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CHAPTEr~ I 

I NTRODUCTI ON 

When a child i s b orn the first exposure to p e ople 

is usuall y that of the family . This exposure to parent 

behav ior is composed of a series of ])ehaviors which consist 

of l anguage , gestures , facial expressions and o ther impacts 

v.;h i .ch a l lo':l the chi1d t o a ssociatE; meaning to his \1-lOrld 

(Champney , 1941). Thus it can be s ta ted t hat typically, a 

child.' s fir st experiences in t erper sona.l' i n teraction \vi ·th 

t h e ir p aren t s . Interpersona l ref e rs to relations wh ic h 

occur with people as opposed to those r elations whic h do 

not involve people . All i nd ividuals h a ve the basic n eed 

to i~teract inter person ally which is attained through 

satisfactor y r e l ations and inter aclions wi th others (Schutz, 

1966) ~ Accor ding to Schut z "every i ndividual has three 

areas of interper sonal needs: inclusion, controlf and 

affec tion" (p . 13) • 

In t~erpe ~cs onal behavi.or develops e a r.Ly in lif e and is 

de e ply roo t e d ·. This behavior in l ater life wil l b e similar 

to behavior exper i enced in a person 's earliest re lcttions, 

usua lly paren t -child bchav:Lo:c . 

One area where tte ef f ec t of childhood e x p erience 
i s o bservable in adult behavio r is that of in t e r­
per sonal b(~d.1. a v ior . Th8 vJay in v·Jhici:1 peop l e in t.erac t: 
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and perceive others depends, as do other character­
istics, on their past experiences. (Schutz, 1966, 
p. 82) 

Statement of the Problem 

Some of the characteristics that I have observed in 

interpersonal interactions with children in my classroom 

are: 

1. Students who are enrolled in a lower middle class 

urban school seem to enter school with a lowered level of 

self-confidence. It is possible that a major cause of this 

lowered level of self-confidence is due to a lack of 

parental interaction. 

2. Many of the students in this school are from one-

parent homes where the parent is the only financial support 

in the household. 

3. Because of work responsibilities, the parents are 

often faced with the problem of leaving the children 

unattended before and after school. 

4. In other households, whe~e there are two parents in 

the same home, there is a similar existing problem of leaving 

the children unattended because both parents must work to 

support the family. These small, school-age children must 

quickly learn how to dress, feed, and entertain themselves. 

This existing parental absence does not allow the parent and 

child much time for interpersonal interaction. 
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~fuen these children get to school they find that their 

home situations arc somewhat different from others in this 

constantly changing society. In a cl assroom school setting 

these children see m to b e hesitan t to interact with peers 

because they fear rejection. Thos e who are no t hesitant to 

interact are at times aggr es s ive i n t h e ir inter personal 

i n teractions with peers. 

The quant ity and quality of inte~action between p arent 

and child is very importan t. In order for the child to feel 

that she is a tlnique person, the child must. rec e ive u n ique 

attention. ~:rhus when a par(~nt s p ends satisfactory amount of 

tj_me interacting with the c hild , the parent satisfies the 

child's need f or i nclusion, which is one of the areas of 

interpersonal behavior (Schutz , 1966). Education can and 

shou ld b e a facilitating process. Education can become a 

proce s s of giving the child his experiences in clearer 

stronger terms providing better constructs for fuller and 

wider eiperiences (Berenson, 1975). 

If a child's interpe£sonal b~havior can be measured in 

terms of inclusion, control and aff e ction, perhaps within 

a cla.ssroom ~;e tting t .llese childrc.:;n can exp..:;ricnce and gain 

interpersoGal interaction skills to meet the needs required 

to modify a lO\v self-confidence and fear o£ re: jel:tion. 

Bibliocounseling session~, in which stories are read to 

first·-g1:ade students :i..n ;~~ .l.0'·t:er middle class urban school 
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i n the Dallas Independent School District, is an enriched 

section added to the social studies curriculum. 

Statement of Purpose 

The purpose of this study was to determine the effect 

of bibliocounseling on self-confidence and fear of rejection 

in first-grade children by testing the following hypotheses: 

1. Self-confidence shows positive gain . following 

bibliocounseling. 

2. Fear of rejection by peers diminishes following 

bibliocounseling. 

3. Total amount of interaction will increase following 

b ibl iocounseling. 

There were three dependent variables: self-confidence, 

fear of rejection, and the amount of in t eraction. The 

independent variable was the bibliocounseling treatments. 

Moderator variables were the differences in the children's 

listening, reading comprehension skills, and their different 

home situations. 

Significance of the Study 

All children, at one time or another, are faced with 

problems. No matter how large or small the problems are, 

they are very real to the child. These problems ne~d to be 

resolved if learning is to take place. Through 
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bibliocounseljng, childre n may di s cove r how o thers feel and 

cons eque nt l y, may solve exis ting problems. The i mpo r tance 

is not in the book or in the c haracter s t h emse lves, bu t in 

the process tha t happens between t he ch i ldren and the books . 

This proc ess is the d ynamic inter action between the chi l.dren 

and the book (Schu l the is, Note 1 ). With proper guidanc e and 

skillfu l di~, cussions , the children may identi f y \·Ji th c harac -

t e rs in stories , thus setting u p a base for o t her ther ape uLic 

benef it~ [-; . Identi f ication t hus l ead s to the process o f 

ca t har sis , wh ich is an emot i o n al sharing o f experiences 

simi lar to those o f the stor i e s characters . These person -

ality mechanisms of ident i f i cation and cathars is may help 

the cl1ildren g ain .ins i ght of their probl e ms a nd so l u.·tions 

(1-;lnro & Dink teyer, ·19 7 7) . Ac cording t o I>'lur o & Dinkme ye r , 

chi ldre n 1vho are exposed to hibJ. i ocounsel :L ng ma y 
fi nd that they understand the~selves be tter, under ­
s tand their f ami ly and fri e nds bctt~r, and exp and 
t he po t e ntial options they have i n discovering 
solutions f o r t h e i r no rmal d e velopmental c o ncerns . 
(p . 2 60 ) 

Firs t o f a ll , the re i s a need t o d etermine h ow much 

' i nterac t ion and i nterpersonal exper i ences ar e needed for 

c hi l dren t o exper i ence s ome mean s of personal i de n t if ic a tion 

with the c haracters o r e l ements of a s tor y. After chi ldren 

h a v e j_dentified wi th t he characters o r story , t her8 i s a mo r e 

i mpor t an t need t o de termin e:~ what i s n eP-ded f o r the r e to be a 

c c~J tJ1.J.r sis exper i e11.ce. r.2h8 need t o cx;:•c;:: ienc2 "empathe tic 
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emotional reactions similar to those that the reader 

imagines were felt by the book's character'' (Spach, 1962, 

p. 20) . And last, there is a further need to determine if 

young children can acquire the skills needed in order to 

recognize the similarity between the characters and them­

se l ves. Perhaps by simple imitation, they may consider a 

course of action that presumably will enable them to solve 

an existing problem. One of the major objectives is to 

pr ovide the children with an opportunity to learn that 

b e h avior is caused and that the behavior of the characters 

i n the story reflects their purpose. There is a need in 

e l ementary education for ch i ldre n to deal with emotions in 

t he same manner that they deal with numbers and other areas 

of the curriculum (Muro & Dinkmeyer, 1977). 

Assumptions 

These children have lowered self-qonfidence, that is, 

they "fit the pattern." This assumption will be assessed 

by the pretest. 

Limitations 

Since the sample will not be randomly selected, 

generalizability is limited to the sample itself. However, 

this is intended as action research which by definitions, 

has limited application. 
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Definitions 

Fear of rejection. Fear of rejection can be termed as 

the .fear of being left-out, left behind, or ignored. Fear 

of rejection is measured on the Fundamental Interpersonal 

Relation Orientation (FIRO) by the expressed inclusion 

scores. A low inclusion score of 0, 1, or 2 expresses that 

an i ndividual i s concerned about rejection (.Ryan, 1977). 

Inclusion be havior. Inclusion is a behavior which is 

di r ected toward satisfaction of the need of inclusion. 

Inc l usion refers to a behavior between people. Behaviorally 

d ef i ned, inclusion i s the need to establish and maintain 

sat isfactory relations with people in association and 

interaction. There are two levels of inclusion. A low 

expressed scor e means that a person is uncomfortable around 

people, a high expressed score suggest the person is com­

fortable with people (Schutz, 1966). 

Self-confidence. Self-confidence can be said to be the 

state of being or feeling certain. This includes a person's 

willingness to make decisions, assume leadership, or take on 

responsibility. Self-confidence is measured on the FIROBC 

by the expressed control score. A low score of 0, 1, or 2 

represents under or low self-confidence, and avoidance of 

responsibility. A score of 3, 4, 5, or 6, represents self­

confidence. A high score of 7, 8, and 9 represents an 
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overconfident person and one who has a compu lsive need for 

recognition o f his or her ability to assume l eadership 

(Ryan, 1 97 7) ~ 

Contro l behavior. Behaviorally defined c on trol is the 

need to establish relationships with people in relation to 

control and power (Ryan , 1977). 

Amount of interactio n. The total amount of interaction 

will be measured by totaling the s um of al.l scores. A high 

score will mean that the child ha s a prefer enc e for a great 

amount of interaction with peopler A low score indicates a 

desire to have little contact with people, more of a desire 

to be alone (Schutz, 1978). 

---·-~---~--
Children 's listenino skills . 

---~---
Listening comprehension 

is the ability to liste n . It is an a ctive process which is 

related to inte llectual and experiential aspects that are 

recoqnized as a comrnunica·tion skill. Listening calls for 

response and can also be a creative experience. People 

differ in their ability to listen as they do in reading, 

speaking, \ ,lr it.ing, and other forms of CC;imnunication (Boyd S: 

Jones, 1977) -· 

.~~eadipg_ comprehension skills. Reading comprehension 

refers to the process of understanding nthe meaningful 

interpretation of written or printed verba l symbols'' (Harris 

& Spiary, 1975, p. 435). Comprehension s k ills are divided 

into three categories: li t eral, infere ntial, and critical . 
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I nterpreting and judging ideas presented calls for applying 

crltlcal sk ills. Using t hese ideas is the application of 

creative r eading sk ills . Literal sk ills i n vo v e the reader 

solving some problems and add i ng possible ans ~ers fr om 

e"'rperiencc , thinking , and i maginat i on (Boyd & Jon e s, 1 977 ). 

Bibliocou nsE ling . Simpl y stated, biblioco1 nsel in g is 
--~----... - ·-----..:-

help t hrouqh books . Russe ll and Shrodes ( 195 0) define the 

term as a process of dynamic interact ion between the 

per sonality of the reader and the literature. 



REVIEI-~ OF LITER.c-~TDRE 

B ibl iocounse 1 in_sr 

Bibliocounseling received it's roots from bibliotherapy . 

Even before the term was actually used , there had been specu-

lations, studies , and discussions on - the use of reading in 

the treatment of the ill (Tews, 1962). There are significant 

findings that the roots of bibliocounseling can be traced 

further to the time of Aristotle, when numerous authors 

a ssumed that literature could influence one's emotions , 

attitudes, and behaviors (Muro & Dinkmeyer, 1977). In his 

Republic, Plato deemed literature important enough to suggest_ 

that children's first stories should be those composed to 

11 bring the fairest lessons of virtue to their eare 11 (l'1uro & 

Dinkmeyer, 1977, p. 251). Simply stated, bibliocounseling 

is help through books. It is1 according to nuro and 

Dinkm~-~yer, 

the process wherein normal children, with the 
assistance of a skilled teacher or counselor, 
can o~tain help with developmental concerns 
thr-o'~lCTh t.he theraputic mechanisms of identif i­
c at. i o i1 , c a th ar s is , and ins i g h t . ( p . 2 53 ) 

Bibljocounseling may also contribute to the socializa-

~ion of children and may increase their ability to understand 

10 
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others., , Malkie\·Jicz ( 19 70) viewed bibliotherapy as a natural 

tool for r eaching youngsters who need help. Books provide 

children vJi th an opportunity to identify 'di th characters and 

perhaps also help them come to the r eali zatio n that problems 

are universal u_nd that "no man i s an isl and ." A review o f 

the li tera t ure dealing with bibllocounse ling sessions with 

primary students revealed two sources that involved first 

grade students. Spach (1962) r eported that ~ather ine A. 

Pirie read a number of s elec tions to her fir s t grade students. · 

She then recorded the s ession s and concluded that "the 

children identified with c haracters that helped them find 

so lutions to t .heir problems II (p • 26) • rrhe selection al so 

helped the children ident i fyi ng acceptable social behavior. 

Another experiment involved Webster, a first grade teache r, 

who, upon discovering that 35 first graders feared the dark, 

carefully selected r e ading materialse The study was con­

ducted in a period of five weeks. The readings were follo wed 

by free discussions and sharing experiences. When the 

children were interviewed three months later, 29 of the 35 

children expressed a reduction in their fear of the dark. 

Muro and Dinkmeye r (1977) note that some children seem to 

have a limited ab i lity to view their own behavior and o btain 

insight from that behavior. They do not seem to be able to 

obs e rve and consider respon ses of their behaviors. Stephens 
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(Note 2) stated that "at this point it is still questionable 

as to whether elementary level students benefit from biblio-

therapy" (p. 4). At this point there is a need in the 

counseling field for better research in bibliocounseling by 

teachers and counselors in school-related settings and 

activities (Muro & Dinkmeyer, 1977). Schultheis (Note 1) 

conc luded tha t a child can build faith in himself and others 

through reading books that help lessen or solve life's 

problems large or small. 

Self-Conce pt 

As children grow they deve lop an ability to discriminate 

and identify experiences that are their own. The children 

acquire a sense of self when they become aware of their O\vn 

being functioning with their environment. This process is 

known as the development of self-concepts (Rigers, 1961). 

Self-concept according to Combs (1971) are those "aspects 

of the perceptual field to which we refer when we say 'I' or 

'me'" (p. 39). Felker (1974) defines self-concept as the 

"sum of views which an individual has of himself" (p. 2) . 

Raimy (1965) defined self-concept as being: 

the more or less organize d perceptual object 
resulting from present and p ast self observa­
tion ... (it is) what a p e rson be lieves about 
himself. The self-concept is the map which each 
person consults in order to understand himself, 
especially during moments of crises or choice. 
(p. 184) 
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This process is a dynamic, strongly dependent action 

which depends on the child's perception of his exper ie11ces 

(Rogers, 1961 ) . The self-concept is not merely a thing but 

an organization of ideas that fo rm a frame of reference from 

which an individual makes o bservat ions. Therefore it c an be 

stated that a person's self-concept is who he is. · And through 

this shield he views everything which is s een, hear d, and 

evaluated , a nd understood (Combs, 1971). 

Felker (1974) states that the formation of self-concept 

i s a process which begins before a child is born. It 

involves a child mak ing differentiations about herself and 

the world she lives in. After the child is born this pro­

cess continues through life~ Dinkmeyer (1965) and Combs 

(1971) state that a child's growing awareness of self, and 

the formation of the self-concept begins with the child's 

interaction with people and h er environment. The child is 

thus exposed to experiences in the home, school, and the 

existing environment. The home offers a child h er first 

experiences which thus provides a child with feelings of 

adequacy, security, love, limits, and consistency (Dinkmeyer, 

1 9 6 5 ) • 

Parents usually s e rve as primary models, or agents for 

developing behavior, feedback information, and offer 

evaluations of a child's behavior. A child's early learning 
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is strongly influenced b y the primary mode]. ava il able to 

her (Felker, 19 74) . 

th e paren t's most i mpor tant role a rises out o f 
making the child feel genuinely l oved and accepted 
as she is. The family in troduces the ch ild to 
life and proVides her with her early and most 
permanen t self -de f i ni tions. I t is in this setting 
tha t the early guidelines are f ormulated. 
(Dinkmeyer, 196 5 , pp. 200 -201) 

Behrens (195 4 ) ci t ed a study o f 25 urban lower - middle-

class ch ildren t h a t the qu a lity o f a child's ad j u s tment 

depe nded largely on the c hild ' s tota l amount of interaction 

wi th the mo ther. Sears (19 7 0) in a study of 159 c hildren who 

were s t udied s even years l ater reported that a high maternal 

and parental warmth and interaction at age fiv e . 

When childre n enter school they the n experience i nter -

personal interactions with the ir t eacher and peers. Children 

must then learn how to in ter act with these n ew p e opl e i n 

their lives. Usually their first d ependency will b e their 

teachers, in that they are the evaluators of self in tl1e 

new term of achieve r s. This depende ncy will later shift to 

the peer group. During the enrly years the self-conc e pt is 

very directly affected by the attitudes of their peers. 

It is through their eye s that they see themselves (Dinkmeyer, 

1965) ~ Dinkme yer stated that: 

facilitating the child's ability t o draw upon his 
feelin gs to face hi s feelings, to expe rience and 
live comfortably with them , s hould be a part o f 
the educational e xpe rience . (p. 205) 
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The self-concept is learned, it can be taught, and it 

can be changed. In fact throughout life it is continually 

changing. Self-concept is one of the most important single 

f actors affecting human behavior (Combs, 1971). A child can 

be understood more adequately if the child is permitted to 

e x press himself, then the child can be led to experiences 

\vhich allow him to learn from the consequences of his faulty 

perceptions. Then perhaps the adult can help develop 

e xperiences that will pe rmit a new view on life instead of 

strengthening faulty assumptions (Dinkmeyer, 1965). 

The FIRO Theor y 

The Fundamental Interpersonal Relation Orientation 

(FIRO) is based on the basis that "people need people" 

(Schutz, 1966). An interpersonal need is in reference to 

relations that occur between people~ Interpersonal behavior 

in an individual is behavior that is different from behavior 

when the individual is not with people. Schutz (1966) con-

eluded that there are three fundamental dimensions in inter-.. 

personal relations: inclusion, control, and affection. 

For each dimension two scores are obtained. They are 

symbolized by the letters "e" and "w". The "e" represents 

expressed behavior, that is, behavior an individual expresses 

toward others." The "w" represents the way an individual 

"wants others to behave towards him" (Schutz, 1966, p. 58). 
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Each of these dimensions is also conno t ated in terms that 

vie w the various posit i ve and negat i ve aspe cts of a rel~tion­

ship (Pyan, 1977). 

Inclusion can be defined behaviorally as the 11 n eed to 

e stablish and maintain a satis f actory relation with peop l e 

Hith respect t o interaction and association '' (Schu tz, 1966, 

p. 18). Ryan (1977) refers to i nc lu s ion as the degree to 

wh ich an individual as soc iate s with people. Positive 

aspe cts of a relationship which can b e termed as inclusion 

are "interac t , associate, belong, cormnun icate . 11 The ~\Jegative 

as p e cts car1 be terme d a.s "exc lude, isolate, lon e l y , 'di th-

d r a un , an c1 i . g nor e 11 
( Schu t z , 1 9 7 8 , p . 8 ) . 

Control behavior is defined beha v iorally as ''the need 

to establish and mainta i n a satisfactory r e lation with people 

wi t h res pect to contro l and power'' (Schutz, 1966, p. 18) . 

Ryan (1977) views control as the means to me a sure the extent 

to which an individual assumes and excepts responsibility, 

makes decisions, or dominates people. The terms to connote 

control in the positive aspect are "po;, .. ,e~c , authority, 

dominanc e, influence, control, and l eader. " The negative 

connota·tions are 11 rebellion, resistance, follower, and 

s u bm iss i v e " ( Schutz , 1 9 7 8 , p . 8 ) . 

Affection can be defined b e haviorally as "the need to 

establish and maintain a satisfactory relation with others 

with res pect to love and affection'' (Schutz, 1966, p. 20). 
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Ryan (1977) states affection to reflect the degree to which 

an individual becomes emotionally involved with others. In 

the positive aspect affection can be termed as "love, like, 

emotionally close, personal, intimate, friend, and sweet­

heart." In the negative aspect affection is termed as 

"hate, cool, dislike, emotionally distant, and rejection" 

(Schutz, 1978, p. 8). 

Self-confidence 

Self-confidence is the belief in one's own abilities. 

It includes a person's willingness to make decisions, take 

on responsibility, and assume leadership. An individual who 

demonstrates a lowered level of self-confidence avoids 

responsibility, and avoids making decisions. An individual 

possessing an extremely high level of self-confidence is 

overbearing in the control of others, is overconfident, and 

has a compulsive need for recognition of his or her ability 

to handle responsibility, or assume leadership (Ryan, 1977). 

A person who abdicates of responsibility and acceptance 

of control results from a poor self-concept which usually 

consists of feelings of helplessness, worthlessness, and 

inadequacy. According to Ryan (1977), self-confidence as 

measured on the FIRO-BC control expressed and wanted scores 

indicate: 
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1. An individual who measures moderately on the 

expressed score and low on the wanted sco r e indicates 

being confident, comfor table in making deci s ions assuming 

responsibility. 

2. An individual who scores hig h on the expressed 

score and low on the wanted score indicates a self-concept 

of confidence and adequacy. These people have an intense 

n eed for recognition and ar e compu lsively driven to do well. 

3. When an individual has a low expressed and low 

wanted score it i s an indic a tion that the individual is 

a v oided making decisions and taking on responsibility. 

These persons are usually most comfortable when others do 

not attempt to control them. They do not tell others what 

to do, and do not want others to tell them what to do. 

4. An individual scoring extremely high on the wan ted 

score reflects dependency, narcissistic attributes, is self-

indulgent, and usually as an adequate self-concept. 

s. An individual scoring low on the expressed score 

and high on the wanted score indicates a depende nt person. 

This type of person usually abdicates responsibility. His 

self-concept is poor. 

The FI PO and Inter p e r s onal Behavior -----· --..~~ .. ··---- ~--·.--·-----.:.-;1 ...... ·--·-· 
Thompson (1972) derived data from four populations to 

determine if interpersonal behavior related to or could be 
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predicted from self-concep t scores as measured on the FIRO-B. 

In all the d ata dei ived by Thompson (1972) it ind i c ated that 

in all four groups, students who possessed healthier self­

concepts engaged in more inclusive behav ior towa rd othe rs. 

These findings according to Thompson (1972) suggested that 

persons who h ave poor self-concepts and poor interpersonal 

relationships showed an increa se in a direct linnear manner 

on their expres sed inclusion scores as their self-concep t 

bega n to improve. The .wanted inclusion scales indicated 

that the way one acts towar d others i s highly related to 

the self-concept rather than the responses one seeks from 

o t herP . Students with healthie r self-concepts expressed 

more control and perhaps e xerci s ed more l eadership behavior 

as shown on the e x pressed control score (Thomps on, 197 2 ). 

On the wanted control scales Thompson (1972) determined 

that persons who had poor self-concepts wanted more control 

from others as opposed to those with healthy self-concepts. 

Persons with better self-concepts were more involved in 

contacts of all types with other people. There was con­

siderable evidence to suggest that these are true relation­

ships between self-concept and interpersonal behavior as 

measured by the FIRO-BC (Thompson, 1972). 



CHAPTEI\. III 

RESE l\l~CH DESI GN 

Thi s expe rimental a ctio n r esea_rch \'l as con d ucte d i n a 

primary school se t ting us i ng i nt a ct grou p s . Th e s ub j e cts 

fo r this stu dy we r e a ll fi r st grade students a tte nd i ng an 

urban e l ement a r y s chool. Before t he study was c onduc ted 

all par ents o f the enro l l e d fi rs t graders rece i v e d a letter 

exp l a i n ing t h e b i b l i ocouns e l ing p rogram The par e nts 1:1er e 

a llowe d to respond thei r wi l lingnes s fo r t h e i r ch ildre n t o 

p a rticip a t e i n the stu d y , by r etu rn i n g t he f orm sign ed . 

A total o f 75 le t t e r s were s en t to par ent s ; 59 (79 %) 

r es ponded i n d i c a tin g t he i r consent . These c h ildre n ( 24 b oys 

and 35 g ir l s) c onstituted the sub j ec ts of the study. Becaus e 

o f conditio n s b e yond my contro l i n tact groups we r e as sig n e d 

to tr e atme n t cond it ion s (ex per i menta l , 19), (Haw t horne , 23), 

con t r ol, 17). Of the 24 boys, 6 we r e s even years ol d , a nd 

18 were 6 ye ars o l d. Of the 35 girls, 10 were 7 years o l d , 

and 25 were 6 y e ars old. All of t hese s tud en t s were i n the 

preoperat iona l s t a g e . Pr e o per a t iona l inc ludes c h ild r en 

between the a ges o f 6 th r ough 8 (Sh i lling , No te 3). 

20 
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Among the parents five were the only fin ancial support 

in the household. There were 39 parents from two-parent 

households in '~:lhich both \·Jere employed outs ide the horne. 

Ih other household s whc:;rc~ there \·.rere tHo parents , 15 had 

parents 'dho were not employed Ot1 ts ide the hom(~ . 

The experimenta l group had stories read by their class­

room teacher , a graduate counseling student, at Texas Woman 1 s 

University. The bibliocounse ling ses s ions were conduc ted 

daily for a period of 15 minutes each day. These sessions 

lasted a total o f four weeks. During these four weeks two 

books were re ad each week. These stories were followed 

with open-end questions intended t o stimulate or a l dis-

cus s ions. The students were encouraged to express their 

o pinions and their feelings about the stories. The day after 

the stories were read all the students participated in acting 

out the stories using their own vocabulary and interpretations. 

On other days art lessons were incorporated with the biblio­

counseling sessions. The students were allowed to illustrate 

a part of the story they remembered most . Each student was 

allowed a moment to explain his or her picture. The pictures 

were then displayed on the bulletin boards~ 

The Hawthorne group had the same stories read to them 

by their classroom teacher, but they did not part icipate in 

discussions, dramatizations, role playing, or story 
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illus trations . The teacher assigned to this group is a 

trained counselor. The term Hawthorne is used t o descr ibe 

a situ at i on i n whic h the s ub j ec t s behavior or the "di fference" 

i s nbt affected by the tr~atment but by t h e i r knowledge of 

participation in a s t udy (Gay, 1972 ). The c o ntrol group 

received no expe rimen t al treatments . 

I ns trurt1cn ts · 

The FIRO-BC wa s us ed i n a pretestjposttest format . 

The FIRO-BC is a 54 -item Like rt-type questionnaire , which 

measur e s 3 fundamental areas of interpersonal relationships: 

inc l us i on, control , and affection (Ryan, 197 7) . Th e emphasis 

of the que s t.ionnaire i s on h ow a person behaves \·lhen in te r -

ac t i.ng with people. It no t only meas ures how individuals 

ac t wi th o t h e rs but, also predicts in terac t ion s between 

people. Therefore , th is instrument also measures how the y 

would like other s to act towards them (Shilling, Note 3). 

The FI RO-BC contains six basic questions, each repeated nine 

times with a slight v ar i at ion e For each ite m an i ndividual 

is asked to pick or ch oose o n e of six responses. Any response 

given on one side of the cut-off point means they reject the 

item. If the individual responds on the other side it means 

they accept the question (Ryan , 1977). 

The theory behind the FIRO is the us e of the Guttman 

sc a l e s: reproductibility is an a ppropriate me a sure of 
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internal consis tency (Schu tz , 1978). Guttman uses a scala-

gram analysis, therefore the items have a cumulat ive property. 

An example of this analysis is: 

1 ~ Are you over 6 feet tall? Yes No 

2 • Are you over 5 feet 6 i nches tall? Yes No 

3. Are you over 5 feet tall? Yes No 

If a person marks 1 11 yes," he must also mark 2 and 3 "yes." 

If he marks 1 "no" and 2 "yes 11 he must also .lncludf~ 3 as 

11 y es 11 (Strouf f er, 1950, P~ 10). Content validity is a 

property of all legitimate cumulative ~cales, and there fore 

of all FIRO-B scales. 

FIEO-BC 

The Fundamental Interpe rsonal Re laticns Orientation -

Behavior Children (FIRO-BC) is a c hildren's version of the 

FIRO-B. The language and vocabulary h as been adapted to 

insure a child's understanding. 

Procedure 

1 . The approval of the Human Research Reviev; Conuni ttee 

of Texas Woman's University was obtained. 

2. Permission was obtained in writing from the school 

principal. 
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3. Before the study began, paren ts o f all the stude nts 

involved rec eived l et t ers explaining the social stud i es 

activities. 

4. The activities for the e x perimenta l gro u p were 

p l a nned carefully to insur e prope r guid2nce. 

The following n u l l hypothese s wer e tes ted: 

1 . There are not ·statistically sisrnif ican·t differences 

in expres ~ed control scor e s (se l f -confi denc e ) among the 

three groups. 

2e There a re n o statistically sig n ificant d i ffe rences 

in expressed inclusion (fear of rejection) s c ores amo ng the 

t h ree gro ups. 

3. There are no stat is tical ly si gnific a nt differ ences 

in total sum scores (total in teraction) among the three 

groups. 

Statis tics 

Data was analyzed by analysis of variance using the 

Texas woman's University computer progr a m. Data comparing 

the performance of the three groups on pre- and posttest 

were also subj e cted to further analysis via the student-

NevMan-I<euls p :cocedure . . 



CHAPTER IV 

PRESENTAT ION AND ANALYSIS OF DA TA 

The subj ec ts for thi s stud y were 59 1st-grade studen ts 

en r olled in an urban elemen t a ry s chool. There were 24 boys 

and 35 girls, al l of whom wer e i n t he pre o perat i onal stage. 

Children in t h is stage h ave a t e rdency t o think in terms of 

parts of a situat ion and do no t integrate t hem i nto a whole. 

Pr eoperational children ' s thoughts are irreversibl e and are 

attentive to limited amounts o f i n forma tion. The children in 

this stage ar e unl ike ly to r e verse their thou ghts (Ginsburg & 

Opper, 1979). I n s pite of this fac t the children in thi s 

study were able to take a count o t her s points of view, a 11d 

reversed s ome thougDts . Th e F I RO - BC, a 54-item Liker t-typ e 

questionnair e , which me asur e s three fu ndame n tal areas of 

interpersonal relationships- - inclu sion, control, and 

affection--was us e d. This quest i onnaire measures how an 

individual behaves and r e sponds in interpersonal interaction . 

Of the 59 participants 16 s t uden ts were seve n years 

old, and 43 ~tudents we re s i x years old. These students 

were members of thr e e intact groups : an experimenta l group 

(group 1), a Hawthorne group (group 2), and a no-tre a tment 

control group (group ~ ). The expe rimental group had biblio­

counseling se s sions which included discUssions, t he students 

25 
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o wn personal interpretations, dramatizations, role-playing, 

and story illustrations. The Hawthorne group had the same 

stories read, but they did not have any discussions, 

dramatizations, role-playing, or story illustrations. The 

c ontrol group did not receive any of the experimental 

treatments. 

Data were analyzed by the Texas Woman's University 

Computer Program. One way analysis of variance was used. 

Group Var. 

1 ce 

Ie 

l: 

2 ce 

Ie . 

I: 

3 ce 

Ie 

I: 

Table 1 

Descriptive Data . 

Pretest 

M SD 

3~7895 2.1494 

4.6842 2.1357 

25.2105 5.8933 

5.7826 1.8576 

4.0000 2.2156 

22.7391 5.6666 

6.4706 1. 6627 

5.1176 2.3686 

27.0000 8.3367 

Post test 

M SD 

5.4737 2.4803 

5.6842 1.9164 

29.4821 6.2027 

4.2609 2.1153 

3.5622 2.3857 

22.1304 7.4608 

5.9412 2.1351 

5.4118 2.2929 

31.0000 7.7701 
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Hypothesis l· There a re no statistically significant 

differences in expressed control scores (self-confide nce) 

among the three groups. 

Group 

1 

2 

3 

Table 2 

ANOVA of Pre-Posttes t Expressed Control Scores 

Within Each Group 

SoDr c r~; d f ss t1S F 

Be tween 1 26.497 4 26.9 4 7 4 5.003 0.0316 

\vi thin 36 193.8947 5.3860 

r:rotal 37 220.4 82 1 

Between 1 26.6304 2 6 .6304 6.721 Oo0129 

\tV"i·thin 44 174.3 478 3.9625 

'l,ot a l 45 200.9783 

Be tween 1 2.3823 2.3 823 0.651 0.4251 

V.J i thin 32 117.1765 3.6618 

11otal 33 119.558 

The experimental and Hawthorne group indicated a 

significant difference in expressed control scores (self­

confidence ). Hypothesis one can therefore be rejected. 
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Hypothe ~:_i s_ .. ~. There are no statistically significant 

differences in expressed inclusion (fear of rejection) 

sc ores a mong the t hree groups. 

~rable 3 

ANOVA of Pre-Posttest Expressed Inclusion Scores 

Within Each Group 

··------- -
Gr oup Source df ss HS F' 

---·~---·--·--~-~·· 

1 Betwee n 1 9.5000 9.5000 2 .. 308 0.137 ~) 

Within 36 148.2105 4. 1170 

Total 37 157 . 7105 

2 Between 1.3913 1.3913 0.262 0 ~ 6 'j '1 0 

t/J i thin 44 233 .2 174 5.3004 

Total 45 234.60 8 7 

3 Between 1 0.7353 0.3753 0.135 0.7154 

Within 32 173.8824 5 .43 38 

Total 33 17 4.6176 

Analysis of vari a nce revealed no significant difference 

in expressed inclusion scores (fear of rejection) for any of 

the three groups . Thu s hypothesis two cannot be rejected. 
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Hypothe~~is_l. There are no statistically significant 

differenc es in total sum s cores (total interact ion) among 

the three groups. 

Croup 

1 

2 

3 

Tabl e 4 

P.NOVA of Pre-Postte s t 'I'ota l Interac tion Scores 

Within Each Group 

Source df ss MS F 

Between 1 203.7895 203.7895 5.568 

\.vi thin 36 1317.6 842 3 6.6028 

'rotal 37 1521 . 4 737 

Between 1 4 G2 610 4.2610 0.097 

\\lithin 44 1931.43 5 

Total 45 1935e30 45 

Between 1 136.0000 136.0000 2.094 

\\T i t .h in 32 2078 . 0000 46.9375 

Total 33 2214.0000 

--·--·----!';>. 

0.0 2 3 8 

0.75 68 

0.157 6 

The experimen t al group had a signific a nt di f ferenc e in 

total sum score (total interaction). Hypothesis three can 

thus be rejected. 



CHAPTER V 

SU~1ARY AND CONCLUSIONS 

· whether a child's interpersonal behavior could be 

measured in terms of inclusion, control, and affection. 

I f so, then perhaps within a classroom setting these 

children could experience and gain interaction skills 

needed in order to modify a low self-confidence, fear of 

rejection, and total amount of interaction. This project 

attempted to determine the effect of bibliocounseling on 

first grade children in order to determine how much inter­

action and interpersonal experiences were needed to expand 

options and discover solutions to problems. A further 

purpose was to expand research in bibliocounseling with a 

classroom setting using young school age children. 

The following null hypotheses were tested: 

Hypothesis 1. There are not statistically significant 

differences in expressed control scores (self-confidence) 

scores among the three groups (rejected) . 

~ypothesis 2. There are no statistically significant 

differences in expressed inclusion (fear of rejection) 

scores among the three groups (not rejected). 

30 
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Hypot. h.:.~s is __ 3_. There are not statist ically signifi.cant 

diff erences in total s um scores (total inte raction) among 

the three groups (rejected). 

All p arents of all first grade students enrolled in an 

bibliocounseling program. A total of 59 (79l•) parent~s 

responded, indicating th~j i r co:nsG n t . The ch iJ. ,·l:ce n t\1ho parti-

cipated in the st.udy numb G::rcd 59. Th er e were 24 boy s and 

35 girls. who con:.::; titu t c:d the subject.s of the study. Dnc t::: 

conditions b(:.yond my control, in t a ct groups were used, the.t:t:~ 

was an exper i mental group, 19, a Hawthorne gro up, 23, Qn d a 

ron t rol group, 17. 

A prejposttest of the FIRO-BC was adminis~ered to each 

ch:Lld by the ir own cl assroom t .eachE-? r .. The ex per:· .i1nen tal group 

had r:;eJ.ccted stories read. by their cl a ssroom tec:u:::-he:r. ~Che 

experiment lasted four weeks. The bibliocounseling sessions 

were daiJy sessions lasting 15 minutes. This group had 

discussion s , sharing experiences, role-playing, dr amatizaLions 

and their own story illustrations ?ffered as activities. 

The Hawthorne group had the same stories read to them 

by their classroom t e acher. This group did not have any 

discussions or activities. The control group did not receive 

any of the bibliocounseling treatments. The teacher 

ass :L qned t .o this group cLLd read daily to her studE::;nts, and 

. l "L ' ., occas 1.ona . }1 .!."J.ilO. discussio:nsn 
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T'bi s study foL:nd no signif i cant diff :-.re ces i n the 

variable of e xpressed inclusion ( fe ar of rejection) score0 

the t1: c:: atmen.t. Therefor e the cr.1ildr.en i n a11 thrc-~e grotlps 

c an lY~ s aid t:-o h a. v c: c s t a b l i :;:; h e d a. n d m ·1 i n t. o. in c~ d a t i. s -~ 2:1. c tory 

J·~ 0 S ]. C>T) -1..~ .c l. .-. ·.:. 1·~ .t.. C1 l. Ir: f: P' . ~-~ 1' ("' e 
l ~ . . -~ .. . .L . \.. .• <-t I L. . . - -- .L t: . •. ~ - an· ng ·'·.h e three groups (8xpcri -

t hus setting a base for other thera~eutic benefits. 

Gr oup one did display l owered self-confide c e on the 

p r etest, t~hus rnakin g the assumJ:Ytion stated earlier (p. 6) 

correct ~ . The ex~crimcn l al and Hawthorre groups did experi.ence 

a r: i q r; :i f i. c ant c1 i f f ere n c E:; in ex p r c. ;::~ s e d c on t r o 1 t s l~ ~l. f ·- :~ u n f i de n c e ) 

score ~~; . The exper ·.n:en tal group had the opport.un i t y p<:~ rha.ps 

not on l y to ::i.(Ien tify \\ii ·::h the s tory book cha:cu.c .L er s, but 

pu~' :~ ibl y (-; >:~;:cr.- ienc ed d c ::1 L.ha:r sis exp _r ienc e . This .' s an 
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gaJned insight i n understanding th emsel v e s and oth e?rs bett.er . 

The ex peri menta 1 group a lc· o expo r i en c e d a s i srn .if i cant ga i n 

in total amount of i nteraction . A pos~ible explan a tic~ 

conlc1 be that these children were g iven an opportunity wi .. th.in 

a ::1 e ducc::.ltional settinsJ to interact·. a1 d expr c.:::;s t.hemsc~lve~> 

f r e 0 1 y , t h 1...1 s set t in g a. the rape u t i c base to a 11 o vi g r en-; t h in 

interaction sk i lls. 

The experimental biLliocounscling treatme nts did seem 

\ t.r) h a\7C considera !:J lc~ OJ.~ fect ~-; 011 the expcrimc;1·1tal grot~p . 

:\.s esf>(:ntia l for there to ) 8 effc:ct.ive trc;atmcnt . As noted 

e .: ."::~ l.ic·:t:, ~-::erha.ps the impo ··.·tc-:.nce i::; not on.lv in the books, 

the chilJre n and the books . 

and the~ control qronps v.rer e not allo\v€'d t he oppor tun ity to 

exper ienc 0 iden tification with the book s or characters . 

P er rJ (:l}) b t .hj_s explains wby thc:rE 'A'as a lack of significa.::d-. 

inc :c e a .:5 e or. d i f .f c r (:~ n c c~ in the i r s c o re s .. 

1 • B i b J.. i o co u n s c; l i n (J c o u J. d be e f f c c L i v e i. f the. r e is 



34 

2. The books themselves ars not enough. Discussions , 

dr amatizations, r ol e plu.ying ac t ivities e tc ,. arc neressary 

to help children build a base for ther ap ~u tic mechanisms o f 

ident ific a. ~-ion, co.th ar sis r and in s ight. 

3 ~ C h i 1 dr e .n c a D ~F . i n in t e J~'IJ Q r s on a.l. :L L t e r cl c t. :i_ () n s k i 1 1 s 

·vvi tb:i.n an educa ·-ion a 1 settins.-r. 

4 . The FIRO-BC :i.r-1 en effective j n~;trlunent. in mc:a.::; uring 

Heco111mc. ndat i. on ~; 

The . r c ::; rd t s of this s t t.JJ y i r~ d i c D t e d1 a. t :.J~. e c l o ~; s .room 

Perhaps , t.e< cher 1 s cou l d t each and train parent~; on how to 

conduc t bibliocounsE~ling s e ssions i n the home 'dith thei.r o wn 

children to strengthen their own in t erperso na l relationships. 

Th i s could thus proviie rich r swarding rc. ~ ations and 

experiences between parent and child. 
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Texas 'i·~!orn2.n. ' s Un i v c :c;:_; i t y 1 l 9 7 B. 



APPENDIX A 

BJBLIOGJ(APHY 

I< r a :.:- i J o v sky , Ph i 11 :;_ s . ~P 11 c~ ~:: h v 1 i t . t 1 C:' cL' ).~ 1 . T' r i. La S c h e1 r t 
Hyman~ Tllustr a. tor~~--- - 13():;·:·_,.;.)~:()_';-· - ---r.-io~,:c]T}T()'n Mif.fli.n , 1070., 

to participate in cl a ss. 

l\1::' T ' .. E; r r:oi)Cr t ~t, he l :1. t t:: l c·: ;~: t. r a.l l.1 .i t . .. Nc'i·. Yo~c l:. : 

1< () \ ·.r t 1 9 6 1 • 

Story a ben ~. t a small r <-~ bbi t \d10 J. s u. nh :::tppy b·::. c ansc of h .:L :; 

he noes grow he he lp ~ o t h er sma~ l rabbits l~arn about their 

feelings. 

Kraus , Robert. Leo the la te bloomer. Jose Aruego, 
illl:' s t.r a tor -: ---N e\·1---Yor·k~:~--~-·-f~i"l ncimTl l Bo o)<: s , 1 9 71 . 

. 
A little l i on vJhos e growth and development is slo\ · , 

can 't read , write, draw, talk , or grow . Leo ' s father 

expresses concern about Leo's development~ Leo ' s mo ther 

knows that Lc-?O is just a. late bloomer and convinc e s father 

not. to worry. 
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Lionn i , Leo .. 
1 9-/0~ 

F:tsh i ~; fish. 

40 

NeH Yor k : Pan th -- )l Books , 

A little fish doe~s n ot notice that he is an inc)ividual, 

very unique . He wants to be like lis friend the frog. He 

is f.; o in :E 1 u en "~ e d. by the :L_ o r:J t h c:1 t h c j 1m p ::; C)1J . t o :!- the pond , 

narrov,rly esc a poe~ de< t h o.n d. t.hE::n re c· 1 j_ ze~; \'lha t the fros.: nean t 

Lionnir Leo. 
1 9 6 8. 

., un the on Bo o}zs, 

[;urvive on his O\·il J. because all 1--d :::.~ broth t::: r~5 o.nd s i::-;tc:c s h .:~ ve 

death , 1 on c 1 in e s :::; , :~ (: a.r , ad v ?! n ·. u r e , a n. 1. r "a 1 i t~ y . 

Piper, Iva i.~ -. y. ~Che ·-- i ~tl~~eng ~.J.e_ tha. t could. ew York : 
Platt & Munk, 19 30 . 

A litt l e engine has a positive attitude and tries verr 

hard to accomplish a very diffJ.cu : t tasJ~ . His attitude h2lps 

him 9et over tJ. e b ig hi ll he h as J o climb. After the task i s 

comple ted h e fee ls great about hi nse lf because he rrove d to 

himself and others that h e could do i t . 



U dry , ,Jan i c c !•1 a y , 
il l ustrator ¥ 

41 

I'1onic a De Bruy n , 
1 9 76. 

A y oung boy h as no confidence i n h imself¢ He t e ll s h i s 

s tor y of he becomes i nv is iblc when anyone speaks to h ir;t ·1 t 

school . He nccomes an accornpl i .::.>hed music ian and ~l. O lo ng· c~ r 

fa des a.\·lay. 

Zoloto·;, Chu:c1ottcb A. fat h er JiJ~e that. Ben Sh e ctc:c , 
-
.. L. J .. l, ~. <, _·.c. i::-.. . ·c c7 l . . tl ... r,,,) 1~' - 11 _. , :·-;· ··~7.:::-~·.-r:-·.~~- ~--~1·-:-:J·· ·r·~-.. p··:·~E....-~·----:·-·-&- -· T) 0 ~ 7 'I 0 -; 'i 

l... _., _ _ ... "t::.. \'" ·' · .,_1 ~-· 1 ~ ,. c. .. . · .. l .. ~ l\. \,\ 1 ."J ! • 

A fatler-less bo y tells his mother about the kind of 

fathPr he would like to h a v e. 

Char lo t~(:~. ~i~E~.~~) ~t~·· ·· 2?.}.:5.~ 7 .:. " 
York: Harper & Pow, 1 974 . 

Bob Shecter, i l lustr a tor. 

l\ young f c;l t. 1'1<:~ r s h o \'l s l1 i. s d 0.1J g h t e r love and pat i en c e as 

h e puts his motherless d a ughter t o bed. 



APPT~ND I X B 

1 . Spec :i.fic qoa.l2 and object i v e:=; must bG E·e l ec .cd and 

def i.nGd ~ 

2 . Books ·tha t hel p meE-~ t these goa l s s hould be r ead and 

s t udied b ~ f ore the y are r ead t o th _ c hi l dren . 

s c:~ s s ions shotll.d be: tho ruuCJhly f a1ni l i :n: \\7i t l the s t.:o:c i<::: ~3 0 

4 ~ Th e i di ridu4.l rc?adi l C] tbe ~: tory should tel l -t -J(:.~ 

sto r .~. i n an empat.h :; tic 1.-Ja'::/ and net j -st merel y read t l· e st.ory" 

Ca :reful l y pl a nned an ·\ve ll selec L·2;:- ope; . ~·· · c~1d 

q uc . .:;tions r;hou l d l:Y-" \·.ritJccn Lc~J: ore cac . b:Lb1j.o 'Onnsc l in s-J 

... )~;s?:; i J n . TLiE· \·:i .Ll a.l lo ~~ tYv-:: c JU L selor a re<:Hl-' l y avai l able 

tool t o be 11s ec1 i mrned i at.c .. ' after ~-he c o nc1 11s i on o f t he. sto :· y ~ 

6. Follow up activit i es sho1ld b e pl a nn ed ahead. Smal l 

group act ivi t ies ge nera lly a llow individuals t he opportun i t y 

to be a l i t tl e more comf or t ab l e t __ u s encourag ing mo re 

p -.- rt.i c ipo·ti.on . 

7 . Role-p l aying or dr ama t ' zations may be p l a n n e d. The 

c o un se l o r s h o u ld a l l ow i n d ivid u a l s t o v o l ur1 tee r fo r s pe cif i c 

r o les o r ch ar ac t ers . 

8. The i nd i v i dut.o ls .sho u. .d be e n c o ur a g ed to us e th e ir OV-iTl 

'"\rocabulary and t~b r- j_ r own - j_.~_tc .r p,:·e t ;_~ tinns of t~h e ~; torjes .· 

4 2 
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9. The story should be acted out as many times as 

necessary usi.nJ different students in order to allow all tle 

children a.n oppor t1Jnit.y to express their opinion._, a 1d 

feeling~;. 

10.. Fle. ' .i b :.i. l.i t y :::.rtOttld h2 a llo\ t~d., Perh ~J.p ... an ind.'_ vi· 

dual would like to dramatize an entire story instead of 

working i n a sma l l gro 1p . 

paL tic ipa t~c~. 

12 . Art lessons moy te · ~orporated with t12 b it : io-

c o IJ n ~-> e 1 .i L c~. s e s Ec, i on s . 

13. O:nc~ activity J.s t:o ha e t.h em i.lJ.ustj~atG the r art 

of t .he ~;tory t. l1e y l. iko :1 or d i~-; 1 ikcd .. Have th m s h ar e t h. e i :c 

t :hon]ht:::: a nd pic J-:.ures v,ri ~h -J. e grou ..:) · 

14 . Display all p ic tures . 

15 . Have the books and stories available to the 

ch.i.lclren. Some may \V i sh to inves +·igat~ +-he s ub j ects 

fu:cther. 

16. Be pre _ared to answer questions that may arise. 

17. Allow time for individual tude1 2 \'lhO may need 

further counseling or time to discuss the ir feelings about 

the stories. 




