exist. A relaxed atmosphere was evident. 

Day Sixs Guess Who? 

Objectives• The new experience of cooking was 

received with excitement. Flowing with this high energy 

level, another new area of knowledge would be explored. 

The class seems to be responsive to mind expanding acti

vities. Non-academic activities reduced the tense, 

competitive atmosphere of the classroom. A guessing game 

format related to the occupational arena would expose 

students to possible career choices. This subtle role

playing would facilitate a nonthreatening, supportive 

group setting. 

Directions• A group member (target) chooses one 

occupation from the following list and assumes that 

position. Group members ask "yes" or "no" questions 

in an effort to determine the group member's assumed 

identity. Suggested questions ares "Do you need special 
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tools?", "Do you work outdoors?", and "Do you need special 

training or certification?" You may also choose to assume 

occupations that are not on the list. The first member 

who correctly identifies the student's occupation becomes 

the next role player. 

OccuEations 

1. fisherman 11. truck driver 

2. telephone repairman 12. butcher 

3. lawyer 13. salesperson 

4. forest ranger 14. carpenter 

s. teacher 15. window washer 

6. g·ardener 16. plumber 

7. librarian 17. house painter 

a. waitress 18. artist 

9. grocery store clerk 19. weather forecaster 

10. janitor 20. astrologer 

Interaction Dynamicsa This loosely structured 

activity presents new knowledge in the form of a game. 

The element of the unknown may add excitement to the 

activity. Communication occurs via the question and 

answer format. Members may exchange suspicions as to 

the ongoing process, as each question contributes to the 

final correct guess. Even incorrect hunches aid in 

determining the identity by ruling out certain possi

bilities. 
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Evaluations Many students actively participated in 

this game. They often assumed occupations not on the list 

which was an option offered. The temptation to make wild 

guesses somewhat interfered with the indirect process of 

elimination by guessing the place of work or the use of 

tools. Upon close examination, the game structure favored 

the more confident students who enjoyed being "on stage". 

Less socially adept students refrained from participation 

and marely observed. 

Day Sevens Occupational Associations 

Objectivesa Once again, a structured activity to 

facilitate the participation of all group members was 

needed. Each student, regardless of social ranking, 

needed to be recognized as an integral group member. 

Students expressed interest in exploring vocational areas. 

An extension of the previous activity was applicable at 

this time. 

Directionsa Each group member is given a card on 

which is listed ten items. One item from each card com

bines with one item on every other group member's card to 

form an associated occupational category (i.e. rancher, 

fence, cattle. rodeo, branding iron). The group members 

hold onto their lists and work together with other mem

bers to compile matching word lists. Thus, the five lists 
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of ten nonassociated words become ten lists of five 

associated words (see below). 

Original Word Lists 

1. fence 1. plants 1. pilot 

2. air 2. racket 2. hose 

3. gardener 3. plane 3. cattle 

4. saw 4. rancher 4. hammer 

5. Billie Jean King 5. tool box 5. ball 

6. ingredients 6. bait 6. astrologist 

7. sign 7. teacher 7. easel 

e. portrait e. Aries e. restaurant 

9. school 9. pans 9. trout 

10. hook 10. brushes 10. students 

1. lawn mower 1. runway 

2. rodeo 2. carpenter 

3. nail 3. rake 

4. steer 4. tennis court 

5. tennis player 5. branding iron 

6. books 6. stars 

7. net 7. recipe 

e. sun e. fisherman 

9. painting 9. learning 

10. cook 10. artist 



······-·-·-···· · ------------------------------,. 
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Completed Associations 

1. saw 1. Billie Jean King 

2. tool box 2. racket 

3. hammer 3. ball 

4. nail 4. tennis player 

5. carpenter 5. tennis court 

1. ingredients 1. . 
1. portrait s1.gn 

2. pans 2. Aries 2. brushes 

3. restaurant 3. astrologist 3. easel 

4. cook 4. sun 4. painting 

5. recipe 5. stars 5. artist 

1. school 1. hook 1. fence 

2. teacher 2. bait 2. rancher 

3. students 3. trout 3. cattle 

4. books 4. net 4. rodeo 

5. learning 5. fisherman 5. branding iron 

1. air 1. gardener 

2. plane 2. plants 

3. pilot 3. hose 

4. steer 4. lawn mower 

s. runway 5. rake 

Interaction Dynamicsa The nature of this puzzle-

like design includes all group members automatically. 

Students must work together to complete associations. 



They may share common knowledge about occupations. The 

activity facilitates interaction in a nonthreatening, 

supportive setting. 
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Evaluations Students reacted positively to this 

associative matching activity. They exchanged knowledge 

and coordinated their efforts. Each member's list was 

his or her entrance ticket to the group. Group partici

pation was not dependent on social status. Although some 

students attempted to monopolize matching activities, 

groups resisted the takeover and members retained posses

sion of individual cards. 

Day Eights Television Charades 

Objectives• Creative dramatics can be included in 

class curriculum as an effective energy outlet. Students 

can express themselves freely, an option not usually 

available in a structured class environment. Target 

students are given the opportunity to assume other roles 

and behaviors. Drama charades is another implementation 

of small group usage. In this activity the investigator 

sought to provide a looser design to allow for freedom 

of movement. She assessed the class to be at a level 

where they could function appropriately with less controls. 

Directions• Each group member is given a list of 

five popular television programs with descriptive titles 
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(i.e. The Flying Nun, Underdog, and Room 222). The target 

member is asked to begin the game by acting out one of 

his or her titles nonverbally via body movements. Members 

attempt to figure out what television show title is being 

portrayed. When a correct guess is obtained, the person 

to the right of the role player becomes the next performer. 

Students are given the option of enacting titles other than 

those on their lists. 

TV Titles to Act Out 

1. Captain Kangaroo 1. That Girl 1. The Match Game 

2. I Love Lucy 2. Lost in Space 2. Green Acres 

3. The Flying Nun 3. Bewitched 3. Time Tunnel 

4. Underdog 4. Dragnet 4. The Jetsons 

s. Room 222 s. The Odd Couple s. Dream of Jeanie 

1. All in the Family 1. Soul Train 

2. MASH 2. Big Valley 

3. My Favorite Martian 3. Voyage to the Bottom of the Sea 

4. Bugs Bunny Show 4. Popeye 

5. Streets of s.F. s. The Three Stooges 

Interaction Dynamicsa This activity is based on the 

assumption that television is a commonality for students 

to relate to. The task taps creative and dramatic skills 

which may be unrelated to academic ability. Group mem

bers communicate with each other both nonverbally and 

verbally. By offering such options, students can choose 
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alternate ways to relate to others. A wide range of 

task activities (i.e. relay races, dramatics, cooking) in

creases the possibility of success experiences for low 

ranked children. Hopefully, they will be able to excel in 

one of these areas. 

Evaluationa The enthusiastic class response to 

this activity underlined the need for outlets of creative 

expression. Each member became the focus of group atten

tion as the role of performer rotated. Target students 

seemed especially receptive to this activity. While the 

activity was structured so as to include total group 

participation, its creative element allowed energies to 

flow. The activity time was extended at the unanimous 

request of the class. 

Conference Notes 

A second conference was arranged with the teacher 

to discuss the second phase of the project. Both the 

teacher and the counselor agreed that students exhibited 

a higher level of socialization skills. Students no 

longer resisted entering into new groups each week. The 

assignment of status roles to target students facilitated 

group entrance and acceptance. 

Two students had commented that they were nov 

able to relate to other classmates. They expressed joy 

and satisfaction at this extension of their social circle. 
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The teacher was enthused with the innovative 

approaches of curriculum presentation. She began to incor

porate student feedback into course planning. 

During program activities, the teacher involved 

herself as co-facilitator. Her role in this project was 

previously undefined. It evolved naturally as the teacher 

began to feel her place in the program. 

Day Nine• Card Games 

Objectives• The preceding activity design incor

porated the use of nonverbal communication. Students who 

were ~socially unsophisticated seemed to feel more com

fortable interacting in this context. An expansion of 

this technique would further develop nonverbal communica

tion skills. 

Directions• The following games were played 

consequtively. 

Spoons 

Each group of five students receives twenty playing cards, 

five groups of four cards with the same face value (i.e. 

four jacks, four aces, four tens, four threes and four 

twos). The cards are shuffled and four are dealt to each 

group member. The object of the game is to hold four 

cards of the same face value. Thus, the process of the 

game is rejecting a card that does not match the projected 
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matching set. If a player holds two aces, one king and 

one three, he or she will retain the aces and pass the 

king or the three to the right. The player to the right 

has rejected a card also and accepts the new card. On 

the next play he may choose to keep the new card if it 

matches his projected set or pass it on to another player. 

Thus, rejected cards are passed to the right simultan

eously by all players. The game begins on a signal and 

the first player to hold a matching card set wins. The 

winning player then touches his finger to his nose. As 

each member observes this, he touches his nose also. 

The ~ast player to place his finger on his nose loses 

the game and receives an "s". If he loses a second time, 

he receives a "p". After losing six times the player has 

received "s", 11p", "o", "o", "n" and "s" and drops out of 

the game. The process continues until all but one per

son have dropped out of the game. 

Killer 

One card for each group member is removed from the deck, 

including one queen which is the designated killer card. 

One card is dealt face down to each member. The person 

who has been dealt the queen assumes the role of killer. 

He attempts to win by removing other members from the 

game. This is accomplished through the process of "killing", 

winking at each group member unobserved by others. The 
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killer must establish eye contact with others in order to 

kill them. Group members must establish eye contact with 

others in order to reveal the killer's identity. If a 

member identifies the killer by observing him wink at 

someone else, the member discloses the killer's identity 

and the game ends. If the killer successfully winks at 

a group member unobserved by others, the group member 

acknowledges the wink by saying "I'm dead .. and removes 

himself from the game. If the killer is successful, the 

game continues until all group members have been killed 

and eliminated from the game. The cards are redealt to 

play again. Thus, the game is based solely on eye contact. 

Interaction Dynamics• The participation of each 

group member is required in both card games. Playing 

cards unites group members and includes them in the 

ongoing processes. The use of eye contact eliminates most 

verbal communication, a source of difficulty for many low 

ranked students. It also involves students in a commonly 

avoided process of face to face contact. The eyes and 

face may communicate more than words. The resistance of 

young students to engage in direct eye contact with others 

reduces the spectrum of communication. 

Evaluation• The somewhat complex design of these 

card games did not impede participation in the process. 

Students did not resist eye contact with other group 
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members, except to release some nervous energy through 

laughter. They were intrigued with the detective element 

of the games. Low sociometrically ranked students were 

given an equal chance to control the games, according to 

how the cards were dealt. The pace of the games was 

fast and the energy was intense. Groups were self

contained, members interpreted rules and chose which game 

to play according to group consensus. The teacher and 

the counselor were asked to join certain groups and to 

share the experience with the students. 

Day Tena Skit Charades 

Objectives• At the request of the class, creative 

dramatics was repeated as an activity. Student feedback 

was sought regularly and used to determine upcoming acti

vities. By actively involving the students in the 

planning process, they became invested in the successful 

outcome of the activity. Thus, the investigator did not 

rely solely on her perceptions and those of the classroom 

teacher. Students were recognized as valid and potent 

determiners of curriculum. 

Directions• Each group is given a list of three 

action frames to pantomine. Members decide on one 

situation to portray and assign roles within the group. 

The scene is then rehearsed nonverbally. After five . I 



minutes of preparation, one group performs the skit with

out dialogue for the class. The class responds by guessing 

what situation is being portrayed. The process continues 

until each group has performed. Students may also portray 

original scenes not listed on the card. 

Action Frames 

1. Five robots coming to life in a toy factory. 

2. Four members of the church falling asleep while the 

preacher is giving his sermon. 

3. Four contestants being judged in a pie eating contest. 

1. Five people flying kites and losing them in the sky. 

2. Five people trapped inside an elevator. 

3. Four students being mischievous on a teacher's first 

day of school. 

1. A thief successfully pickpockets four victims. 

2. Three contestants are throwing pies at two targets. 

3. Five astronauts enjoying their weightlessness on the 

moon. 

1. Two robbers hold up three bank employees. 

2. Five skydivers are enjoying a flight. 

3. Five members of the track team try to top their record. 
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1. Three children receive hand inspection by their parents 

before eating dinner. 

2. Five members of a rock band perform in an outdoor 

concert. 

3. The owner shows off her four dogs in a contest. 

Interaction Dynamics• Hopefully, students will 

experience a sense of group unity as they perform before 

the class. During rehersals, group members must coor

dinate their efforts and determine an action sequence. 

The roles in each skit are defined numerically so as to 

include each group member. 

Evaluation• The total involvement of each class 

member vas unique to this activity. Students overlooked 

social status and focused on creating an ingenious panto

mine production. Groups worked together making small 

props and arranging the stage. one group climbed up on 

cabinets to portray skydiving. Another group threw spit

balls to dramatize a teacher's frustrating first day. 

Group goals took precedent over individual gain. Defama

tory behavior was not observed. Individuals were given 

the opportunity to gain recognition in appropriate ways. 

Target students laughed with the group and were not 

objects of ridicule. 
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Day Eleven• God •s Eves 

Objectives• The investigator sought to adapt small 

group usage to art curriculum. Students could share in 

the process of creating. Perhaps the production of a 

final, permanent product would affect group process. 

Arts and crafts seems to rank low in curriculum priority. 

Socialization skills may develop during such creative 

processes via informal conversation. Once again, a 

rewarding and creative experience may generalize to posi

tive feelings about group members. 

Directions• Each group member is given a certain 

color of yarn lengths (about twenty-four inches). Two 

straws or sticks are also distributed to each student. 

Securely tied at right angles to each other, they form 

the base of the God's Eye. One yarn length is attached 

to the center of the base and is woven in and out of the 

crossed straws. As each group member decides what color 

he wants to use next, he passes his God's Eye to the stu

dent who is holding that color of yarn. The process con

tinues as students exchange God's Eyes and weave yarn 

lengths into those passed to them. Eventually, a full 

sized diamond design emerges from the woven yarn. 

Interaction Dynamics• Each group member controls 

a certain color of yarn lengths. Thus, the member may 
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contribute to the making of all God's Eyes. Members ex

change their designs with others. Each student can give 

something to others. Likewise, he can accept from others. 

Perhaps this basic exchange will generalize to other areas. 

Members leave the group with a permanent symbol of the 

helping process. 

Evaluations This activity required a certain level 

of eye-hand coordination. Some students experienced diffi

culty performing the task and expressed frustration. A 

few targets chose to make a simpler design with the yarn. 

Group members did not ridicule these students. Rather, 

they ·shared their skills. An exchange of tasks was also 

observed. One student would effectively tie yarn lengths 

together while another demonstrated dexterity by weaving. 

However, such potential failure experiences could be 

detrimental to self-esteem. Therefore, the skill level 

of all students should be carefully evaluated before 

presentation of such an activity. 

Day Twelves Cooking 

Ob1ectivesa As a final activity, students requested 

another cooking experience. once again, a model of curri

culum in touch with students• needs vas demonstrated. A 

more complex recipe was presented to further develop cook

ing skills. 
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Directions• One group member will collect necessary 

utensils from a designated station. Ingredients will be 

distributed as needed. Follow the recipe as it is read 

from the board. Divide tasks on a rotating basis among 

group members. When completed, share the cookies within 

your group. 

Peanut Butter Creams 

Beat with rotary egg beater in bowl• 

1 egg 

~ c. peanut butter 

1 tbl. soft butter 

~ teas. vanilla 

~ teas. salt 

1 c. sifted powdered sugar 

Shape mixture into tiny balls. More powdered sugar may 

be added to make candy firm enough to handle. Roll each 

ball in ~~ c. finely chopped salted peanuts. Place on 

waxed paper and refrigerate until firm. Makes about 

thirty-six candles. 

Interaction Dynamicsa Each member is included in 

the process on a rotating basis. The final product is a 

result of group efforts. Each group works independently, 

not in competition with others. 
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Evaluations Groups demonstrated self-governing 

abilities in this activity. Inappropriate behaviors were 

remonstrated by fellow group members. Ultimately. acting 

out students were excluded from cooking tasks. Thus, the 

teacher was not called upon to discipline other students. 

Groups had set their own limits on what behavior vas 

tolerable and maintained their own controls. Thus, devi

ancy vas not reinforced, but hopefully extinguished. 

Post Test Methodology 

Upon completion of the six week program, the 

investigator repeated the Social Distance Scale as a post 

test. · Students were told that this scale would reflect 

again on their feelings about classmates. Since six weeks 

had elapsed, another reading was desired. 

Students seemed more relaxed and at ease while 

completing the forms the second time. This response 

sharply contrasted with the anxiety displayed at the first 

testing. It was hypothesized that students placed the 

sociometric scales in the context of the activity inter

action program. Peer ratings were no longer as threaten

ing. Rather, they had been used to determine group forma

tion. 

Certain aspects of the study, such as sociometric 

ratings, would not be shared with students. However. the 

investigator felt a need to reveal the program rationale 
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to students. They would then be able to place their 

experiences in a larger frame of reference. Therefore, 

the program concluded with some explanatory remarks about 

purpose, process and perceptions. 

The investigator expressed positive feelings about 

sharing experiences with the class. An open communication 

had been established with students and such a relationship 

was highly valued. Activity groups had been formed to 

provide for increased interaction in a fun way. Other con

cepts implemented included the incorporation of student 

feedback into curriculum planning and the establishment 

of an in classroom counseling model. The investigator 

expressed a sense of fulfillment, observing the develop

ment of social skills with each activity. Groups became 

more accepting of certain members. Coordination, cooper

ation and sharing processes were in motion. Appreciation 

was also voiced to the classroom teacher for her active 

involvement in the project. 

Several days later the investigator was surprised 

with a class celebration. Students had planned the affair 

among themselves and had contributed refreshments. The 

significance of this gathering was far reaching. Students 

felt positively about the experiences they shared together, 

and this was reflected upon the counselor. 

The counselor's casual style was appreciated by 

the students. Their willingness to become involved with 
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the counselor in group activities and out of classroom 

conversations emphasized their need to have access to a 

nonthreatening adult. Such a person is usually not read

ily available in a school setting. Most personnel choose 

to maintain a certain distance of formality, power and 

respect. The investigator attempted to relate to students 

on a person to person level. In such a relationship, the 

investigator's feelings and needs were exposed. The 

counselor was no longer a mystical, supernatural being. 



Chapter 5 

RESULTS 

The demonstrative nature of this study lends 

itself to subjective interpretation of the results, 

rather than acceptance or rejection of the data. As 

stated previously, the Classroom Social Distance Scale 

was used only as a general indicator of social acceptance 

and self esteem. Test results, combined with the experi

ential perceptions of the teacher revealed to the inves

tigafor a general reading of classroom social dynamics. 

This cautious acceptance of pre test sociometric data 

must also apply to post test results. The absence of a 

control group, the lack of uniform testing conditions, 

and the difficulty of obtaining "hard" data in affective 

areas must be taken into consideration in project 

assessment. 

The pre and post test comparisons (see Appendix) 

reveal a pattern of movement specific to individual social 

behavior. While biweekly activity groups facilitated stu

dent interaction, experiences could be negative as well 

as positive. Students lacking in social skills could 

exhibit inappropriate behavior that would further decrease 

their ratings. Feedback received from others may likewise 

62 



be positive or negative and so influence self-concept 

ratings. Thus, upward as well as downward pre to post 

test movement was conceivable. 
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Activity groups were structured to be supportive, 

nonthreatening environments conducive to individual growth 

and acceptance. However, as individuals, students per

ceived and reacted to these situations from their unique 

experiential frameworks. The majority of students per

ceived the program as an exciting alternative to academic 

instruction. Activities were planned according to ongoing 

needs and interests. Students experienced some potency 

in determining curriculum. 

Some students displayed difficulties adjusting to 

a small group situation. For in a group of five, students 

became visible and were no longer '"anonymous beings .. in 

a class of thirty. Their participation and cooperation 

was depended upon for project completion. Competitive 

situations added further pressure. Some students responded 

to frustration by acting out. Hence, the increased interac

tion had a negative effect in these instances. New infor

mation was detrimental to peer ratings. 

On the other hand, those students harmonizing 

with the group situation transmitted positive information 

about themselves. Their peer ratings were likely to 

increase. 
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Individual behavior was correlated with movement 

in peer ratings. Direction of movement was identified by 

comparing the top three ratings total in the pre test with 

the top three ratings total in the post test for each 

subject (see Appendix). 

Subject 

g 

d 

p 

j 

Pre test 

13 

13 

14 

7 

Post test 

18 

18 

18 

11 

Movement 

+ 5 

+ 5 

+ 4 

+ 4 

Subjects q and d, both females, correlated a 

positive group relationship with an upward movement of 

five in peer ratings. Representing the most dramatic 

increase in ratings, these subjects helped to maintain 

group task behavior. These girls facilitated group 

motion by dividing tasks and coordinating efforts. 

Their style of leadership was derived from personal need 

to succeed. Since activities were inclusive of all 

group members, they were impelled to maintain group 

cohesiveness, lest they be held back by the rest of the 

group. Thus, g and d were often instrumental in reaching 

group goals. Such task specific behavior was positively 

reflected by a significant increase in sociometric rank. 

Subjects p and j, also females, showed a sub

stantial upward movement of four in sociometric rank. 



Their group behavior was different from the previously 

discussed subjects. Relatively high in pre test socio

metric rank, subject p further increased post test peer 

ratings by acting as group mediator. When conflicts 

arose as to group procedure, p would review the rules 
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or ask the investigator for further clarification. She 

sanctioned off task behavior and often excluded a member 

from the group when their behavior was intolerable. 

Assuming a leadership role only during conflicts, p vas 

viewed as an asset to group goal achievement. Not closely 

tied with any one social circle, she readily approached 

and related to most classmates. Also task oriented, p 

used her social skills to maintain group on task 

behavior. 

Subject j received a relatively low ranking of 

seven in pre test ratings. Somewhat aggressive, she vas 

not widely accepted by female classmates. She maintained 

a rather exclusive relationship with one female friend. 

Subject j at first experienced difficulty relating to 

other classmates in small groups. She often complained 

of being separated from her friend. The investigator made 

special attempts to communicate with this student. Ex

plaining that group composition vas temporary, the student 

was asked to attempt to get along with others. She would 

be "reunited" with her friend in a group if she honestly 

tried to function in a group without her. The subject 



voiced distrust of the investigator and said she had 

heard such promises before. After a few group sessions, 
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the subject radiantly expressed a new found ability to 

relate to others. She was overjoyed with having more 

than one friend. The information vas positively received 

and the subject vas reunited with her friend in the next 

week's grouping as promised. 

Subject j•s low popularity could be partially 

attributed to the theory that isolates are relatively 

unknown and thereby unsupported by peers (Blain, 1968). 

Activity interaction groups increased her exposure to 

other classmates. Students received accurate information 

about j; they no longer had to rely on rumors or imagina

tion to complete her image. These perceptions had posi

tive value for many. Subject j no longer avoided inter

personal contact, but interacted to reveal likeable 

personality traits. 

Subject 

1 

v 

t 

b 

Pre test 

7 

13 

12 

13 

Post test 

10 

16 

15 

16 

Movement 

... 3 

+ 3 

+ 3 

+ 3 

Four subjects, 1, v, t, and b, increased their 

ratings by three points. Subjects 1 and t, both female, 

received relatively low pre test ratings. Subject 1 
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was a target student, one of the five lowest ratings in 

the class. Within the target population, she displayed 

the most forward movement. Subject 1 fun~tioned well in 

structured interaction settings. She did not lack ade-

quate communication skills, but the content of her commu

nication was deemed inappropriate by many. Living in an 

unhealthy home situation, she relayed information about 

an alcoholic mother and a physically abusive father. 

other students became uncomfortable and did not know how 

to deal with the information. 

The investigator felt that classmates should be 

encouraged to deal with such issues. However, the scope 

of the study was not geared to include such emotionally 

laden subjects. Emphasis was on group process. The 

subject was referred to the school psychologist for 

counseling. Hopefully the psychologist could deal with 

the subject's present fears and conflicts while the inves

tigator involved the student in constructive social skill 

building activities. The subject's increase in socio

metric rank indicated a positive treatment effect. She 

learned to interact with other students via shared 

experiences. 

Subject t reflected a pattern common to subject j. 

She was relatively unknown to classmates and limited her 

interactions to one or two friends. With a pleasant and 

nondemanding presence, she was positively received by 

many students. 



68 

Subject v received relatively high pre test ratings. 

A class leader, he was at first intolerant of certain group

ings. However, as the program ensued he used his leader

ship skills in a constructive way. Extending himself to 

other less skilled members, subject v was a valuable class 

model. Several students regarded his behavior positively 

and rated him on a higher level. 

Subject b, another leader, chose to use his skills 

in a less constructive way. He often used group activities 

to exploit other less popular students. For the brain

storming activity, he voiced suggestions that were deroga

tory ~f another grou~ member. Another model for students, 

his acting out behavior was positively received by several 

others. He took risks others were unwilling to take and 

was a hero to many. Controlling the attention of the 

group, he often used the activities as a forum for 

inappropriate behavior. 

Subject 

f 

s 

Pre test 

14 

10 

Post test 

16 

12 

Movement 

+ 2 

+ 2 

Subjects f and s increased their ratings by two. 

Subject f, a popular choice among the boys, behaved simi

larly to subject b in the group settings. Small in 

stature, perhaps the boy sought to alleviate his feelings 

of inadequacy by projecting them onto others. Activities 



were seen as opportunities to ridicule others for a few 

laughs. The investigator chose to ignore such behavior 

as an extinction procedure. 
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Subject s received a relatively low pre test peer 

rating. Her isolation from other students was similar to 

two other females previously discussed, subjects t and j. 

The subject's behavior in a small group setting was also 

introverted. Her interaction was limited to necessary 

goal oriented communication. 

Subject Pre test 

c 14 

k 14 

w 13 

Post test 

15 

15 

14 

Movement 

+ 1 

+ 1 

..,. 1 

Subjects w, c and k showed a forward movement of 

one in post test ratings. In group settings w, c and k, 

all male, were somewhat neutral figures. They coopera-

ted with others, followed directions and exhibited on 

task behaviors. However, self involvement was limited. 

Subject Pre test Post test Movement 

a 8 8 0 

i 13 13 0 

n 11 11 0 

q 15 15 0 

X 15 15 0 

., 

)' 
' I' 
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Subjects a, i, n, q and x showed no overall change 

in pre to post test sociometric ranking. Subject a, a 

target student, often expressed positive feelings about 

group activities. An isolate, this female student enjoyed 

the opportunity to interact with others. However, many of 

her experiences were marred with humiliation and defamationa 

her childish behaviors were unacceptable to others. How-

ever, many negative interactions did not deter a from 

participating in groups. Contact with other students was 

rewarding for her. And the structured group interactions 

did not negatively affect her ratings. 

First choice ratings for subject q increased from 

six to ten. His presence was an asset in almost every 

group. The subject's sense of humor livened the atmos

phere while his task orientation facilitated goal achieve• 

ment. 

Subject i often refused to participate in group 

activities and was viewed as an obstacle to group pro-

ceases. Subjects n and x were somewhat neutral figures. 

Subject 

e 

h 

m 

r 

Pre test 

6 

11 

15 

6 

Post test 

5 

10 

14 

5 

Movement 

- 1 

- 1 

- 1 

- 1 
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A backward movement of one was compiled for sub-

jects r, h, e and m. Both target students, subjects r 

and h, were often unwilling to participate in group acti

vities. They sought to disrupt the entire class by moving 

from group to group. At the end of the program, both 

students exhibited appropriate behaviors. Subject r no 

longer resisted group membership and shared tasks with 

other group members. Subject h expressed an interest in 

school for the first time to his motherJ he asked her to 

contribute refreshments for the class celebration. 

Perhaps these students had difficulty abandoning their 

image of the noncooperative, troublemaking studentJ hence, 

peer ratings did not favorably increase. 

Subjects e and m, both high ranking students, 

facilitated group activity. They were flexible and 

accomodating with group roles and compositions. The 

decreased rating of one would therefore be interpreted 

to be of little significance. 

Subject Pre test 

0 

u 

6 

15 

Post test 

4 

12 

Movement 

- 2 

- 3 

Another target student, subject o displayed 

inappropriate behavior during many group activities. 

His lov rating was further decreased by two, as ex

pressed by the intolerance of most classmates. The 
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subject appeared frustrated with certain motor tasks and 

felt uncomfortable under another student's leadership. 

This student was referred to the school psychologist for 

perceptual motor testing. 

The lowest drop in ratings was received by subject 

u. As reflected in her low self rating, group experience 

was generally negative for this student. Having main

tained a heretofore exclusive relationship with subject j, 

she was not open to other interactions. She felt shaky 

and insecure with her friend's advancement in the social 

area. Communication with other group members was often 

hostile and controntive. 

Intrapersonal, as well as interpersonal, ratings 

can be discussed. Each student was asked to rate how he 

or she felt the class in general perceived him or her. 

A measurement of self-esteem, these ratings must also be 

interpreted with caution. Many students refrained from 

rating themselves. Hence a pre and post test comparison 

is not applicable. However, a few responses are indica

tive of significant changes in self perception. These 

cases will be interpreted within the context of this 

study. 

Student Pre test 

j 5 

r 5 

u 1 

Post test 

1 

1 

5 

Movement 

+4 

+ 4 

- 4 

jr 
I 

'I 
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Subject j upgraded her self rating by five in pre 

to post test movement. This enhancement of self-perception 

can be related to a forward movement in sociometric rank of 

four. Positive feedback received from other students was 

internalized. 

A target student, subject r, also increased his 

self rating from the lowest to highest ranking. However, 

such a change was not accompanied by forward movement in 

socio~tric rank. Rather, peer ratings decreased by one. 

Positive self-feelings are attributed to personal gains 

in social skills. The subject displayed a new found 

ability to relate to classmates in appropriate ways. 

Such behavior was reinforced by the teacher, the investi-

gator and the students. 

A third student, subject u, downgraded her self 

rating by five. This movement can be related to a lower

ing of sociometric rank by three. Unfortunately, this 

decrease in interpersonal and intrapersonal acceptance 

vas a possible program outcome. A nonthreatening, sup

portive small group environment vas sought as an optimum 

framework for growth. However, subject u displayed 

inappropriate group behaviors and was rejected by many 

disapproving students. 

As participants in the study, the investigator 

and the teacher also experienced changes. The teacher 

expressed renewed confidence in herself and her teaching. 

i ' • J 
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She had begun to relate to the students as individuals and 

realized the importance of flowing with their needs. No 

longer did she perceive herself as carrying the full 

responsibility for education. Rather, it was a shared 

and ongoing process. 

The investigator also felt positively about the 

program experience. Unable to relate to traditional 

counseling models, the study represented a feasible alter

native~ Program structure facilitated the establishment 

of close, working relationships with class members. The 

class environment was viewed internally, with the investi

gator as an integral part of the setting. Growth vas 

experienced intrapersonally and interpersonally within 

this natural environment. 

Host vitally, such a counseling role enhanced 

the personal characteristics of the investigator. Rather 

than attempting to assume unnatural traditional counseling 

functions, the investigator found a place that felt right 

for her. Within her new role she satisfied both profes

sional needs of accessibility and potency and personal 

needs of genuineness and creativity. 

. ~l 



Chapter 6 

CONCLUSIONS 

The experimental and innovative nature of this 

study characterizes it as a broad learning experience 

for both the researcher and the subjects. With a theor-

etical foundation in social and educational psychology, 

the investigator sought to apply these concepts to prac

tical working applications. As a model, participant and 

instructor, the investigator took her cues from the 

present environmental scene and developed group acti-

vities in line with observed ongoing social processes. 

Thus, the process as well as the content of this 

study are important aspects to acknowledge. Formulating 

activities as an ongoing process rather than as a pre

determined plan, the investigator sought to model a 

flowing educational process. Hopefully, the teacher 

would not rely solely on lesson plans predicted weeks 

beforehand, but rather respond to the present needs, 

interests and feelings of the class. In such a way, the 

teacher and class could free resistances and work with 

the natural energies of the group. 

Secondly, the content of the study sought to 

focus on affective development. The classroom environ-

ment remains foreign to many low sociometrically ranked 
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children who are socially isolated from other classmates. 

This study sought to draw attention to this group of 

"socially handicapped" students whose lack Of finesse in 

social skills is often reflected in poor academic per-

formance, low self-esteem and a pessimistic outlook on 

life. 

Feedback received from the subjects, the class

room teacher and self-perceptions indicated that providing 

a nonthreatening, low risk interaction setting merits 

further exploration. Focusing group activities on the 

development of social interaction skills may be a direc

tion to expand upon. Role playing, psychodrama and socio

drama techniques would provide groups with an experiential 

framework. An exchange of roles between popular and 

unpopular students would facilitate empathy and provide 

learning models. The goal behind these exercises would 

not be a total utopian acceptance and approval among 

peers, but rather a working relationship of facilitation, 

respect and open communication. 

The integration of such affective areas into a 

previously cognitive centered curriculum at the beginning 

of the school year would contribute to a harmonious class 

environment and optimal learning conditions. Such a 

program would also establish an open channel of communi

cation for the counselor, teacher and students. 
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The investigator experienced herself as an effec

tive change agent. It is her objective to function as 

such a catalyst in the elementary school environment. 

The people she becomes involved with may not react posi

tively or measurable to her somewhat innovative and experi

mental ideas. However, by coming into contact with those 

people, they will experience and learn from each other. 

And that is growth. 

The investigator's very presence suggests that 

the status quo is not entirely adequate. Teachers may 

choose to see that as a threat to their competence. 

It is therefore helpful to work on an issue that 

the teacher also sees as a problem. In this study, the 

process was to socially integrate class members. The 

teacher would benefit from a more pleasant environment 

and would spend less time as a disciplinarian. Thus, 

the counselor was not jeopardizing the teacher's role, 

but rather offering energy and support. 

Though such a relationship was not conflicting, 

it would ideally be more of a consultive nature. Pri

marily, the investigator decided on the content and the 

presentation of the activities. The teacher offered 

input on group composition and generalizations of group 

behavior, yet did not come to own the environmental 

approach. Rather, she was a recipient of services. 

,\ 
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Such a difficulty can be related to both the 

teacher and the investigator. The teacher was able to 

expend less energy by involving herself only on a surface 

level. She could relax while the investigator "did her 

thing". It was a vacation, instead of a learning exer-

cise. 

Also, the investigator was resistant to give up 

her direct involvement with the class. She was positively 

received by class members. Not only did she offer an 

alternative to history and spelling lessons, she regarded 

them positively. The investigator enjoyed this close 

relat~onship with the students. She had finally carved 

a niche for herself and was hesitant to give up that 

feeling of belonging. 

While such a teacher-counselor relationship may 

be comfortable to both persons, it is incongruent with 

the consultive model. In the former relationship, the 

teacher does not reciprocate her knowledge and ideas. 

She is a vital and irreplaceable part of the process. 

Her efforts are not expanded, but her effect leaves when 

she does. In a consultant role, she would energize the 

teacher and move on to another class. The teacher would 

develop the skills to carry on the process. Thus, many 

more students could be reached. 

The investigator ideally conceptualizes the con-

sultant role as a three phase process. First, the coun

selor would function as a model and a demonstrator. 

j 
I 
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Second, the counselor would serve as a co-leader of acti-

vities with the teacher. Third, the counselor would phase 

out of direct services and become an observer, supporter 

and consultant. 

The very nature of a change agent's role involves 

this person in risk-taking. Direction can neither be 

predicted nor assured. This study demonstrates that 

certain subjects experienced positive movement in socio-

metric ratings, while others experienced negative movement. 

Hopefully, the risk involved and potential damage can be 

minimized. 

One suggestion is to provide social skill develop

ment training as a supplement to activity groups. Psycho

drama exercises could be used to deal with positively 

relating to the self and others. Self-assertion and other 

behavioral techniques may also be implemented. Thus, 

students would be provided with basic socialization skills 

and a laboratory in which to use them. 

The environmental counseling technique is supported 

as an effective and efficient use of school guidance per

sonnel. Beyond that, it was personally experienced by the 

investigator to be a comfortable, workable and enjoyable 

mode of operation. The informal, creative and energetic 

style of the investigator lends itself to the broad 

exposure allowed by in classroom counseling methods. 

Previously uncomfortable with the artificiality and the 

~. 
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isolation of the one to one counseling model, the environ-

mental approach released the energies of the investigator 

in a positive direction. 

Personal rewards derived from becoming a part of 

the classroom environment were immeasurable and intangible. 

Feelings of personal and professional growth were obtained 

from this experience. The investigator was doing what she. 

liked and was liked for what she was doing. She felt an 

expansion of her potency as an effective change agent with 

both the classroom teacher and the students. The investi-

gator thus came to fulfill part of her fantasies as an 

elementary school counselor. 

She experienced and effected change in curriculum 

process and content. She was regarded by many students 

as a nonthreatening, accepting adult. Such a spontaneous 

and total acceptance of the investigator underlined the 

students' need for adults to relate to in a positive, 

equalitarian way. 

Thus, the harvest of this study may be reaped not 

so much in significance of results, but rather in personal 

satisfaction, self-knowledge and growth. The investigator 

experienced a style of counseling that felt good and right 

for her. And while this searching took place, significant 

areas, such as low sociometrically ranked students, educa-

tional processes and the integration of the counselor into 

the classroom were being dealt with. 
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Further recommendations for future exploration of 

these areas include expansion of the time element. This 

could be accomplished by running more groups within the 

six week period or by lengthening the program to ten or 

twelve weeks. Increased student interaction may produce 

a more vivid change in sociometric ranking. 

Increasing the potency of activities to deal 

directly with the affective area may also facilitate 

upward movement of peer ratings. The use of a videotape 

during activities would provide immediate feedback on 

group functioning or malfunctioning. A follow up socio-

metri~ questionnaire given six to ten weeks after the 

last group session would be useful in tapping further 

change. 

The difficulty of obtaining hard data in affective 

areas may influence the recording of dramatic test results. 

Striving for measured success in this area may be futile. 

The entire affective domain does not lend itself to such 

measurement. Rather, the perceptions of the investigator, 

teacher and students may be more useful. Using socio

metric data for a capsule view of classroom dynamics, 

open to interpretation, is helpful, but by no means final. 

The investigator encourages further exploration 

in the area of social dynamics. Sociometric ranking has 

been shown to be a useful predictor of academic perform

ance and personality construct. However, unless programmed 

' i 
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intervention procedures are developed and implemented to 

interrupt a failing pattern of development, such theories 

are useless. Elementary school counselors may serve a 

vital role in this redirection of socially unsuccessful 

students into functioning, acceptable classroom members. 
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APPENDIX A 

CLASSROOM SOCIAL DISTANCE SCALE 

This is not a test. It is a way to let us know how you 
feel about your classmates. Because people are different, 
we feel closer to some than to others. Put a check (V) 
under the column that best describes how you feel about 
each person. Your paper will never be shown to anyone 
else in the class. Try to describe how you really feel. 
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s. Wish this person 
wasn't in our room 

4. Don't mind this 
person being in our 
room, but I don't 
want to have anything 
to do with him. 

3. would like to be with 
this person once in a 
while, but not often. 

2. Would like to have this 
person in my group, but 
not as a close friend. 

1. Would like to have this 
person as one of my 
best friends. 
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