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CHAPTER I 

INTRODUCTION 

When a student's academic performance is lower than 

that predicted by academic test scores and past academic 

performance, teachers and parents often turn to the 

counselor for an explanation. Likewise, when students drop 

out of school, counselors are asked why did John/Mary leave 

school? "Why didn't you do something?" Implicit in the 

question is that some type of intervention is needed. 

Certainly no statement is capable of expressing the 

diversity of reasons for students dropping out of school. 

Although the issue of school dropout is highly 

controversial, it is clear, however, that some students are 

at higher risk for dropping out of school than others. 

Three concepts, low self-esteem, poor school attitude, and 

minority representation, seem to characterize a high 

percentage of students at risk for dropping out of school. 

Despite becoming a standard buzzword in the counseling 

field, the description low self-esteem effectively describes 

students who evaluate their self-worth as low. The term 

poor school attitude refers to the students' view of their 

academic environment as a negative or unsatisfying 

experience. The definition of minority is a racially or 

culturally self-conscious population, with hereditary 

membership and a high degree of in-group marriage. In 



essence, the three terms when taken individually or 

collectively begin to encompass a framework for identifying 

students at risk for dropping out of school prior to 

graduation. 

Current statistics from the National Center for 

Education Statistics (1993) list about 3,400,000 dropouts, 

ages 16-24, that have not finished high school nor are they 

currently enrolled. From this group, the greatest 

percentages (47.8%) of students will drop out in the twelfth 

grade. In reviewing the dropout population, students from 

low socioeconomic families had the highest school dropout 

rates (26.3%), students of Hispanic backgrounds maintained 

the highest dropout rates (37.4%) of any racial/ethnic 

group, with Hispanic students lacking proficiency in English 

had the highest dropout rates of all (61.8-83.2%). 

Basically, the above data provide a profile of the student 

who is at risk for dropping out of school. However, the 

profile lacks salient information for helping counselors and 

other educators understand ways to alleviate the dropout 

problem. Specifically, the data do not describe the 

counseling interventions that might be effective in helping 

students at risk. 

Statement of the Problem 

Following an analysis of the dropout rate of Hispanic 

high school students in the United States, the data strongly 



suggest that the traditional education system fails to serve 

the needs of America's second largest minority group 

(Flores, 1991). For example, the dropout rate for the 

general high school population shows that approximately 25 

percent of at-risk students do not complete high school 

(Conant, 1992). This statistic, disconcerting to both 

educators and the public, is even more alarming in that 

almost 50 percent of Hispanic students in the United States 

are at-risk for never completing a high school education. 

In an attempt to titrate this staggering flow of dropouts, 

the 70th Texas Legislature enacted House Bill 1010 and the 

State Board of Education issued 19 TAC 75.195, Alternatives 

to Social Promotion; both measures were enacted to reduce 

dropout rates through early identification and by providing 

academic assistance for at-risk students (Brown, 1987). In 

accordance with H.B. 1010 and Tac 75.195 directives, school 

districts initiated a plethora of programs including 

tutorial assistance, increased time for traditional 

counseling methods (Copeland, 1983), and free summer school 

classes. In essence, the "new" programs provided basically 

more of the same educational opportunities that had failed 

in the past, with the outcome being that the Hispanic 

dropout rate remained at a very high level (Flores, 1991), 

thus suggesting that minorities generally and Hispanics 

specifically were not served by the new programs. 



Herring (1989) contended that minorities are best 

served through guidance and counseling services designed to 

improve educational opportunities and bolster self-esteem; (^ 

furthermore, other researchers (Abramovitz & Murray, 1983; 

Atkinson, 1985; Bennett, Rowe, & Hill, 1991; Casas, 1984; 

Rosen, 1967; Sattler, 1977) recommended multicultural 

counseling for alleviating minority problems. However, 

although multicultural counseling research exists, the 

majority of multicultural research has been conducted on 

African-American-Caucasian relations, thus limiting the "̂  

generalizability to Hispanics and other groups. Second, 

many of the studies were conducted in mental health clinics, 

psychiatric hospitals, and college campuses, thus omitting 

secondary and post-secondary schools which again limits the 

generalizability to larger Hispanic populations. A third 

problem of multicultural counseling research has been a 

heavy reliance on correlational, survey, and questionnaire 

designs rather than outcome-based studies. Finally, of 

paramount importance to this research, there is a paucity of 

multicultural counseling research on Hispanics. 

To alleviate difficulties associated with multicultural 

counseling, Katz (1985) recommended that careful attention 

be given to the selection of appropriate counseling 

interventions for minorities and to the need for an increase 

in the number of minority counselors. Unfortunately, both 

are recommendations requiring long-term goals. 



Multicultural counseling has been called the "Fourth Force" 

in counseling (D'Andrea & Daniels, 1991) and as such is a 

new counseling area that lacks a clear-cut solid theory base 

(Bennett et al., 1991; Ponterotto & Sabnani, 1989). 

Furthermore, with the at-risk Hispanic high school dropout 

rate at almost 50 percent, it is evident that many Hispanics 

will not attend college; therefore, suggesting that even 

fewer Hispanics will be graduating from graduate counselor 

training programs. In essence, this trend signifies that 

there will be a shortage of Hispanic counselors to counsel 

with at-risk students. 

At-risk youths need counseling that is both cost-

effective and efficient for increasing self-esteem, and 

capable of promoting a more positive attitude toward school. 

The best potential for research to give us generalizable, 

meaningful information depends upon outcome-based studies of 

counseling programs conducted on school campuses. Further, 

the program should be focused on combating low self-esteem, 

reducing feelings of alienation, and eliminating many of the 

problems resulting from poor self-esteem. With these 

parameters incorporated into the counseling, the program 

should increase the probability of at-risk Hispanics 

remaining and graduating from high school. 

Given the need for increasing multicultural counseling 

and the sparse number of Hispanic counselors, this study was 

designed to initiate a program to assist Hispanic at-risk 



students. Specifically, a peer counseling program was 

implemented to find a quick, effective and economical way to 

help enhance the self-esteem and school attitude of at-risk 

Hispanic youths. 

Significance of the Study 

With the advent of the Civil Rights Movement, 

professionals began to focus attention on appropriate 

counseling services for various minority groups. The growth 

of cultural pride and discontent with government policy 

among ethnic groups in the 1960s changed the goals of 

counseling from assimilation to recognition and appreciation 

of cultural differences (Sue, 1990). Cross-cultural 

counseling theorists became concerned with the differences 

in culture, class, language, cognitive styles, problems of 

identity, and acculturation of various culture groups 

(Copeland, 1983). In the past, traditional counseling 

methods have been ineffective with minorities for several 

reasons: the failure to view clients in their social 

environment; the failure to identify problems of culturally 

different clients; a failure to determine whether 

psychological testing is pertinent; and the failure of 

counselors to recognize their own personal biases (Copeland, 

1983; Corey, 1991; Fukuyama, 1990; Parker, 1987; Sue, 1990). 

This dissertation is of primary importance in at least 

three major areas. First, this dissertation study has 



potential for providing new information on multicultural 

counseling. Given the sparse number of Hispanic counselors, 

this study can provide an alternate means for dealing with 

the shortage. In this study, the question of whether the 

"same race" peer counselor can be effective in surmounting 

multicultural barriers to counseling was explored. 

Specifically, this study can provide data for taking an 

"old" concept, that of peer counseling, applying it to a 

"new" intervention, that of using peer counselors for 

working with minority (Hispanic) students. Another question 

was investigated to see whether or not peer counselors of 

the "same age" (and dissimilar ethnicity) can be effective 

at overcoming multicultural counseling barriers. Finally, 

this study has potential for helping professionals glean 

additional information on self-esteem and specific 

information on increasing self-esteem and a more positive 

school attitude. 

Questions 

This study addressed the following research 

questions: 

(1) What is the effect of peer counselors' training on 

the self-esteem of at-risk Hispanic adolescents in 

counseling? 



(2) What is the effect of peer counselors' ethnicity 

on the self-esteem of at-risk Hispanic adolescents in 

counseling? 

(3) What is the interaction effect of peer counselor 

training and ethnicity on the self-esteem of at-risk 

Hispanic adolescents in counseling? 

(4) What is the effect of peer counselor's training on 

the school attitude of at-risk Hispanic adolescents in 

counseling? 

Definition of Terms 

To familiarize the reader with key terms used in this 

study, the following definitions are provided: '̂̂~-

At-risk. A special designation defined according to 

Texas Education Association guidelines for students who have 

failed to pass a portion or portions of the Texas Assessment 

of Academic Skills Test (TAAS), or have failed to be 

promoted to the next grade one or more times, and have 

fallen two years or more behind in reading and/or math 

skills, etc. 

Ethnicity. Refers to the heritage of students with 

Hispanic surnames and background. Any student of dissimilar 

background and surname will be considered non-Hispanic. 

Multicultural counseling. Cross-cultural or 

multicultural counseling are interchangeable terms and refer 

to relationships between counselors and clients who are of a 

8 



different racial, ethnic, or sociocultural background. This 

relationship focuses attention on values, beliefs, and 

lifestyle differences. 

Peer assistance program. Refers to peer counseling. 

In this study, the guidelines of the Peer Assistance Leaders 

(PALS) model will be used. 

School attitude. Students' views of their academic 

environment and of themselves as competent students. 

Self-esteem. Attitude toward oneself that determines 

the quality of self-respect and feeling of worth an 

individual maintains. It differs from self-concept in that 

self esteem refers to the evaluation of oneself in either 

positive or negative terms whereas self-concept refers to 

the totality of an individual's thoughts and feelings that 

have reference to the self as an object. 

Limitations of The Study 

Geographic restriction imposed an obvious limitation on 

this study. Specifically, the participants of this study 

were Hispanics living in the Southwest. Although language 

and culture among Hispanics can create a number of universal 

ties, the socio-economic, environmental, and historical 

legacies of East Coast Hispanics (Cubans, Puerto Ricans, 

etc.) and West Coast Hispanics (Californians, etc.) may vary 

enormously. Therefore, the generalizability of this study 

may be limited to area Hispanics living in the Southwest. 



A second limitation of this study concerns a small (but 

unknown) number of Southwest Hispanics who have little, if 

any, ties to the Hispanic culture beyond Hispanic surnames. 

Further, there is a small percentage (2.5%) of Hispanics in 

this study who have a mixed heritage of non-Hispanic origin. 

A third limitation of this study is that it did not seek 

gender differentiation among treatment variables of the 

participants. At the present time, the majority of at-risk 

Hispanic adolescents are male. Further, the gender of 

participants or peer counselors was not a primary 

consideration of this study. To minimize differences, such 

as heritage, gender, or grade level, random assignment 

procedures and equalization by grade level and gender were 

utilized to evenly distribute possible variations in the 

population samples. 

A possible fourth limitation is the small number of 

participants that were able to complete the required number 

of counseling sessions. Thirty-two students participated in 

the self-esteem experiment and 40 students participated in 

the school attitude experiment. This may limit the 

generalizability of this study to the larger Hispanic 

population. 

Another possible limitation of this study is that all 

participants were selected from the student population of an 

alternative school for at-risk students rather than from the 

open population. While this may seem to limit the 
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generalizability of this study, the 40 participants were 

randomly assigned from participant samples from eight 

junior high schools and four high schools from the local 

area, affording a measure of generalizability. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

Multicultural Counseling 

Research on multicultural counseling and psychotherapy 

for minority populations in the United States has a fairly 

brief history. Griffith (1977) concluded that the role of 

ethnic differences in counseling and psychotherapy did not 

generate any empirical studies and received scant attention 

in the publications of the late 1960s. In fact, it was the 

late 1970's and early 1980's that witnessed the increased 

attention to multicultural counseling (Atkinson, 1985; Sue, 

1990). In a major review of the empirical literature on the 

comparative differences of African-American and Caucasians, 

Dreger and Miller (1960) reported a severe paucity of 

research devoted to the diagnosis and treatment of minority 

populations. Based on Dreger and Miller's review, there was 

a lack of interest in multicultural research in the early 

1960's and earlier. 

History 

Early efforts to counsel at-risk Hispanic students were 

hampered by a serious lack of research into Hispanic issues. 

Dreger and Miller (1960) acknowledged the exhaustive and 

meticulous literature review by Shuey (1958), who compared 

only African-American and Caucasian relations from 1913 to 

1958. She reviewed both classical studies as well as 

12 



obscure and inaccessible articles. However, the usefulness 

of Shuey's work was limited by a polemic attitude. Namely, 

Shuey's work appeared to be an attempt to prove a 

nonegalitarian hypothesis that African-Americans were 

genetically inferior to Caucasians (Dreger & Miller, 1960). 

Further, Shuey's conclusions were in direct conflict with 

earlier research by North (1957). Specifically, North 

concluded that there was not any proof of intellectual 

inferiority and furthermore, the African-American's 

potential educational and cultural development were more 

limited than those of Caucasian individuals. 

From their review of the literature, Dreger and Miller 

made several major observations of or about African-

Americans and Caucasians. They reported that psychological 

and physiological differences between Caucasians and 

African-Americans did not account for the differential 

environmental conditions. Their research depicted a 

tendency for most differences to level off when social and 

economic variables were controlled. Differences in 

intelligence indicated that infant and young children 

revealed greater similarities between African-Americans and 

Caucasians in early years; with one exception, educational 

achievements of African-Americans relative to Caucasians 

tended to show a pattern of intellectual disparity wherein 

African-Americans fell behind Caucasians in achievement. 

13 



Dreger and Miller also found some indications of 

differences between African-Americans and Caucasians in 

personality studies using the Rorschach, Thematic 

Apperception Test, Picture Arrangement Test, and the 

Picture-Frustration Study. However, due to insufficient 

evidence, the researchers were unable to demonstrate the 

superiority of either heredity or environment. Some 

implications surfaced that characterized African-Americans 

as more aggressive and neurotic than Caucasians. However, 

overall similarities in personality were more prevalent than 

differences. 

With the indications of aggression and neurosis, it is 

not surprising that Dreger and Miller found mental illness 

more prevalent among African-Americans. The researchers 

cited low socioeconomic status, broken homes, and the 

effects of prejudice as the major reasons for greater 

incidences of psychiatric disturbances. Furthermore, they 

stated that the qualities of "acting out," self-hating, 

distrust, prestige needs, and hostility made the treatment 

of African-Americans far more difficult than the treatment 

of Caucasians. 

From their review, Dreger and Miller (1960) made two 

major conclusions. First, they concluded that there were 

wide differences between African-Americans and Caucasians in 

many areas of psychological functioning. The second 

conclusion was that a number of differences attributed in 

14 



the past to heredity were actually differences resulting 

from social class determination. Dreger and Miller went on 

to state that this concurrence may be the result of 

unjustified extrapolation from the second conclusion stated 

above. Dreger and Miller (1960) posed that the need for 

multicultural research in the United States be supplemented 

by research from other countries. 

In 1967, Rosen delved further into the budding science 

of multicultural counseling by investigating largely 

unexplored issues of counselor ethnicity and client 

background and the effect the two may have on the 

effectiveness of counseling. In the review of literature 

written between 1950 and 1965, Rosen (1967) examined the 

preferences of clients regarding counselor qualities and 

behaviors and found that the counselors' religion, 

ethnicity, or marital status seemed to be "taboo topics." 

Despite its paramount importance, Rosen noted there is a 

lack of understanding between the relationship of the 

client's preference regarding a counselor and the counseling 

processes and outcomes. Further, he cited the need for the 

following three types of research to be conducted: (a) 

clients' preferences concerning counselors' age, marital 

status, ethnicity, religion, gender and personal 

characteristics; (b) clients' personality and cultural 

background; and (c) clients' preferences for specific 

therapist behaviors, procedures, or characteristics. 
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In the 15 years covered in his review, Rosen observed 

that almost all studies on client preferences relied on a 

correlational or sample survey design with the questionnaire 

being the method of data collection for measures of 

preferences and their correlates. Although useful 

approaches, Rosen recommended the following: (a) the 

application of experimental design for control and 

measurement of selected variables in the study of preference 

as an independent or dependent variable; and (b) the use of 

skillful interviewing for obtaining information on 

preferences in the sensitive areas of ethnicity and 

religion. 

The most important finding of Rosen's review was the 

reluctance of students to discuss personal-social issues 

with counselors. Since research on client preferences could 

prove useful in the study of both personality and cultural 

influences on behavior, Rosen strongly recommended more 

research on client preferences. This type of research could 

determine to a significant degree whether or not counseling 

services are used, length of counseling, client-counselor 

interactions, and client satisfaction. 

In reviewing comparative psychological studies between 

1959 and 1965 on African-Americans and Caucasians in 

America, Dreger and Miller (1968) continued to search for 

psychological differences between the American dominant 

culture and the major minority population. Although the 

16 



review included more than six hundred studies, several 

hundred were excluded from the review because they were 

poorly designed or of limited significance. 

Dreger and Miller cited a second work by Shuey (1966) 

comparing the intelligence of African-American and 

Caucasians. The authors stated that, although Shuey's 

second review is more balanced than her first, her work 

continued to be polemical in tone. She still concluded that 

African-Americans were genetically inferior to Caucasians in 

intelligence. Garrett (1966) supported Shuey's 

hereditarianism views by accusing environmentalists of 

ignoring or even suppressing evidence about the mental and 

social immaturity of African-Americans. 

Dreger and Miller (1968) reviewed research by Klineberg 

(1963) and Smart (1963) who supported the environmentalist 

perspective. Klineberg questioned the value of the Tanser 

study, a study previously cited as support for 

hereditarianism. Tanser (1939) maintained that African-

Canadians in Kent County, Ontario, despite possessing equal 

political and social footing with Caucasians, scored 

significantly lower on intelligence tests. Klineberg, who 

was born and reared in Canada, contradicted Tanser and 

stated that although African-Canadians were reasonably well 

off, they did not enjoy complete equality or freedom from 

prejudice. Smart (1963) supported Klineberg's position and 

stated that she could not conceive of any social equality 

17 



enjoyed by African-Canadians in Kent County at the time of 

the Tanser study. Smart, who was reared in Kent County, 

recalled that living conditions, employment, forms of 

salutation, education, segregated schools and theater 

seating all reflected unequal social conditions for 

African-Canadians. 

Dreger and Miller (1968) concluded that in the area of 

intellectual functioning of African-Americans, the 

controversy of heredity versus environment continued to be 

of a major concern. Although research on this controversy 

was conducted, true definitive data was not found. Newer 

factor-analysis studies indicated some specific abilities 

may be subject to genetic determination, although Dreger and 

Miller could not pinpoint specific abilities genetically 

determined by ethnicity. 

In their review, Dreger and Miller (1968) listed the 

importance of preparation for schooling received by children 

prior to the actual start of their elementary education. 

Several researchers (Gray, 1964; John and Goldstein, 1964; 

Vygotsky, 1962) emphasized the negative effects of poor 

school preparation on deprived children. From sociological 

reports, disproportionate numbers of African-American 

children were found to be deprived, thus disproportionate 

numbers of African-American children were unprepared for 

school. Further, African-American children tended to fall 

further behind their Caucasian counterparts as they 
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progressed through the grades. Additionally, fewer African-

American students were chosen for honors competitions in 

later years. 

In the area of personality, Dreger and Miller (1968) 

again found a rather unflattering profile of African-

Americans in America. They concluded that a self-

depreciating attitude originating in infancy resulted in low 

levels of aspiration and self-esteem in lower-class African-

Americans. Thus, the authors maintained it is logical to 

assume that lower self-esteem and other negative temperament 

traits lead to an inferior intellectual performance. From 

attitudinal studies, the authors suggested that much of the 

ethnic variance is due to position in the social structure. 

Similarities continued to outweigh differences; however, 

African-Americans and Caucasians were far from having a 

clear understanding of the other's world-view. On a 

positive note, Dreger and Miller noted the increased study 

of the conditions under which attitudes are changed and 

found support for the idea that increased interaction of an 

egalitarian nature lowers ethnic prejudice. 

Research data relating to the mental illness and crime 

rates of African-Americans are consistent with the earlier 

survey by Dreger and Miller (1960). These rates continued 

to be relatively high, although the reasons remain obscure. 

Dreger and Miller (1968) stated that it is reasonable to 

assume that family organization would be significantly 
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related to mental illness and crime; however the 

relationships are not clear. Despite much public debate 

over disorganization in the African-American family and 

other racial differences, little information, if any, was 

uncovered to assist researchers in understanding how these 

differences affect various behaviors. Basically, Dreger and 

Miller (1968) concluded: 

1. More attention should be given to linking intellect 

to specific genes (p.48). 

2. Racial comparisons have broadened beyond the 

narrow intellectual area into areas of personality (p.48). 

3. Greater recognition has been accorded to the 

influences of early childhood experiences in reinforcing 

intellectual functioning, personality, and self-variables 

(p. 48). 

4. Multivariate analysis of variance experimental 

designs could be ideal for advancing future research (p. 

48). 

In reviewing more than 130 studies from 1913-1969, to 

determine the effects of the experimenters' ethnicity in 

experimentation testing, interviewing, and psychotherapy, 

Sattler (1970) found that research concerned with 

experimenter-subject interactions had many neglected areas. 

First, the effects of African-American experimenters upon 

the performance of Caucasian subjects were virtually 

unknown. Second, experimenters' and subjects' attitudes, 
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both overt and covert, were largely neglected. Third, 

research studies evaluating interviewer effects with young 

children were non-existent. Fourth, little was known about 

how other ethnic groups such as Puerto Rican, Mexican-

American, and Native-American are affected by the 

experimenters' ethnicity. 

The studies in Sattler's review definitely indicated 

that subjects are influenced by the experimenters' 

ethnicity. However, the direction and extent of this 

influence depended on numerous factors including: (a) the 

task content; (b) instructional set; (c) reinforcement 

conditions; (d) geographical location of the study; (e) 

subject variables such as age, ethnicity, family background, 

socioeconomic level, and attitudes; (f) experimenter 

variables such as ethnicity, residence, attitudes, and 

socioeconomic level; and (g) dependent measures. Sattler 

admonished that future research must consider the above 

variables in a systematic way. Further, he stated there 

should be less concern in asking whether the experimenter's 

ethnicity influences behavior and more emphasis on 

identifying the conditions under which the experimenters' 

ethnicity affects the subjects' performance. 

Sattler (1970) also concluded that the areas of 

personality and psychotherapy had been sparsely 

investigated. Additionally, methodological inadequacies and 

inconsistent findings hampered research efforts. However, 
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following a review of the data, Sattler maintained that a 

certain direction emerged. Namely, the overall trend in 

personality, attitude and preference, interviewing, and 

psychotherapy studies indicated that African-American 

subjects tended to perform more adequately and were less 

inhibited with African-American experimenters than with 

Caucasian experimenters. Generally speaking, African-

American clients, also, preferred African-American 

counselors. 

Reviewing the effects of ethnicity as a counselor-

client variable in the counseling relationship, Harrison 

(1975) noted an increase in the literature devoted to 

ethnicity as a variable in counseling and helping 

relationships, especially in regard to African-American 

clients receiving counseling from Caucasian counselors 

(Grier & Cobb, 1968; Thomas, 1970; Vontress, 1967, 1970, 

1971). Although these studies contributed valuable insights 

to the counseling profession, Harrison observed that they 

were not based on empirical data. Consequently, Banks 

(1972) stated that research devoted to ethnicity and social 

factors in client-counselor interactions is still limited. 

Harrison (1975) found that the preferences, attitudes, 

and satisfaction levels expressed by clients (high school 

students, college students, and adults) with counselors from 

different ethnic groups, although somewhat mixed, 

demonstrated a general trend of preference for counselors of 
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the same ethnic group. This appeared especially true of 

African-American clients. The counselor's ability to 

communicate empathic understanding proved to be a crucial 

variable regardless of ethnicity. However, empathic 

understanding from a counselor of the same ethnic group as 

the client resulted in a greater depth of exploration of 

African-American clients. African-American clients' 

language elaboration was found to be more extensive in the 

presence of African-American counselors rather than 

Caucasian counselors. The effects of counselor ethnicity on 

clients's behavioral outcomes was unclear and suggested the 

need for more research to be conducted in this area 

(Harrison, 1975). 

Two theoretical views (Harrison, 1975; Fielder, 1951) 

emerged for considering the effects of mixed ethnicity on 

the counseling relationship. Fielder's (1951) theory of 

assumed similarity maintained that a relationship is 

enhanced depending on the extent that the counselor feels 

that his/her personal characteristics resemble those of the 

client. Thus, an African-American counselor might assume 

that his/her African-American clients would share similar 

experiences with him/her, and a Caucasian counselor would 

have similar expectations of his/her Caucasian clients. In 

mixed counseling relationships, the client could be 

perceived as different, bringing a background of experiences 

that retard the identification process. Thomas (1970) 
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reinforced the assumed similarity thesis when he stated that 

African-American students prefer a counselor of the same 

ethnic group who was as African-American in thinking and 

feeling as the client. The second theoretical viewpoint 

involved role theory and role expectations generated in 

social encounters between African-American and Caucasians 

(Harrison, 1975). Previous negative experiences with 

Caucasians may cause African-Americans to conceal true 

thoughts and feelings. Self-disclosure tendencies were 

found to be greater among Caucasians than African-Americans 

(Jourard & Laskow, 1958). The reluctance of African-

Americans to fully disclose suggested a cautiousness and 

initial lack of trust; consequently, establishing rapport 

with the client became much more difficult. From his review 

of the literature, Harrison (1975) concluded that African-

Americans needed to be educated in the purpose and function 

of counseling. 

The middle 1970s produced two additional major reviews 

of research on client-counselor ethnic similarity. The 

reviews by Bryson and Bardo (1975) and Sattler (1977) were 

similar to the review by Harrison (1975) in that the three 

researches focused only on the study of African-Americans. 

Also, the researchers included unpublished studies, 

generally doctoral dissertations and studies in which 

psychotic patients were included as subjects. Consistent 

evidence presented in these reviews supported the contention 
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that African-American clients preferred African-American 

counselors. Although insufficient evidence exists to prove 

the superiority of ethnic similarity between the counselor 

and the client, the research suggested that this existed. 

As the research on cross-cultural counseling rapidly 

increased, Abramowitz and Murray (1983) attempted to answer 

the question of whether African-Americans and other 

minorities were adequately served by traditional mental 

health services. This question led to other questions, 

including: are African-Americans more likely to receive the 

kind of pejorative psychiatric diagnosis that will "label" 

them? Are they shunted off to second-class or briefer 

treatments? Are they responsive to conventional therapy 

conducted by Caucasian professionals? Despite their 

extensive literature search, Abramowitz and Murray did not 

find any simple answers for their questions. Conclusions 

ran the gamut from no evidence of unfair treatment at all, 

to positive evidence of unfair treatment. Further, 

researchers appeared to be divided according to the 

ethnicity of the researcher. Abramwitz and Dokeki (1977), 

Sattler (1977), and Siegel (1974), all Caucasians, believed 

the empirical data to be generally negative. Two African-

American researchers, Jones and Griffith (Griffith, 1977; 

Griffith & Jones, 1979; Jones, 1978), staunchly believed 

studies do show positive proof of unfair treatment of 

African-Americans. 
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Abramowitz and Murray (1983) concluded that on the 

basis of empirical evidence, unfair treatment or ethnic bias 

towards African-Americans did not appear to be common in the 

clinical setting. However in contrast to past reviews, 

Dreger and Miller (1960, 1968), Harrison (1975), and Sattler 

(1970) found ethnicity to be a salient parameter in the 

clinical marketplace. The confirmation of ethnic bias 

appeared weak in the areas of diagnosis and outcome; 

however, in the areas of treatment utilization, allocation, 

and therapy process, ethnic bias was more difficult to 

disprove. Abramowitz and Murray identified the following 

trends relevant to African-Americans: higher dropout rates; 

lower rates of referral to individual therapy; earlier 

discharge from psychiatric hospitals; and reluctance to 

openly disclose early in therapy to Caucasian therapists. 

Abramowitz and Murray (1983) recommended that future 

research use designs embracing the treatment cycle in its 

entirety from the initial intake and diagnosis through the 

referral process and on to the therapeutic results. The 

authors contended that studies generally provided cross-

sectional snapshots of single junctures in clients' 

treatments careers, leaving no clear sense of a process with 

interrelated consequences for patients' psychosocial and 

political well-being. The authors counseled colleagues to 

be alert to the subtle ways in which their own ethnic 

"heartpothesis" influence choice of method, interpretation 
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of data, and attempts to reconcile their conclusions with 

those of others. 

By 1983, the question of how to best counsel minorities 

had evolved into a major controversy that produced two 

schools of thought: intracultural counseling and cross-

cultural counseling (Atkinson, 1983). Proponents of 

intracultural counseling argued that counselors who are 

ethnically similar to their clients can better understand 

and resolve the clients' difficulties as well as better 

serve as role models for their clients. Proponents of 

cross-cultural counseling maintained that culturally 

sensitive counselors are able to transcend cultural 

differences (Atkinson, 1983). 

Resulting from increased investigation during the 1960s 

and 1970s, a large knowledge base was accumulated on ethnic 

similarities in counseling. Despite much agreement in 

results, Atkinson's (1983) review on ethnic similarity 

differed significantly from other reviews (Bryson & Bardo 

1975; Harrison, 1975; Sattler, 1977). Earlier researchers 

focused on one ethnic group (African-Americans), whereas 

Atkinson examined the research related to four minorities 

(Native-American, Asian Americans, African-Americans, and 

Hispanics). Further, other researchers included unpublished 

research studies in which psychotic patients were included 

as subjects. Atkinson, choosing to examine only published 

studies from the field of counseling psychology, 
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specifically reported that differences between counseling 

psychology and other mental health fields indicated that 

research findings in one field may not generalize to others. 

Atkinson (1983) found consistent evidence that African-

American clients prefer African-American counselors; 

however, the lack of replication with other groups such as 

Native-Americans and Hispanics indicated that the preference 

for an ethnically similar counselor is not universal. 

Although most researchers found that African-Americans 

prefer African-American counselors, a link to ethnicity and 

counselor effectiveness was not found, although some 

research indicated evidence for a connection between 

preference regarding counselor ethnicity and counselor 

effectiveness. The findings of Atkinson (1983) tended to 

support the conclusions of earlier reviews by Bryson and 

Bando (1975), Harrison (1975), and Sattler (1977). The 

reviews focused on African-Americans and concluded that 

although African-Americans prefer African-American 

counselors, counselor ethnicity alone is not a predictor of 

therapeutic outcome. 

Atkinson (1983) stressed the need for research 

examining the effects of ethnic similarity on the counseling 

process and outcome over time. Problems with the design of 

previous studies had made it impossible to draw definitive 

conclusions regarding the effects of ethnically similar 

counseling dyads on counseling effectiveness. Client 
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reactions to a vicarious counselor on a ten minute videotape 

or in one initial interview may be quite different from 

client reaction after seven or eight counseling sessions. 

Possible biases or stereotypes not manifested in an analogue 

study or initial interview may become apparent in the later 

stages of a counseling relationship. Atkinson also found 

evidence to indicate that psychological services are often 

irrelevant and ineffective with ethnic minorities. He 

noted, like Abramowitz and Murray (1983), that minorities 

were likely to terminate therapy too early and receive less 

preferred forms of treatment. Further, group data, could 

mask inferior treatment received by some clients. 

Atkinson's (1983) review was important because, unlike 

earlier reviews, it included research regarding non-African-

American minority populations (Native-American, Asian-

American, and Hispanics); however, conclusions concerning 

non-African-American minorities may be of limited value due 

to the limited amount of research available. Atkinson's 

review included 34 studies on African-Americans, five 

studies on Hispanics, three studies on Native-Americans, and 

only two studies on Asian-Americans. In comparing the four 

major reviews from the previous ten years (Abramowitz & 

Murray, 1983; Atkinson, 1983; Harrison, 1975; Sattler, 

1977), Atkinson (1985) found three important characteristics 

in his meta-review of research on cross-cultural counseling. 

First, most of this research has focused on African-American 
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and Caucasian therapeutic dyads. Although there has been an 

increase in the number of studies involving Native-

Americans, Asian-Americans, and Hispanics, the number of 

studies on African-American-Caucasian therapeutic 

relationships continued to outnumber all other minority 

studies. Consequently, generalizations to other ethnic 

minorities are often made from studies with African-American 

participants. 

Second, the bulk of the research involved survey, 

archival, and analogue research designs. Archival and 

survey studies generally provided greater protection from 

threats to ecological and external validity, while analogue 

studies provided protection from threats to internal 

validity. In research examining a politically sensitive 

issue such as ethnicity, it seems likely that participants 

in analogue and survey studies would be aware of the 

variables being studied. Therefore, Atkinson (1985) 

concluded that greater credence could be attributed to the 

results of archival studies. 

Third, Atkinson observed that most of the research was 

conducted in one of three setting-participant combinations: 

college students, mental health agency outpatients, or 

psychiatric hospital inpatients. Because of the high 

correlation between research design and setting-participant 

combination (i.e., an analogue design employed predominantly 

with college students and/or an archival design used mainly 
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with mental health outpatients and hospital inpatients), it 

was impossible to determine whether the differing outcomes 

of analogue and archival studies were attributable to 

research design or to the setting-participant dyad. It was 

possible to conclude that the problem of differential 

diagnosis and treatments of minorities existed only in 

mental health agencies and psychiatric hospitals where the 

medical model placed heavy emphasis on differential 

diagnosis and treatment. It is tempting to believe that 

differential diagnosis and treatment were provided to ethnic 

minorities in college settings; however, the heavy reliance 

on analogue designs in the college settings precluded 

detection of this effect. Atkinson advised readers to 

exercise caution when attempting to generalize the following 

findings to a particular setting: 

1. Archival studies of mental health and psychiatric 

facilities generally support a pattern of under-use by 

ethnic minorities. 

2. The results of numerous survey studies indicate 

that African-American clients prefer African-

American counselors. 

3. Analogue and survey studies attempting to directly 

assess counselor stereotyping and prejudice have failed to 

establish the existence of these traits. The transparent 

purpose of these studies and pressure on counselors and 

psychotherapists to be unbiased may preclude accurate 
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assessment of counselor prejudice using current research 

strategies. 

4. Archival studies, predominately conducted in 

psychiatric facilities and mental health agencies, generally 

supported hypotheses of differential diagnosis based on 

ethnicity. 

5. Archival documentation of differential treatment 

based on ethnicity was strong enough to warrant both concern 

and continued monitoring by counseling professionals. 

6. Outcome research had failed to prove that clients 

are better served by same ethnicity counselor dyads. 

However, the research has been so fraught with design 

limitations that definitive conclusions are impossible. 

Based on these findings, Atkinson offered the following 

recommendations for cross-cultural counseling and 

psychotherapy: 

1. More archival studies were needed in college 

counseling centers to assess the effect of ethnicity on use, 

diagnosis, treatment, and outcome. 

2. More experimental studies conducted in the field 

were needed to determine the effect of ethnicity on 

diagnosis, process, treatment, and outcome. Heavy reliance 

on analogue studies is questionable in view of the problems 

associated with this methodology. 

3. More research was needed for examining the 

relationship between therapist prejudice and differential 
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diagnosis, process, treatment, and outcome. In view of the 

oppression experienced by ethnic minorities, the treatment 

received should focus on external rather than internal 

causes of psychological problems. 

In a study of social and ethnic issues in counseling 

psychology, Casas (1984) documented the frequency of 

articles focusing attention on minorities in journals 

sponsored by the American Psychological Association (APA) 

and the American Association for Counseling and Development 

(AACD). Despite increased attention to cross-cultural 

issues between 1975 and 1981, articles published in APA and 

AACD journals focused on minority issues less than 4% of the 

time. 

To gain insight into minority issues and trends, 

Ponterotto (1986) conducted a content analysis of 80 

articles published between 1979 and 1984 in the Journal of 

Multicultural Counseling and Development (JMCD) which is 

devoted exclusively to racial and ethnic minority concerns. 

The content analysis had a threefold purpose: (1) to 

identify the leading contributors to JMCD in terms of 

authors and institutions; (2) to examine the contents and 

types of articles in JMCD; and (3) to provide a descriptive 

profile of the articles. Ponterotto found that 90 percent 

of the contributing authors were from academic institutions, 

a finding expected because of the pressures to publish in 

the academic world. Further, in an academic setting, the 

33 



researcher has a ready supply of participants, willing 

graduate students and research colleagues, all of which make 

it a practical research setting. Ponterotto observed that a 

large percentage of university-based contributions came from 

only four institutions (University of Florida, Washington 

University, Michigan State University, and Howard 

University). He also noted that university-produced 

articles were narrow in diversity. Ponterotto cautioned 

that the predominance of university-based contributions had 

the potential to narrow the focus of articles and possibly 

bias research. With probably 50 percent or more of the 

research examined using college students as participants, 

the chance of bias resulting from the use of college 

students limits the generalizability of data to a larger 

minority population (Casas, 1984). 

Ponterotto noted a balance between empirical and 

conceptual articles, 42 percent and 58 percent, 

respectively, published in the JMCD over the five-year span. 

Although career issues and counseling methods received 

attention, minority personality development and its 

counseling implications received scant mention. 

Additionally, the author stated that the majority of 

research articles used simple descriptive statistics or 

unsophisticated univariate analyses. Ponterotto suggested 

that multivariate analyses (MANOVA) procedures, which are 

being employed with increased frequency by leading 
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methodologists, would be ideally suited for research with 

multicultural populations. 

Ponterotto (1986) observed that 51 percent of all 

contributions focused specifically on the African-American 

population. Further, some articles claimed to report 

research on minority populations in general were implicitly 

focused on the African-American population. In reviewing 

all articles, the author found that 88 percent involved 

research with African-Americans. Contributions concerning 

Chicanes, Puerto Ricans, and Native-Americans represented 

only 6 percent for a combined total for all three minority 

populations. Research on Caucasians, Chinese-Americans, 

African foreign students, and other groups constituted the 

remainder of the contributions concerning minority 

populations. The author felt that this was largely due to 

the particular research interests of the contributing 

authors and the interests of their academic institutions. 

Following his analysis, Ponterotto provided a descriptive 

profile of all articles written from 1979 to 1984. These 

articles ranged from 4 to 22 pages in length with the mean 

pages being 8. The number of references cited ranged from 

0-39 with a mean of 15. 

At the beginning of the 1990s, Bennett, Rowe, and Hill 

(1991) produced a second five-year, content analysis of 

articles published by the JMCD from 1985-1989. The authors' 

reported significant findings and identified differences 
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from those found in the first report. Of the 90 articles 

examined, 93 percent of the contributing authors had college 

or university affiliations and only 7 percent were 

affiliated with external agencies or private practice. This 

represented a 3 percent decrease in private agency based 

contributions when compared to the first report (Ponterotto, 

1986). Universities continued to dominate research on 

multicultural issues. However, the university-based 

articles shifted emphasis from career counseling and 

counseling techniques in the first report to student 

development and personality development on minorities. 

Empirical and conceptual articles were evenly split. Also, 

there was a trend toward the use of more sophisticated data 

analysis procedures in the empirical articles. While 10 

articles were noted as using simple descriptive statistics 

such as frequencies, rankings, and percentages, nine studies 

used ANOVA methods and nine in addition used MANOVA 

procedures. The remainder of the studies generally employed 

either chi-square or t-test analysis. 

Although the second five-year, content analysis of 

articles published in the JMCD from 1989-94 reflected a 

trend toward more balanced minority research (Bennett 

et al., 1991), African-Americans were still the focus of 43 

percent of all articles. International students were the 

subject of 8 percent of the published research and Native-

Americans were the subject of another 6 percent. The 
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Hispanic population represented the least researched ethnic 

group with only 4 percent as subjects of contributed 

articles. The Delphi poll (Heath, Neimeyer, & Pedersen, 

1988) predicted there would be a "50 percent increase in the 

number of publications related to Hispanics." Yet, so few 

articles have focused on Hispanics that Heath et al. 

recommended proactive efforts to redress this 

underrepresentation. 

Client Preference of 
Counselor Ethnicity 

In the early 1990s, an examination of Mexican-

Americans' preferences for ethnically similar counselors 

revealed mixed results (Lopez, Lopez, & Fong, 1991). Some 

researchers found that Mexican-Americans preferred Anglo 

counselors (Acosta & Sheehan 1976; Furlong, Atkinson, & 

Casas, 1979). Other studies indicated that Mexican-

Americans have an equal preference for ethnically similar or 

dissimilar counselors (Atkinson, Ponce, & Martinez, 1984; 

Franco & Levine, 1980). Other investigators reported that 

Mexican-Americans preferred counselors of ethnically similar 

backgrounds (Atkinson, 1983; Gilsdorf, 1978; Ponce & 

Atkinson, 1989). Understanding the preference for 

counselors is important in assessing the role of ethnicity 

in the counseling relationship (Lopez et al., 1991). 

An examination of research reporting no preference for 

ethnically similar counselors revealed that these studies 
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used a methodology based on judgments (Lopez et al., 1991). 

In the judgment method, research participants were randomly 

assigned to conditions in which a counselor or a 

psychotherapist was depicted on an audiotape (Acosta & 

Sheehad, 1976), in a photograph (Franco & Levine, 1980), or 

in a combination of photographs and audio tapes (Ponce & 

Martinez, 1989). The counselor was identified as either 

Caucasian or Mexican-American by one or a combination of 

characteristics including accented speech, appearance, 

Spanish surname, and place of birth. Following exposure to 

one or more of the counselor stimuli, the participants 

judged or evaluated the counselor's competence, 

trustworthiness, or other related dimensions. The ratings 

were analyzed for the two ethnic conditions; significant 

differences were interpreted as preferences toward the 

specific ethnic counselor with the higher ratings. However, 

participants were never directly asked their preference when 

given two or more alternatives; instead, the participants' 

preferences were inferred from their judgments (Lopez 

et al., 1991). 

Studies in which a choice method was used consistently 

found that Mexican-Americans preferred ethnically similar 

counselors (Lopez et al., 1991). The choice method allowed 

participants to select the counselor most preferred from a 

minimum of two alternatives. Preference was directly 

observed, rather than inferred, by the investigator. Using 
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a choice method, Gilsdorf (1978) noted that college students 

chose ethnically similar counselors when presented with 

pictures depicting male and female counselors from several 

ethnic minority groups. Preference was determined by the 

number of participants selecting a specific counselor. Of 

the four studies indicating that Mexican-Americans preferred 

ethnically similar counselors, three used the choice method 

(Atkinson et al., 1984; Gilsdorf, 1978), and one (Ponce & 

Atkinson, 1989) used the judgment method. Using the choice 

method (Lopez et al., 1991), the results indicated that 

Mexican-American college students preferred ethnically 

similar counselors, a preference advocated by both men and 

women, individuals seeking and not seeking counseling, and 

students having considered professional counseling for a 

wide range of personal problems. From their research, the 

authors concluded that Mexican-American college students 

perceived ethnicity to be an important factor in counseling. 

However, since only college students were used as 

participants, this finding may have limited generalizability 

to the general Mexican-American population. To more 

completely validate their research conclusions, the authors 

encouraged future research to identify the ways in which 

counselors might best integrate ethnic and cultural issues 

into their clinical practice. 
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Weaknesses of Multicultural Counseling 

Despite being characterized as the third wave in 

counseling and "the hottest topic in the profession" (Lee, 

1989) and receiving increased attention in the counseling 

literature (Casas, 1984; Parker, 1988), the field of 

multicultural counseling is considered to be in its infancy 

(Pedersen, 1985). In spite of rapid growth in recent years, 

multicultural counseling continues to lack a clear identity 

and solid direction (Heath et al., 1985). Counselors, 

conducting literature searches in methodologies to improve 

counseling services for minorities to meet their 

multicultural needs, face a bewildering mass of mixed 

recommendations, philosophies, and counseling techniques. 

The following multicultural concepts represent some of the 

many directions that have been pursued and recommended by 

experts in the field of multicultural counseling. 

Fest (1984) stated that an examination of personal 

qualities is essential for avoiding multicultural problems 

that may arise from the counselors who fail to identify 

objectives, who fail to accommodate different views on 

freedom of choice, who attempt to go "native," or who fail 

from premature adoption of a "missionary" attitude. Fest 

recommended that the cultural gap in multicultural 

counseling could be bridged by counselors having a firm 

theoretical foundation in multicultural knowledge and 

sensitivity, an awareness of his/her own motivations and 
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biases, and an acceptance of different values, customs and 

practices. Lauver (1986) suggested that in multicultural 

counseling, culture acts as an invisible veil that prevents 

one from being aware of cultural filters which affect the 

way the world is viewed. For only when one is aware of the 

filters or barriers can their effects can be examined. By 

ignoring cultural dispositions counseling is impeded and 

barriers are erected. 

A number of mental health professionals have stated 

that racial and ethnic factors may act as barriers to 

effective counseling (Benesch & Ponterotto, 1989; Copeland, 

1983; Franco & Levine, 1980; Fukuyuama & Neimeyer, 1983; Sue 

1990; Vontress, 1988). Misunderstanding arising from 

cultural differences in verbal and nonverbal communications 

may lead to alienation and/or an inability to develop trust 

and rapport. Analysis of the generic characteristics of 

counseling identifies three variables which may interact to 

further hinder the counseling process with minorities: (1) 

language variables and the use of standard English verbal 

communication style; (2) class-bound values such as strict 

adherence to time schedules, ambiguity, and seeking long-

range solutions; and (3) culture-bound values including 

individual-centered, verbal/emotional/behavioral expression, 

client-to-counselor communication, openness and intimacy, 

and cause-effect orientation (Sue & Sue, 1977). Sue and Sue 

(1977) contrast the different generic counseling 
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characteristics and value systems of Caucasian middle-class 

Americans and lower-class Hispanics. An examination of 

Caucasian counseling needs reveals a strong emphasis on 

verbal expression, tolerance for ambiguity, and long-range 

goals, while Hispanic counseling needs illustrate the 

Hispanic tendency toward action orientation, need for 

structure, and short-range goals. 

The primary use of standard English in communication 

with others may unfairly discriminate against those from 

lower-class or bilingual backgrounds (Sue & Sue, 1977). A 

Hispanic student with brief or "poor" verbal responses may 

lead counselors to erroneously conclude, on the basis of 

poor verbal expression, that the client is uncooperative, 

sullen, negative, or repressed. 

The day-to-day expectations from counseling of lower-

class clients may also create a formidable barrier to 

effective multicultural counseling. Lower-class clients who 

are concerned with "survival" or just "making it" on a day-

to-day basis expect to receive advice and suggestions from 

the counselor. Reflections of feeling, concern with 

insight, and attempts to discover underlying causes of 

intrapsychic conflict are not appropriate to their 

expectation. Furthermore, appointments made weeks in 

advance for 50-minute weekly sessions are inconsistent with 

the need for immediate solutions, and thus suggest that 

lower-class clients expect to receive immediate and concrete 
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forms of treatment. Clients may become confused, alienated 

and frustrated by attempts to do in-depth exploration of 

intrapersonal dynamics of the psyche (Sue & Sue, 1977). 

To overcome multicultural barriers, Vontress (1979, 

1983) maintained that the counselor should strive to 

understand three basic concepts, all necessary for enhancing 

multicultural counseling. The counselor should view clients 

in a holistic manner that includes the client's Umwelt 

(physical environment), Mitwelt (interpersonal world), and 

Eigenwelt (inner world). Vontress (1988) contended that an 

existential, philosophical emphasis was appropriate since 

individuals are more fundamentally alike than they are 

different. Similarly, Ibrahim (1984) proposed a paradigm 

for cross-cultural counseling based on existential 

philosophy that may be applied to cultures around the world. 

This existential approach was designed to help free 

professionals from the norms and cause-and-effeet analysis 

inherent in their own cultures, and to allow counselors to 

focus on the client's presenting problems, regardless of why 

the experience occurred. Locke (1990) also suggested a 

client-centered idiographic view that stressed the clients' 

authenticity and self-worth. Although Locke (1990) supported 

a client-centered approach as a practical solution for 

multicultural counseling. Usher (1989) contended that the 

client-centered approach was problematic in cross-cultural 

counseling because of its emphasis on subjective 
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experiences. Additionally, it relied too heavily on the 

client's ability and willingness to verbalize feelings and 

experience those feelings in relation to the counselor. 

Benesch and Ponterotto (1989) attempted to transcend 

boundaries with a transpersonal psychology paradigm. Using 

Asian clients who often exhibit world views that rely more 

on intuition than on reason as an example, transpersonal 

psychology provided a framework for incorporation of 

different counseling approaches in a more productive and 

integrated manner. If mental health professionals truly 

wish to be responsive to minority needs, English (1983) 

stressed the importance of understanding ethnic culture and 

world view. English divided world view into four major 

categories: bicultural/multicultural, acculturated/ 

assimilated, native-oriented/traditional, and transitional/ 

marginal. In the context of mental health, world view 

typology serves three main functions. First, it can be used 

to assess an individual's orientation to his/her own group 

and to the broader society. Second, it provides a framework 

in which to consider values, language, beliefs, and 

behaviors. Third, it allows the counselor to avoid mistakes 

stemming from assumptions that all minority members are 

unicultural. Examining the nature of cultural world view, 

Trujillo (1983) and Burn (1992) emphasized the need for 

understanding the multicultural nature of the world and 

creating counselor education programs sensitive to the needs 
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of minorities. Burn and Trujillo concluded that educational 

foundations must be established for society to develop a 

greater sense of global awareness and therefore allow many 

value systems to exist in harmony. 

Efforts for enhancing the effectiveness of cross-

cultural interventions emphasized the need for counselors to 

assess their own, as well as their clients', cultural value 

systems (Fukuyama & Neimeyer, 1983). Katz (1985) argued 

that the continued use of a theory base predicated on a 

single world view and a single set of assumptions limits 

counselors' abilities to be effective cross-culturally. 

Katz's recommendations included identifying the strategies, 

theories, and models appropriate for specific populations 

and expanding the number of minorities in the counseling 

profession. 

To compound the problems of multicultural counseling, 

which has been labeled as "young" (Ponterotto & Sabnani, 

1989) and "in a stage of considerable flux" (Heath et al., 

1988), the number of studies of African-Americans continues 

to outnumber studies on other minority groups (Native-

Americans, Asian Americans, and Hispanics) combined 

(Atkinson, 1985). In a five-year content analysis of 

published articles written between 1979 and 1984 on minority 

issues in the Journal of Multicultural Counseling and 

Development (JMCD) (Ponterotto, 1986), 88 percent of all 

multicultural counseling articles had either a primary or 
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implicit focus on African-Americans. A second five-year 

study covering the period from 1985 to 1989 of the articles 

published on multicultural in the JMCD (Bennett et al., 

1991), despite revealing a reduced emphasis on African-

Americans (43% of the articles) did not show a corresponding 

increase for Hispanics. In fact Hispanics were the subjects 

of only 4 percent of contributed articles. In essence, this 

imbalance results in generalizations to other ethnic 

minorities that were based on the results obtained from 

African-American participants (Atkinson, 1985). 

Self-Esteem and School Attitude 

Velez-Ibanez and Greenburg (1992) contended that 

Hispanic populations are a diverse category. Further, they 

maintained that undifferentiated comparisons of groups only 

create a comparative "ecological" fallacy, which rather than 

enhancing understanding leads to the creation of 

stereotypes. It is imperative, therefore, that each 

population (i.e., Mexican-Americans, Puerto Ricans, and 

Cubans) be placed in its appropriate historical, regional, 

and ecological niche. In this way, it is possible to 

decipher the paradoxes and contradictions of relations 

between occupation, education, and school performance. 

Velez-Ibanez and Greenburg noted that Mexican-Americans are 

predominantly an employed, working-class population 

concentrated in the Southwestern United States. They attend 
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schools that are generally lacking in cultural understanding 

of the family-based reservoir of knowledge that could be 

used for instruction. Western-style teaching methods 

possibly contribute to the fracturing of literacy capacities 

of parents, which in turn contributed to the parents' 

inability to transmit literate knowledge to the next 

generation. 

Existing evidence suggests that the educational system 

has been unresponsive to Mexican-American needs. In their 

research on self-esteem and delinquent behaviors in African-

American, Caucasian, and Hispanic school populations, Leung 

and Drasgow (1986) reported that Hispanics tended to have 

the lowest levels of self-esteem among the three groups. 

Low level of self-esteem in school-aged Hispanics living in 

the S. Bronx was also reported by Marin (1990), who 

concluded that many Hispanics from lower income families 

with low self-esteem levels were less likely to graduate 

from high school than their counterparts with high self-

esteem. Ascher's (1988) research indicated that poor 

Hispanics and African-Americans tended to be retained in 

grade in numbers that were disproportionate to their actual 

grade enrollment because minorities are likely to be 

perceived as low-achieving and/or troublesome students. 

Consequently, Ascher wrote that retention produced negative 

effects including low self-esteem, poor motivation, poor 

school attitude, and an increased likelihood of dropping out 
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of school. Ascher further wrote that this inadequate 

response to serving the academic needs and raising self-

esteem of Mexican-Americans is especially tragic since 

schools have both the opportunity and the responsibility for 

enhancing their self-esteem and school attitudes. Although 

not limited to minority students, Hoge (1990) conducted a 

longitudinal study with 322 sixth and seventh graders 

covering six years and reported that school experiences can 

affect self-esteem, positively. Although the impact might 

vary from year-to-year, the overall climate of school and 

teacher feedback was shown to influence school attitudes and 

global self-esteem, positively. Reasoner (1992) found that 

school programs which only made students feel good failed to 

improve the internal source of self-esteem directly related 

to responsibility and school achievement. However, schools 

that chose to build positive self-esteem through faculty and 

student involvement showed positive changes in the attitudes 

of students and teachers. In the Reasoner study (1992), 

students exhibited increased cooperative behavior, and 

greater academic motivation, with teachers feeling more 

secure, cohesive, and competent. Jones (1990) identified 

lack of self-esteem as the root cause of many problems in 

our social institutions (churches, schools, cities, etc.). 

The California Task Force to Promote Self-Esteem and 

Personal and Social Responsibility recommended the 

enhancement of self-esteem by social institutions to 
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vaccinate minority and urban families against problems 

manifest in their communities. 

Regardless of their background, low self-esteem has 

^®?!1J!^°^"^®^^®^ ^^ ^ common characteristic of at-risk 

students, especially students assigned to alternative 

schools (Conant, 1992; Flores, 1991; Joseph, 1992; Marged, 

1990). Because at-risk students have often felt alienated 

in traditional school settings, alternative schools have 

often targeted increasing student self-esteem and providing 

a more supportive environment to help at-risk students 

(Conant, 1992; Kallman, 1991; Marged, 1990). Alternative 

schools provide at-risk students with enrichment programs, 

special counseling services, and greater structure to 

maximize the at-risk students' potential for success. 

Nearly 50 percent of Hispanic students in the United States 

are at-risk of dropping out of school before graduation. 

Perhaps "push-out" is a more descriptive term for many 

Hispanic students because although they may desire to stay 

in school, they feel powerless to succeed in the traditional 

school environment (Flores, 1991). The supportive 

environment offered by alternative schools has proven to be 

an effective means for improving student self-esteem, 

reducing dropout rates, and increasing student productivity 

(Conant, 1992). 
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Peer Cnnng^l ing Prngr;:<mg 

The National Center for Parents in Dropout Prevention 

(1987) provides information and guidance to United States 

educators and community leaders interested in programs 

concerned with dropout prevention. One of the primary 

intervention programs of the Center is peer counseling. 

Throughout the United States and Canada, colleges and public 

schools have implemented peer counseling programs (Avis, 

1987; Bowman, 1987; Mitchum, 1989; Sandoval & Wilson, 1987). 

Peer counseling, first introduced in 1971, is a program for 

peer counseling techniques which have been used in areas 

that vary from improving social skills to coping with cancer 

(Carr, 1988; Goodell, 1984; Guttman, 1985). 

Peer counseling programs have existed in various forms 

for more than two decades (Mosher & Sprintall, 1971). Peer 

counseling has assisted students experiencing personal 

problems; it has also contributed significantly to their 

psychological education. Within the existing social 

network, peer counselors help others by utilizing the tools 

of communication, problem-solving techniques, and support 

skills. At Paltonville Heights Junior High, Maryland 

Heights, Missouri, 39 seventh grade Peer Assistance Leaders 

(PALS) worked in small groups with 250 seventh graders. 

Meetings were held during English class or 30 minutes once a 

week to discuss values and to participate in values games. 

Following evaluation of the program, the results indicated 
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that the involvement of properly trained peer assistants 

(PALS) reduced discipline referrals to a minimum for the 

students participating in the classes and was especially 

helpful among those class members who talked openly about 

their problems (Tindall & Gray, 1985). Following his work 

with peer counseling programs, De Rosenroll (1986) 

recommended peer counseling programs as natural support 

systems for adolescents. With appropriate training and 

guidance via peer counseling workshops, adolescents are 

capable of working effectively with one or other adolescents 

in both school and social settings. De Rosenroll concluded 

that the school-based, peer counseling program was 

practical, cost-efficient, and effective. Other researchers 

(Garner, Martin, & Martin, 1989; Hoover, 1984; Marks & 

McEvers, 1989) provided credence for the effectiveness of 

peer counseling in improving grades, retention, behaviors, 

attitudes toward school and positive self-esteem, and 

decreasing violence. Additional research by Bowman (1983, 

1986) and Huey and Rank (1984) provided further support for 

schools initiating peer counseling programs. Through 

systematic and carefully planned selection, training, and 

supervision of peer facilitator groups, students can reach 

out and help their peers. In an analysis of 143 adolescent 

drug prevention programs, Tobler (1986) concluded that peer 

assistance programs were highly successful in reducing drug-

abusing behaviors by at-risk adolescents, including drug 
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abusers, juvenile delinquents, and students experiencing 

school problems. Hawkins' (1987) review of substance abuse 

prevention programs for high-risk adolescents corroborated 

the results of Tobler's study and characterized peer 

guidance programs as efficient for mainstream adolescents 

and high-risk youths. 

Since a key component in peer counseling programs is 

the enhancement and maintenance of a healthy self-esteem, a 

quality vital for academic achievement (Bean & Clemes, 1978; 

Harris, 1980; Valenzuela, 1983), it is likely that a peer 

counseling program is appropriate for at-risk Hispanic 

adolescents. Lyons (1985) reported that GPAs for high-risk 

college freshmen were significantly improved after one 

semester of utilizing peer counselors and providing 

opportunities for enhancing feelings of self-esteem and 

belonging, qualities that become especially important since 

they have a direct link to school attitude (Lyons, 1985). 

In turn, a positive school attitude is important for success 

because a positive attitude fosters academic success, school 

involvement, and decreased dropout rates (Colangelo, 1987; 

Karnes & Whorton, 1988; Sterns, 1986). 

Critical Evaluation 

In 1967, Rosen cautioned that we lack knowledge about 

the relationship that exists between client preferences 

regarding the counselors' ethnicity and the counseling 
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processes and outcomes. Although the past two decades 

witnessed an increasing number of research studies on 

multicultural counseling, most of the research focused on 

African-American and Caucasian therapeutic pairs (Atkinson, 

1985). Combined studies on Asian-Americans, Native-

Americans, and Hispanics fell significantly below the 

studies conducted on African-American-Caucasian 

relationships. Consequently, generalizations to other 

ethnic minorities were often made on the results of studies 

involving African-American participants (Atkinson, 1985). 

The Delphi poll (Heath et al., 1988) predicted a 50 percent 

increase in the number of publications related to Hispanics; 

however, the prediction has not become reality, for only 3 

percent of the publications focused on the Hispanic 

population. Bennett et al. (1991) advocated that proactive 

efforts are necessary in the remediation of the severe 

underrepresentation of studies on Hispanics (Bennett et al., 

1991). 

To further compound the paucity of research of 

Hispanics' multicultural issues, academic institutions and 

agencies are dominant in using African-Americans in their 

multicultural research. Researchers (Atkinson, 1985; 

Bennett et al., 1991; Ponterotto, 1986) noted that 90 

percent of the multicultural publications were university 
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contributions, and one review (Bennett et al., 1991) of 90 

multicultural publications reported an even higher rate, 93 

percent of the publications were university-based. The 

dominance of academic institutions presents the possibility 

of narrowed focus and bias in research findings. Since 

researchers in universities often solicit college students 

as participants, their research may not generalize to the 

larger minority population (Casas, 1984). Consequently, 

Atkinson (1985) wrote that additional research needs to be 

conducted with various minority groups to determine the 

possible effects of ethnicity on diagnosis, process, 

treatment, and outcome. 

Past research is further limited by heavy reliance on 

correlational analysis, sample survey or questionnaire 

designs, and analogue methods in obtaining data. As early 

as 1967, Rosen stated that while correlational or sample 

survey designs and questionnaire methods of data collection 

are useful, a need also existed for the application of 

experimental designs. Dreger and Miller (1968) suggested 

that multivariate analysis of variance (MANOVA) might be a 

preferable design for research in multicultural counseling 

issues. In 1983, Atkinson, Abramowitz, and Murray (1983) 

supported the use of experimental designs encompassing 

treatment cycles from diagnosis to end results. They stated 
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that seven or eight sessions of actual counseling would be 

far more revealing than the client's reaction to a ten 

minute video tape or a client interview method using an 

analogue or initial interview study. Similarly, Ponterotto 

(1986), following his review of 88 multicultural studies in 

which only one employed MANOVA, emphasized the need for more 

research to employ MANOVA, a more powerful statistical tool. 

In another review of 90 articles (Bennett et al., 1991), 

the authors noted that MANOVA procedures were used only nine 

times and urged an increase in use of this procedure. With 

50 percent of the Hispanic school population at-risk of not 

graduating from high school, there is an urgent need for 

outcome-based research to determine intervention treatments 

which can be employed quickly, efficiently, and cost 

effectively in the public school system (Flores, 1991). 

In summary, the research reported in this chapter 

suggests that peer counseling programs are viable programs 

for providing immediate relief and help for Hispanic 

students at-risk for dropping out of school. Although the 

research was not in complete agreement, there was an 

indication that counselor ethnicity in therapy was related 
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to cultural commitment. Specifically, participants with 

strong commitments to Mexican-American (Hispanic) culture 

expressed preferences for ethnically similar counselors. In 

three separate studies (Lopez et al., 1991) Hispanics 

indicated a preference for counselors of the same ethnicity. 

In a similar vein, Gordon and Grantham (1979) maintained 

that disadvantaged individuals have a slight preference, 

although not statistically significant, for helpers of the 

same ethnicity, with a definite preference for helpers of 

the same socioeconomic background. The literature reviewed 

suggested that peer counseling programs can provide 

ethnically similar counselors quickly, effectively, and at 

little cost. Further the literature review suggested that 

peer counseling is a powerful support system for 

adolescents, especially those needing immediate help; 

further, it is effective in combating low self-esteem and 

poor school attitudes, which are frequently the cause of 

academic difficulties and behavioral problems (Bowman, 1983; 

Carr 1988; De Rosenroll, 1986; Garner et al., 1989; Goodell, 

1984; Peppas & Peterson, 1988). According to the research, 

the peer counseling program offers a new program that has 

the potential for reducing the school drop out rate and 

represents an alternative to increasing previous programs 
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that have failed to meet the needs of at-risk students. 

Therefore, increasing programs which have previously failed 

is not the answer to the needs of at-risk students. 
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CHAPTER III 

METHODOLOGY 

The methodology is presented in the following 

categories: participants, procedure, instrumentation, 

experimental design, and data analysis. 

Participan-hfi 

Counselee Selection 

Following approval for this study by the Chairman of 

the Division of Educational Psychology and Leadership, this 

study was conducted at an alternative school for at-risk 

students. A total of 40 at-risk Hispanic students (20 

females and 20 males) were used in this study. To analyze 

the effects of ethnicity and training (independent 

variables) on the dependent variable of self-esteem only 32 

of the 40 counselees were used. To assess the effects of 

training on the dependent variable of school attitude, all 

40 participants were employed. The 40 participants 

(counselees) were all assigned to the alternative school. 

Project Intercept, Lubbock I.S.D., Lubbock, Texas. Upon 

enrollment at Project Intercept, prospective participants 

and their parents were given information concerning the 

Youth Helping Youth Program. At that time, parents and 

students either accepted or rejected the opportunity to 

participate in a peer counseling program for 10 sessions. 

Of the 120 students presented with the opportunity to 
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participate, 38 declined to participate in the program, 40 

completed the program, and 42 started the program but did 

not complete the required 10 sessions. To study self-

esteem, students were assigned to one of four treatment 

groups by casting a die two times per student. Students 

rolling an odd and then even number were placed in Group I 

(non-Hispanic trained peer counselors), students rolling two 

even numbers were placed in Group II (Hispanic trained peer 

counselors), students rolling two odd numbers were placed in 

Group III (non-Hispanic untrained peer counselors), and 

students with even and then odd numbers were placed in Group 

IV (Hispanic untrained peer counselors). Before rolling the 

die, volunteer counselees were separated according to gender 

and grade level into groups of four to insure even 

distribution throughout the test cells. Groups I and II 

contained seven students each, and Groups III and IV 

contained nine students each. To study school attitude, 

counselees cast a die to be assigned to either trained peer 

counselors (even numbers) or the untrained peer counselor 

(odd numbers) sub-groups. A total of 19 (nine in the 

trained sub-group and ten in the untrained sub-group) 

seventh and eighth grade students constituted one group. 

The other experimental group consisted of 21 (11 in the 

trained sub-group and 10 in the untrained sub-group) ninth 

and tenth grade students. Since all participants were 
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minors, permission forms signed by the parents or legal 

guardian were required for participation (see Appendix A). 

The 40 Hispanic counselees (20 males and 20 females), 

who participated in this study ranged from 13-16 years of 

age. The average grade level of the participants was 8.5 

with 47.5 percent of the participants coming from the 

seventh and eighth grades and 52.5 percent of the other 

participants coming from the ninth and tenth grades. 

Approximately 83 percent of the 40 students were from a 

lower socioeconomic background. The major problems that 

caused the students to be assigned to Project Intercept were 

poor peer relations (fighting), poor staff/faculty relations 

(disrespect, physical assaults, and verbal assaults), 

truancy, and drug related difficulties (possession of drugs, 

under the influence of drugs, or drug peddling). 

Peer Counselor Selection 

This study was conducted with 12 peer counselors. 

Although great effort was made to recruit Hispanic 

counselors, only four Hispanic peer counselors participated 

in this study; the remaining eight peer counselors were non-

Hispanic students. The peer counselor program was 

publicized extensively at 0. L. Slaton Junior High School in 

Lubbock, Texas, to recruit ninth grade students for peer 

counselor training and work at Project Intercept. A list of 

names of interested students was compiled by a participating 

counselor at O. L. Slaton Junior High School, who initially 
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screened the applicants for suitability in peer counselor 

training. Initial requirements were proper role model 

potential, passing grades, and a desire to help young 

people. 

Students passing the initial screening were given 

applications and parent permission forms (see Appendix B). 

Following the completion of the applications and permission 

forms, the prospective peer counselors were screened by a 

school staff panel composed of one of the student's present 

teachers, one counselor, and the principal. Written letters 

recommending the students were submitted by one of their 

current teachers and then rated, by use of an evaluation 

form (see Appendix C) completed by the counselor and the 

principal. Students who were rated "yes" for Overall Peer 

Counselor Potential on the evaluation form (Appendix C) were 

interviewed for training. The interviews were conducted 

using standard questions (see Appendix D), and those 

students who passed with overall ratings of 72 or higher 

entered the peer counselor program. This procedure resulted 

in a group of 12 peer counselors with four Hispanic and 

eight non-Hispanic students. 

Peer Counselor Training 

In order to have experimental groups, six of the 12 

peer counselors (four non-Hispanic and two Hispanic) were 

trained as peer counselors. A die was cast to randomly 
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assign peer counselors to training or non-training groups. 

Non-Hispanics and Hispanics who drew even numbers (2, 4, or 

6) were assigned to receive training (Groups I and II). Odd 

numbered (1, 3, or 5) students (Groups III and IV) received 

instructions only on counselor ethics, confidentiality, and 

minimal techniques to encourage clients to talk (see 

Appendix E). 

Peer counselors received Peer Assistance Leader (PALS) 

counselor training from the researcher. The PALS training 

was based on 12 training modules described by Tindall and 

Gray (1985). The modules taught eight basic techniques of 

attending, empathizing, summarizing, questioning, 

genuineness, assertiveness, confrontation, and problem 

solving. The complete training program was conducted over 

two days and consisted of 12 training modules. Day one 

covered attending, empathizing, and summarizing skills (see 

Appendix E). Day two covered questioning, genuineness, 

assertiveness, confrontation, and problem solving skills 

(see Appendix F). Also included were techniques of 

reframing, role playing, and illusion of alternatives 

(Breit, Im, & Wilner, 1983). Peer counselors met on a one-

on-one basis at least twice weekly with an at-risk student 

for a minimum of 10 sessions per counselee. Sessions lasted 

approximately 40 minutes and were conducted during seventh-

period study hall. For ethical reasons, all peer counselors 

met weekly for supervision with the researcher. 
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Procednrp. 

After training the peer counselors and the assignment 

of the counselees to the various treatment groups, 

counseling sessions were begun during seventh period each 

day, Monday through Thursday. Fridays were set aside for 

the researcher to provide supervision to the peer 

counselors. A peer counselor worked one-on-one with each 

counselee for a maximum of ten counseling sessions. 

Sessions generally were forty minutes in duration and 

occurred at least twice a week. Upon completion of the 

counseling sessions, the researcher administered the 

Coopersmith Self-Esteem Inventories and the School Attitude 

Measure to each student. 

Instrumentation 

Coopersmith Self-Esteem Inventory 

The Coopersmith Self-Esteem Inventories (CSEI), 

developed by Coopersmith (1981), was the instrument 

administered to measure self-esteem. The original CSEI was 

developed in the late 1960s in conjunction with an extensive 

study of self-esteem with children (Coopersmith 1967). The 

CSEI is a widely recognized and widely used measure in 

evaluating self-esteem (Anastasi, 1988). The school form, 

consisting of a 58-item pencil-and-paper test of self-

attitude, was administered to students who were 15 years or 

less. Eight of the 58 test items constitute a "lie" scale 
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and are not included in the total self-esteem score. 

Responses to the school form were given using a Likert-type 

scale with responses of "like me" or "unlike me." The 

school form test score is derived by totaling the subscale 

scores (General-Self, Social-Self, Home-Parents, and School 

scores) and then multiplying the total by two. The school 

form scores equate roughly to percentile scores with the 

upper quartile representing high self-esteem, the middle two 

quartiles representing medium self-esteem, and the lower 

quartile representing low self-esteem. To develop norms, 

the authors administered the CSEI School Form to 1,748 

public school children. This administration resulted in mean 

scores of 72.2 for females and 70.1 for males; standard 

deviations were 12.8 and 13.8, respectively. 

Predictive validity was estimated by correlating CSEI 

scores with the Metropolitan Achievement Tests' reading 

scores through a regression analysis (Donaldson, 1974); the 

validity resulted provided a General-Self correlation of 

.35, interpreted a fair predictor of reading achievement. 

To estimate construct validity, Kokenes (1974) performed a 

factor analysis of the CSEI responses of 7,600 children in 

grades 4 though 8. She determined that there was 

significant congruence between obtained dimensions and the 

CSEI measures of self-esteem. The Kuder-Richardson 

reliability estimates (KR-20) exceed .80 for grades 5, 6, 

and 12 (Adair, 1984). Administering more than 7,500 CSEI 
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tests, Kimball (1972) generated KR-20s in excess of .86 for 

grades 4 through 8. 

School Attitude Measure 

The School Attitude Measure (SAM), developed by Dolan 

and Enos (1980), was used to measure the participants' 

school attitude. This inventory, designed for 

administration in grades 4 through 12 and available in 

Spanish, evaluates students' views of their academic 

environment and of themselves as competent students. The 

test is divided into five subscales: motivation for 

schooling, academic self-concept (performance based), 

academic self-concept (reference based), students' sense of 

control over performance, and sense of instructional mastery 

(Dolan, 1983). The responses on a Likert scale is divided 

into four types of answers: never agree, sometimes agree, 

usually agree, and always agree. SAM Form I/J level tests 

were administered to grades 7-8 and Form K/L tests were 

administered to grades 9-10. All test scoring was done by 

computer services of American Testronics, Iowa City, Iowa. 

Scores were reported in the form of national percentiles. 

An affective measure is invalid if it maintains a high 

correlation between its own performance and the performance 

on a reading achievement test. The correlations between the 

SAM Totals and Reading Totals of the National Achievement 

Test range from 0.02 at grade 3 to 0.32 in grades 9 and 10 
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(Wick, 1990). The mean intercorrelation coefficient among 

the SAM subscales is .56, thus demonstrating that the SAM 

consistently measures the affective rather than the 

cognitive domain. The Reliability coefficient, 

establishing coefficient alpha estimates for total SAM 

scores, was .89 for grade 5; .94 for grade 8; and .95 for 

grade 11 (Dolan, 1983). 

Experimental Design 

The first part of this study was designed using a 2 x 2 

factorial design to assess the effect of peer counselor 

ethnicity and peer counselor training on the dependent 

variables of the general, social, home and school self-

esteem subscales of the Coopersmith Self-Esteem Inventories. 

Effect A on the dependent variables was the ethnicity of the 

peer counselor (Hispanic vs. non-Hispanic). Effect B was 

the effect of training (absence or presence) for peer 

counselors on the dependent variables. The third effect was 

the A X B interaction. The second part of this study used a 

1 x 2 design to study the simple effects of the independent 

variable of peer counselor training (trained vs. untrained) 

on the dependent variables of the School Attitude Measure 

subscales: Motivation for Schooling, Academic Self-Concept 

(Performance Based), Academic Self-Concept (Reference 

Based), Sense of Control Over Performance, and Instructional 

Mastery. 
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Data Analygig 

For the MANOVA and ANOVA tests, Pillai's Trace and F-

tests values were used, respectively, to control for the 

Type I experiment-wise error rate at the preset alpha level 

of .05. The data collected from this 2 x 2 factorial design 

were analyzed via two-way multivariate analysis of variance 

(MANOVA), two-way univariate analysis of variance (ANOVA), 

and one-way analysis of variance (ANOVA). Two-way MANOVA 

procedures sought linear combinations of the dependent 

variables, self-esteem subscale scores (general, social, 

home, and school) to best separate the experimental groups. 

The analysis procedure addressed the issue of whether or not 

peer counselor ethnicity and peer counselor training, 

separately or interactively, can affect the self-esteem of 

at-risk Hispanic adolescents. To determine more 

specifically the sources of variance, four separate two-way 

ANOVA were conducted to quantify the effects of ethnicity 

and training on the individual dependent variables of 

general, social, home, and school self-esteem. The ANOVA's 

investigated the extent of the effects that ethnicity and 

training would have on each dependent variable of the self-

esteem subscale scores. In instances where there was 

significant interaction between the independent variables of 

ethnicity and training, one-way ANOVA procedures were 

employed to determine the simple effects of training (sample 

split by ethnicity) and ethnicity (sample split by training) 
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on the dependent variables of general, social, home, and 

school self-esteem. One-way ANOVA procedures were also used 

to determine the simple effect of peer counselor training 

(trained vs untrained) on the dependent variables of School 

Attitude Measure subscales. In this way, the effect of 

individual sub-groups could be best assessed. In these 

ANOVA analyses, F-tests were used to control for Type I 

experiment-wise errors. Although the alpha level of .05 was 

used as the critical value for significance, the actual 

significance levels are generally also reported in the 

analyses. 
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CHAPTER IV 

RESULTS 

Dat9 Analysis on S^lf-Estepm Scores 

The mean and standard deviation statistics for the CSEI 

total scores by experimental condition are illustrated in 

Table 1. A total of 32 students were tested with a 

resulting Cronbach coefficient alpha of .67. The grand mean 

for self-esteem scores was 60.31, a finding consistent with 

studies conducted by Coopersmith (1980), Donaldson (1974) 

and Owens (1971) on Hispanics, wherein the group mean scores 

were 61.2, 63.6, and 64.0, respectively. Upon inspection of 

sub-group scores by experimental condition, the non-Hispanic 

trained counselors attained the highest mean score, 71.71. 

Interestingly, the group with the next highest mean score, 

was the Hispanic untrained counselors with a mean of 65.55. 

The two treatment groups with the lowest mean self-esteem 

scors were the non-Hispanic untrained counselors (mean 

score, 54.67) and, lowest of all, the Hispanic trained 

counselors (mean score, 49.43). With the non-Hispanic 

trained counseling group having the highest scoring 

treatment variable and the Hispanic trained 

counselors as the lowest scoring group, two questions 

quickly surfaced that warranted further investigation: what 

possible adverse effect impacted the self-esteem scores of 
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Table 1: Mean and Standard Deviation of the Coopersmith 
Self-Esteem Inventories Total Scores by 
Experimental Conditions 

Grand 
Mean 

Experimental 
Condition Mean sp Minimum Maximum 

Non-Hispanic 
Trained Counselors 71.714 13.683 54 94 

Hispanic 
Trained Counselors 49.428 11.356 40 68 

Non-Hispanics 
Untrained Counselors 54.667 19.519 26 86 

Hispanic 
Untrained Counselors 65.555 10.760 58 84 

60.310 16.210 26 94 
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the Hispanic trained peer counselor group and what possible 

positive effect influenced the self-esteem scores of the 

non-Hispanic trained group? 

After examination of the descriptive statistics for the 

Coopersmith Self-Esteem Inventories subscale scores (see 

Table 2), the assumptions for normal distribution, 

sphericity, and homogeneity of variance were tested and 

satisfied. Furthermore, examination of the correlation 

coefficients (see Table 3) of the subscale scores revealed 

sufficient justification for use of MANOVA analysis rather 

than individual ANOVAs of each dependent variable. Thus, 

this analysis employed a two-way MANOVA with ethnicity and 

training as the independent variables and four self-esteem 

sub-scale scores as the dependent variables. Table 4 data 

of the two-way MANOVA of ethnicity-by-training approached 

statistical significance, F(4,25) = 2.366, p>.080. Even 

though statistical significance was not quite achieved by 

the interaction effect, however, analyses of the 

experimental data on an exploratory basis was still 

warranted. The limited sample sizes (n = 7-9/cell) of this 

study significantly increases the probability of Type II 

errors; therefore, the p>.08 is sufficient to merit further 

investigation. Neither the main effect of ethnicity, 

F(4,25) = .713, p>.591, nor training,F(4,25) = .040, p>.997, 

achieved statistical significance. 
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Table 2: Mean Scores of the Coopersmith Self-Esteem 
Subscale (Dependent Variables) by Experimental 
Condition 

Trained Non-Hispanic Hispanic 
Counselors Counselors Counselors 

General 

Social 

Home 

School 

Untrained 
Counselors 

General 

Social 

Home 

School 

19.00 

7.14 

4.57 

5.14 

14.33 

6.33 

2.89 

3.78 

13.14 

6.00 

3.00 

2.57 

17.22 

6.67 

4.56 

4.33 
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Table 3: Pearson Correlation Coefficients of Dependent 
Variables (Self-Esteem Sub-Scales) 

General Social Home School 

General 1.000 0.420 0.579 0.453 

Social 0.420 1.000 0.253 0.281 

Home 0.579 0.253 1.000 0.385 

School 0.453 0.281 0.385 1.000 
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Table 4: Summary of MANOVA with Independent Variables of 
Ethnicity and Training and Dependent Variables 
of General, Social, Home, and School 
(Coopersmith Self-Esteem Inventories Subscales) 

Source 
Hypoth. Error 

Statistic Value F DF Df Pr F 

Ethnicity Pillai's 
Trace .102 .713 4.00 25.00 .591 

Training Pillai's ^^^ 
trace .006 .040 4.00 25.00 .997 

Ethnicity-
by-Train-
ina Pillai's ^„^ 

Trace .265 2.366 4.00 25.00 .080 
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After determining the need for further analyses, two-

way ANOVA procedures were employed for the dependent 

variables of general, social, home, and school self-esteem. 

As illustrated in Table 5, the ANOVA revealed a significant 

interaction effect of ethnicity-by-training (see Figure 1) 

on general self-esteem, F(l,28) = 8.598, p<.007. Neither 

the main effect of ethnicity, F(l,28) = .401, p>.531, nor 

training, F(l,28) = .039, p>.845, approached significance. 

To further define sources of variance within the dependent 

variable of general self-esteem, four one-way ANOVA were 

implemented to test for the simple effect of each 

independent variable. One independent variable (i.e., 

training) was assessed, while the other independent variable 

(ethnicity) was held constant. Two of the four ANOVA that 

tested general self-esteem proved significant. By holding 

training constant, the trained, non-Hispanic peer counselors 

were significantly more effective in positively affecting 

self-esteem than the trained, Hispanic peer counselors, F 

(1,12) = 9.551, p< .009 (see Table 6). Also, by holding 

ethnicity constant, the untrained Hispanic peer counselors 

had a significantly more positive effect on general self-

esteem than the trained, Hispanic peer counselors, F (1,14) 

= 5.142, p< .039 (see Table 7). 

As illustrated in Table 8, the ANOVA procedure for the 

dependent variable of social self-esteem failed to reveal 

significance of main effect or interaction effect. 
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Table 5: Summary of ANOVA with Independent Variables of 
Ethnicity and Training and Dependent Variable of 
General Self-Esteem (Coopersmith Subscale) 

Source 

Ethnicity 

Training 

Ethnicity-
Training 

Explained 

Residual 

Total 

SS 

7.031 

.679 

•By-

150.596 

158.306 

490.413 

648.719 

DF 

1 

1 

1 

3 

28 

31 

MS Sig of F 

7.031 

.679 

.401 

.039 

.531 

.845 

150.596 8.598 * .007 

52.769 3.013 * .047 

17.515 

20.926 

* p<.05 

X = Non-Hispanics 
O = Hispanics 

20 -
19 -
18 -
17 -
16 -
15 -
]4 -
13 -
12 -

X 

0 

Trained 

0 

X 

Untrained 

Figure 1 Interaction Effect of Peer Counselor 
Ethnicity and Training on the General Self-Esteem 
Subscale Scores 
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Table 6: Summary of ANOVA for General Self-Esteem by 
Ethnicity (Split by Training) 

Trained Peer Counselors 

Source DF ss MS F Sig of F 

Between Groups 1 120.071 120.071 9.551 *.009 

Within Groups 12 150.857 12.571 

Total 13 270.928 

Untrained Peer Counselors 

Source DF SS MS F Sig of F 

Between Groups 1 37.555 37.555 1.769 .202 

Within Groups 16 339.555 21.222 

Total 17 377.110 

* p<.05 
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Table 7: Summary of ANOVA for General Self-Esteem by 
Training (Split by Ethnicity) 

Nnn-Hisprinir, Pppr rrM,r̂c.p-|p rs 

Source DF ss MS F Sig of F 

Between Groups 1 85.750 85.750 3.848 .070 

Within Groups 14 312.000 22.286 

Total 15 397.750 

Hispanic Peer Counselors 

Source DF SS MS F Sig of F 

Between Groups 1 65.525 65.525 5.142 *.039 

Within Groups 14 178.413 12.744 

Total 15 243.938 

* p<.05 
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Table 8: Summary of ANOVA with Independent Variables of 
Ethnicity and Training and Dependent Variable of 
Social Self-Esteem (Coopersmith Subscale) 

Source 

Ethnicity 

SS 

.781 

DF MS 

.781 

Sig of F 

.372 .547 

Training .040 .040 .019 .891 

Ethnicity-By-
Training 4.290 4.290 2.041 .164 

Explained 5.112 1.704 .811 .499 

Residual 58.857 28 2.102 

Total 63.969 31 2.064 
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However, Table 9 illustrates a significant interaction 

effect of ethnicity-by-training on the dependent variable 

of home self-esteem, F(l,28) = 4.287, p<.048. The main 

effects of ethnicity, F(l,28) = .104, p>.750, and training, 

F(l,28) = .007, p>.936 did not reach the .05 level of 

significance. Despite the interaction effect at the .048 

level, further one-way ANOVAs to test for the simple effects 

on home self-esteem failed to detect significant differences 

(see Tables 10 and 11). 

Table 12 reveals yet another instance of a significant 

interaction effect (see Figure 3) on a dependent variable of 

school self-esteem, F(l,28) = 4.723, p<.038. However,the 

main effects of ethnicity, F(l,28) = 1.296, p>.265, and 

training, F(l,28) = .076, p>.785, did not result in 

significance. Since a significant interaction effect on 

school self-esteem was detected, four one-way ANOVAs (see 

Tables 13 and 14) were implemented to determine the simple 

effect of each independent variable on the dependent 

variable of school self-esteem. To assess the simple effect 

of each independent variable, the other independent variable 

was held constant in the four separate ANOVAs. Using this 

method, one of the four ANOVAs yielded a significant results 

and one ANOVA approached significance. By holding training 

constant, the trained, non-Hispanic peer counselors proved 

to be more successful at affecting school self-esteem than 
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Table 9: 

Source 

Ethnicity 

Training 

Ethnicity-
Training 

Explained 

Residual 

Total 

Summary of ANOVA with Independent Variables of 
Ethnicity and Training and Dependent Variable of 
Home Self-Esteem (Coopersmith Subscale) 

-By-

SS 

.500 

.032 

20.643 

21.175 

134.825 

156.000 

DF 

1 

1 

1 

3 

28 

31 

MS 

.500 

.032 

20.643 

7.058 

4.815 

5.032 

F Sig of F 

.104 .750 

.007 .936 

4.287 *.048 

1.466 .245 

* p<.05 

5 -

4 -

3 -

2 -

X 

Trained 

X = Non-Hispanics 
O = Hispanics 

X 

Untrained 

Figure 2: Interaction Effect of Peer Counselor Ethnicity 
and Training on the Home Self-Esteem Subscale 
Scores 
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Table 10: Summary of ANOVA for Home Self-Esteem by 
Ethnicity (Split by Training) 

Trained Peer Counselors 

Source DF SS 

Between Groups 1 

Within Groups 12 

MS Sig of F 

8.643 8.643 1.797 .205 

57.714 4.809 

Total 13 66.357 

Untrained Peer Counselors 

Source DF SS MS Sig of F 

Between Groups 1 

Within Groups 16 

12.500 12.500 2.594 .127 

77.111 4.819 

Total 17 89.611 
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Table 11: Summary of ANOVA for Home Self-Esteem by Training 
(Split by Ethnicity) 

Non-Hispanic Peer Counselors 

Source DF SS MS F Sig of F 

Between Groups 1 11.147 11.147 2.037 .175 

Within Groups 14 76.603 5.472 

Total 15 87.750 

Hispanic Peer Counselors 

Source DF SS MS F Sig of F 

Between Groups 1 9.528 9.528 2.291 .152 

Within Groups 14 58.222 4.159 

Total 15 62.750 
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Table 12: Summary of ANOVA with Independent Variables of 
Ethnicity and Training and Dependent Variable of 

Source 

Ethnicity 

Training 

Ethnicity-By-
Training 

Explained 

Residual 

Total 

SS 

5.281 

.310 

19.250 

24.842 

114.127 

138.969 

DF 

1 

1 

1 

3 

28 

31 

MS 

5.281 

.310 

19.250 

8.281 

4.076 

4.483 

F 

1.296 

.076 

4.723 

2.032 

Sig of F 

.265 

.785 

*.038 

.132 

* p<.05 

X = Non-Hispanics 
O = Hispanics 

5 -

4 -

3 -

2 -

X 

O 

O 

X 

Trained Untrained 

Figure 3 Interaction Effect of Peer Counselor Ethnicity 
and Training on the School Self-Esteem Subscale 
Scores 
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Table 13: Summary of ANOVA for School Self-Esteem by 
Ethnicity (Split by Training) 

Trained Peer Counselors 

Source DF SS MS F Sig of F 

Between Groups 1 23.143 23.143 7.200 *.019 

Within Groups 12 38.571 3.214 

Total 13 61.714 

Untrained Peer Counselors 

Source Df SS MS F Sig of F 

Between Groups 1 1.389 1.389 .294 .595 

Within Groups 16 75.555 4.722 

Total 17 76.944 

* p<.05 
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Table 14: Summary of ANOVA for School Self-Esteem by 
Training (Split by Ethnicity) 

Non-Hispanic Peer Counselors 

Source Df SS MS F Sig of F 

Between Groups 1 7.337 7.337 1.380 .260 

Within Groups 14 74.413 5.315 

Total 15 81.750 

Hispanic Peer Counselors 

Source DF SS MS F Sig of F 

Between Groups 1 12.223 12.223 4.308 .057 

Within Groups 14 39.714 2.837 

Total 15 51.937 
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the trained, Hispanic peer counselors, F (1,12) = 7.200, p< 

.019 (see Table 13). Another ANOVA procedure approached 

statistical significance by testing for the simple effect of 

training by holding ethnicity constant. In this instance, 

the untrained, Hispanic peer counselors had a more positive 

effect on school self-esteem than the trained, Hispanic peer 

counselors, F (1,14) = 4.308, p> .057 (see Table 14). 

The two-way ANOVA on social self-esteem was the only 

dependent variable which failed to yield a significant 

interaction effect. However, the pattern of interaction was 

the same for all four dependent variables. 

Data Analysis on School Attitude Scores 

To measure the dependent variable of school attitude in 

this study, the School Attitude Measure (form I/J) was 

administered to 19 seventh and eighth graders. The 

equivalent SAM test (form K/L) was also administered to 21 

ninth and tenth grade Hispanic students. The design of this 

study was a 1x2 design with two levels of peer counselor 

training (trained vs untrained) as the independent variable. 

Of the seventh and eighth grade group (junior high), nine 

students received ten counseling sessions from trained peer 

counselors, while ten students received ten counseling 

sessions from untrained counselors. This procedure was 

repeated for the ninth and tenth grade group (high school) 

with eleven students in the trained sub-group and ten 
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students in the untrained sub-group. Five separate ANOVAs 

on the junior high group and the high school group using the 

five sub-scales of the SAM as the dependent variables were 

used. This procedure afforded greater specificity in trying 

to account for the sources of variance in school attitude. 

Despite Cronbach's alpha coefficients in excess of .90 for 

the junior high school and high school SAM, no discernable 

variations across grade levels were revealed upon 

examination of the descriptive statistics (see Tables 15 and 

16). The only discernible trend for sub-scale scores and 

total SAM scores was the tendency for mean scores of the 

seventh, eighth, ninth, and tenth grades to be slightly 

below the national average. 

The ANOVAs for all the sub-scale dependent variables 

(motivation for school, academic self-concept: performance 

based, academic self-concept: reference based, sense of 

control over performance, and instructional mastery) 

revealed no significant variance for either the junior high 

group or the high school group (see Tables 17 and 18). 
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Table 15: Mean SAM Scores of the Junior High School Group 
by Experimental Condition 

Dependent Trained Untrained Total 
Variable Group Group Population 

Motivation 
for 
School 41.89 42.30 42.11 

Academic 
Self-Concept: 
Performance 
Based 38.00 39.80 38.95 

Academic 
Self-Concept: 
Reference 
Based 37.89 42.00 40.05 

Sense of 
Control Over 
Performance 43.44 48.80 46.26 

Instructional 
Mastery 36.78 37.60 37.21 
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Table 16: Mean SAM Scores of the High School Group by 
Experimental Condition 

Dependent Trained Untrained Total 
Variable Group Group Population 

Motivation 
for 
School 51.00 47.70 49.43 

Academic 
Self-Concept: 
Performance 
Based 47.36 46.10 46.76 

Academic 
Self-Concept 
Reference 
Based 47.09 46.20 46.76 

Sense of 
Control Over 
Performance 58.27 55.20 56.81 

Instructional 
Mastery 45.36 42.20 43.86 
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Table 17: Seventh and Eighth Grade One-Way Tests of 
Variance with the Independent Variable of 
Training and Dependent Variables of the School 
Attitude Measure Subscales 

Variables 
(Subscales) MS SS F Sig of F 

Motivation 
for 
Schooling .801 .801 .011 .916 

Academic 

Self-Concept 
Performance Based 15.347 15.347 .129 .724 

Academic 
Self-Concept 
Referenced Based 

Sense of Control 
Over 
Performance 

Instructional 
Mastery 

80.058 

135.862 

3.202 

80.058 

135.862 

3.202 

.956 

2.880 

.036 

.342 

.108 

.851 
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Table 18: Ninth and Tenth Grade One-Way Tests of Variance 
with the Independent Variable of Training and 
Dependent Variables of the School Attitude 
Measure Subscales 

Variables 
(SubScales) 

Motivation 
for Schooling 

MS 

57.043 

SS 

57.043 

Sig of F 

.396 .537 

Academic 
Self Concept 
Performance Based 8.364 8.364 .865 .772 

Academic 
Self-Concept 
Referenced Based 4.157 4.157 .031 .861 

Sense of Control 
Over 
Performance 49.456 49.456 .784 387 

Instructional 
Mastery 52.425 52.426 .566 461 
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CHAPTER V 

DISCUSSION 

Summary 

The purpose of this study evolved from the need to 

achieve a greater sense of balance in the field of 

multicultural counseling research. During the last 25 

years, multi-cultural counseling research has increased 

greatly; however, this research has been concerned with 

African-American and Caucasian counselor-client dyads 

(Atkinson, 1985). Heath, Neimeyer, and Pedersen (1988) 

predicted that there would be a 50 percent increase in the 

number of publications related to Hispanics. With so few 

articles on Hispanics in the literature, the authors 

recommended immediate proactive efforts to redress this 

imbalance. 

To compound this problem of imbalance, Ponterotto 

(1986) and Bennett et al. (1991) noted that a predominance 

of university-based multicultural studies may have resulted 

in limited generalizability of the findings. Furthermore, 

Casas (1984) cautioned that the continued use of college 

students as research participants limits the 

generalizability of data to a larger minority population. 

To broaden multicultural counseling theory and limit 

problems of generalizability, the present study tested its 

research questions using Hispanic participants attending a 
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public school. At-risk Hispanic adolescents in a secondary, 

alternative public school were used to test the following 

questions: 

(1) What is the effect of peer counselors' training on 

the self-esteem of at-risk Hispanic adolescents in 

counseling? 

(2) What is the effect of peer counselors' ethnicity 

on the self-esteem of at-risk Hispanic adolescents? 

(3) What is the interaction effect of peer counselor 

training and ethnicity on the self-esteem of at-risk 

Hispanic adolescents in counseling? 

(4) What is the effect of peer counselor training on 

the school attitude of at-risk Hispanic adolescents? 

A total of 40 at-risk Hispanic adolescents and 12 peer 

counselors (four Hispanics and eight non-Hispanics) 

participated in this study. These participants consisted of 

Hispanic students from the Lubbock I.S.D. and represented 

eight junior high schools and four high schools. For the 

self-esteem assessment, 32 students were assigned to one of 

four treatment methods. Group I counselees received 

treatment from trained non-Hispanic peer counselors while 

Group II counselees received treatment from trained Hispanic 

peer counselors. Group III received treatment from 

untrained, non-Hispanic peer counselors, and Group IV 

received treatment from untrained Hispanic peer counselors. 

To assess school attitude, 40 counselees were divided into 
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groups of either trained peer counselors or untrained peer 

counselors. 

The design used to assess self-esteem was a 2 x 2 

completely crossed ethnicity-by-training factorial design, 

featuring two levels of the independent variable ethnicity 

(Non-Hispanic peer counselors and Hispanic peer counselors) 

and two levels of the independent variable training (trained 

peer counselors and untrained peer counselors). Two-way 

MANOVA procedures, two-way ANOVAs, and finally one-way 

ANOVAs were implemented to analyze the data obtained from 

the Coopersmith Self-Esteem Inventories. Only one-way 

ANOVAs were used for data analysis of the School Attitude 

Measure. 

The findings support three conclusions. First, trained 

non-Hispanic peer counselors can positively effect the self-

esteem of at-risk Hispanic adolescents. Second, untrained 

Hispanic peer counselors also can positively affect Hispanic 

students' self-esteem. Lastly, the findings suggest that 

peer counselor training can actually be detrimental to the 

effectiveness of the Hispanic peer counselors. 

Discussion 

The essence of this study focused on four basic 

questions concerning the self-esteem and school attitude of 

at-risk Hispanic adolescents in a peer counseling program. 
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The first question concerned the effect of training on self-

esteem. What is the effect of peer counselor training on 

the self-esteem of at-risk Hispanic students in counseling? 

With the peer counselor training used in this study, the 

trained non-Hispanic peer counselors were the most effective 

in positively influencing Hispanic adolescent self-esteem. 

The second question addressed the ethnicity of the peer 

counselors. What is the effect of peer counselors' 

ethnicity on the self-esteem of at-risk Hispanic adolescents 

in counseling? Despite a lack of training, the untrained 

Hispanic peer counselors enjoyed some success in positively 

influencing the self-esteem of Hispanic counselees. This 

finding suggests that the ethnicity of the peer counselors 

can be a factor when attempting to influence Hispanic, 

adolescent self-esteem. The third question of this study 

dealt with the interaction effect of ethnicity and training 

on self-esteem. What is the interaction effect of peer 

counselor ethnicity and training on the self-esteem of at-

risk Hispanic adolescents in counseling? The peer counselor 

training actually proved to be detrimental to the trained 

Hispanic peer counselors, who were the least effective in 

affecting positive change in self-esteem. 

The last question considers the simple effect of 

training on school attitude. What is the effect of peer 

counselor training on the school attitude of at-risk 

Hispanic adolescents in counseling? ANOVA procedures 
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revealed no significant variations among the treatment 

variables of trained and untrained peer counseling sessions. 

Data obtained in this study suggests that peer 

counseling may be effective in helping potential dropouts 

stay in school. Professionals in education wishing to do 

something meaningful to combat the disastrous Hispanic 

dropout rate may now find a productive starting place and an 

effective tool to help dropouts stay in school. This 

finding provides evidence that peer counseling programs can 

be effective in helping increase the self-esteem of at-risk 

Hispanic adolescents. In studies using the Coopersmith 

Self-Esteem Inventories, the distributions of scores tend to 

be somewhat skewed in the direction of high self-esteem. 

Mean scores generally range from 70 to 80 with standard 

deviations of 11 to 13 (Coopersmith, 1980). Three separate 

studies cited by Coopersmith (1981) involving significant 

numbers of Hispanics reveal that group means of this ethnic 

group tend to be in the low 60s (61.2, 63.6, and 64.0). The 

mean total score of the present study was 60.3, which is 

consistent with the mean scores of other documented studies 

involving Hispanic youths (Coopersmith, 1981; Donaldson, 

1974; Owens, 1971). 

While the overall group mean score was consistent with 

other studies, the pattern of high and low test cells were 

inconsistent (Coopersmith, 1981; Donaldson, 1974; Owens, 

1971). The highest scoring treatment group (71.71), 

97 



counseled by trained-non-Hispanics, was an average of 11.41 

points higher than the overall mean of 60.3. The potential 

of peer counselors to assist at-risk Hispanics is further 

emphasized by the fact that the counselees of the untrained-

non-Hispanic group (54.66) scored, on average, a full 17 

points less than the high group and six points less than the 

overall group mean. Caucasian majority population CSEI 

scores generally result in overall group standard mean 

ranging between 70 to 80 with standard deviations of 11 to 

13 (Coopersmith, 1981). The test cell mean of 71.71 with a 

standard deviation of 13.6 lends Hispanics a greater sense 

of parity with the majority population. 

In spite of the success of the trained non-Hispanics, 

this research took an unexpected twist. Unexpected patterns 

of variability quickly surfaced as illustrated in Table 1. 

The untrained-Hispanic peer counselor treatment group was, 

surprisingly, the second highest scoring group (65.5). 

Despite the lack of counselor training, the counselees, on 

average, scored five points above the group mean and higher 

than any of the previously cited studies with group means of 

61.2, 63.6, and 64.0 (Coopersmith, 1981; Donaldson, 1974; 

Owens, 1971). The untrained-Hispanic group mean was 65.6, 

while the untrained-non-Hispanic mean was 10 points lower at 

54.66. This finding is convergent from the work of Sue and 

Sue (1977), who concluded that Hispanic communication 

patterns and counseling are different from that of 
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Caucasians. Any future peer counseling programs using 

Hispanic peer counselors must be careful not to interfere 

with the natural communications strengths of Hispanics that 

are working with other Hispanics. 

Perhaps the most divergent finding in the present 

research was the effect of peer counselor training on 

counselees of Hispanic counselors. Specifically, the most 

significant aspect of the study was the interaction effect 

of training-by-ethnicity on self-esteem scores for at-risk 

Hispanic adolescents. The trained-Hispanic peer counseling 

sessions resulted in the lowest of all group means in self-

esteem scores (49.43) and were considerably less effective 

when compared to the trained non-Hispanic group (71.71). 

The untrained-Hispanic group scored, on the average, about 

17 points higher than the trained-Hispanic group. Although 

this finding seems divergent to the established merits of 

peer counseling, it is congruent with the researach of Sue 

and Sue (1977). As demonstrated in the Sues' research, it 

is possible that in this study dissonance between counselor 

and client probably resulted from trained Hispanic 

counselors use of verbal and nonverbal communication 

patterns unfamiliar to many Hispanics (Sue & Sue, 1977). 

The majority of the counselees in the trained Hispanic group 

expressed either discomfort or dissatisfaction with the 

counseling process. The current research indicates that 

unfamilar type counseling and communication patterns could 
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be counter-productive when working with Hispanics. A 

salient question is, how can counselors overcome this 

apparent obstacle? A number of mental health professionals 

have stated that racial and ethnic factors may act as 

barriers to effective counseling (Benesch & Ponterotto, 

1989; Copeland, 1983; Franco & Levine, 1980; Fukuyama & 

Neimeyer, 1983; Sue 1990; Vontress, 1988). 

Misunderstandings arising from cultural differences in 

verbal and nonverbal communications may lead to alienation 

and/or an inability to develop trust and rapport. The 

majority of counselees (about 71%) in the trained Hispanic 

group complained of too many questions from the counselors. 

Analysis of the generic characteristics of counseling 

identifies three variables which may interact to further 

hinder the counseling process with minorities: (1) language 

variables and the use of standard English and verbal 

communication style; (2) class-bound values such as strict 

adherence to time schedules, ambiguity, and seeking long-

range solutions; and (3) culture-bound values including 

individual-centered, verbal/emotional/behavioral expression, 

client-to-counselor communication, openness and intimacy, 

and cause-effect orientation (Sue & Sue, 1977). Sue and Sue 

(1977) contrast the different generic counseling needs and 

value systems of Caucasian middle-class Americans and lower-

class Hispanics. An examination of Caucasian counseling 

models reveals a strong emphasis on verbal expression, 
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insight rather than action methods, tolerance for ambiguity, 

and long-range goals, while Hispanic counseling needs 

emphasize the relevance of an action orientation, the need 

for structure, and the preference for short-range goals. 

Unfortunately for the Hispanics trained in the PALS peer 

counselor program, attaining insight and long-range goals 

were emphasized far more than action orientation and short-

range goals. These unaccustomed helping behaviors are 

especially unfamiliar when coming from fellow Hispanics. 

Consequently, a solid, working rapport between counselor and 

counselee appears to have never really been established. 

Western society is definitely monolinguistic. The 

primary use of standard English in communication with others 

may unfairly discriminate against those from lower-class or 

bilingual backgrounds (Sue & Sue, 1977). A minority student 

with brief or "poor" verbal responses may lead counselors to 

erroneously conclude, on the basis of poor verbal 

expression, that the client is uncooperative, sullen, 

negative, or repressed. 

The day-to-day expectations from counseling of lower-

class clients may also create a formidable barrier to 

effective multicultural counseling. Lower-class clients who 

are concerned with "survival" or just "making it" on a day-

to-day basis expect to receive advice and suggestions from 

the counselor. Reflections of feeling, concern with 

insight, and attempts to discover underlying causes of 

101 



intrapsychic conflict may not be appropriate to their 

expectations. Additionally, appointments made weeks in 

advance for 50-minute weekly sessions are inconsistent with 

the need for immediate solutions, and thus suggest that 

lower-class clients expect to receive immediate and concrete 

forms of treatment. Furthermore, developmentally speaking, 

the younger counselees who have not yet fully developed 

abstract thinking skills may become confused, alienated, and 

frustrated by attempts to do in-depth exploration of 

intrapersonal dynamics of the psyche. Counselees involved 

in this study were generally more concerned with discussing 

specific problems rather than attaining insight into 

personal problems. The PALS training, however, may have 

discouraged the trained, Hispanic counselors from pacing 

with their clients' needs. 

Culture consists of all things that people learn, 

believe, value, and enjoy. Being bicultural often creates 

problems for many minorities due to Western society's subtle 

form of cultural racism which stresses the majority 

culture's elements over those of the various minorities (Sue 

& Sue, 1977). The culturally insensitive counselor may 

attempt to impose Western standards, beliefs, and ways of 

behaving on minority clients when the counselor believes, 

consciously or unconsciously, the minority culture is 

inferior to the majority culture. Strong pressure is placed 

on minorities to adopt the beliefs of the dominant culture 
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because ethnicity and/or cultural heritage is seen as a 

handicap or even shameful (Sue & Sue, 1977). Western type 

counselor training, PALS in particular, of the Hispanic peer 

counselors may have imposed this very same type of pressures 

on Hispanic counselees and thus account for the poor 

performance on the self-esteem test. 

The Hispanic peer counselors trained in the PALS Model 

emphasizing insight into counselees personal problems may 

have inadvertently created a barrier to communication. 

Counselors seeking insight into personality dynamics who 

convey verbal, emotional, and behavioral expression in 

counseling are transmitting their cultural values. This 

generic characteristic of counseling is antagonistic to both 

lower-class values and cultural values. For some 

minorities, intimate revelations of personal or social 

problems may be inappropriate because such disclosures 

reflect not only on the individual but also on his or her 

family as a whole (Sue & Sue, 1977). Thus, reticence to 

disclose about personal problems may lead counselors to 

wrongly conclude that the Hispanic client is repressed, 

inhibited, shy, or passive. Despite a lack of training, the 

untrained Hispanic peer counselors enjoyed some measure of 

success with counselees because no such communication 

difficulties existed. Rapport was quickly established and 

communication was possible. 
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Thus, the unfamiliar and very personal nature of the 

trained Hispanic peer counselors' approach may have caused 

discomfort in Hispanic counselees. Many Hispanics have been 

raised in an environment which imposes a specific structure 

on patterns of interaction. A Hispanic client may be more 

comfortable receiving advice, recommendations, or solutions 

m helping situations as opposed to working toward finding 

his or her own solutions. Therefore, anxiety and confusion 

may result from an unstructured counseling setting (Sue & 

Sue, 1977). PALS, which was based on a Western counseling 

model, may have magnified this problem. Furthermore, the 

flow of communication in counseling generally moves from the 

client to counselor. The client is expected to take the 

initiative in the conversation. Hispanics, however, have 

often been reared to respect authority figures and "not 

speak until spoken to." If the minority client is expected 

to take the major role in communication, he or she may 

become uncomfortable and respond in only short phrases, 

which the counselor may view negatively and may consider 

disrespectful (Sue & Sue, 1977). 

The last barrier to effective counseling is the area of 

nonverbal communication. Eye contact, silence, and 

conventions are examples of possible impediments to 

communication. An important aspect of nonverbal behavior is 

eye contact. The peer counselor training tended to rely on 

eye contact as a measure of whether a person is listening or 
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tuning out. However other ethnic groups, including 

Hispanics and Japanese, avoid direct eye contact because 

they view the contact as a sign of respect or deference. It 

would be damaging to the counseling process if the counselor 

unknowingly viewed this avoidance as rudeness, shyness, 

inattentiveness, or low intelligence (Sue & Sue., 1977). 

Observing proper conversation conventions may decrease 

barriers in communication. For example, Hispanics seldom 

greet each other without some form of body contact. Another 

area that may lead to misunderstanding is silence in a 

conversation that may be governed by complex cultural 

guidelines. Americans in general feel uncomfortable with 

protracted silence in conversation. However, Russians, 

French, and Spaniards view silence as an agreement among the 

conversing parties. A counselor uncomfortable with silence 

may attempt to fill in gaps of the conversation, preventing 

the client from further elaboration. Further, a quiet, soft 

spoken manner may be incorrectly attributed to shyness or 

weakness (Sue & Sue, 1977). 

Implications 

The findings in this study may contribute to solving 

the Hispanic dropout problem and multicultural counseling 

theory in several ways. First, this research indicated that 

trained peer counselors may have a positive effect on 

raising at-risk Hispanic students' self-esteem and 

105 



consequently helping them stay in school. The merits of a 

healthy self-esteem are well documented (Conant, 1992; 

Jones, 1990; Joseph, 1992; Marged, 1990; & Reasoner, 1992) 

as an effective defence against a number of society's 

maladies. A strong peer counseling program may provide a 

strong surrogate support system often lacking for many 

troubled Hispanic youths. 

In the area of multicultural counseling, this study 

suggested that even without training, fellow Hispanics may 

be effective peer counselors because of pre-existing 

congruent patterns of communication. Furthermore, this 

finding tends to confirm the conclusion of Carkhuff and 

Pierce (1967) that counselors with ethnic and social 

background similar to the counselees tend to have an added 

advantage in the counseling arena. In our schools today, an 

available supply of Hispanic peer counselors might enhance 

the effectiveness of present counseling services. 

The findings in this study also emphasize the fact that 

the peer counselor training must be sensitive to the 

different verbal and non-verbal communication patterns of 

minority groups. To be successful in working with minority 

clients, counselors must break away from traditional 

counseling techniques and thereby not rely heavily on talk 

(Sue & Sue, 1977). Action-oriented methods force counselors 

and minority clients to deal with the actual rather than the 

abstract. Getting job interviews for clients, teaching 
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educational skills, helping fill out employment forms, and 

teaching test-taking skills are not usually considered 

counseling; however, this approach may be of great value to 

minority clients. Further, helping clients to overcome 

these situational problems enhances trust and rapport. Sue 

(1990) maintained that lower-class clients respond better to 

counselors who take more active roles in the counseling 

process. 

Limitations 

Probably, the greatest limitations of this study 

were the very limited number of peer counselors (n = 12), 

participants (n = 40), and time available for peer counselor 

training. Although the design of this study was well suited 

for this research, the difficulty of conducting an 

educational study in the field manifested problems in 

several ways. 

Despite the considerable recruitment efforts of 

counselors, teachers, and administrators, only eight non-

Hispanic and four Hispanic peer counselors were available to 

participate in this research. Twice this number of peer 

counselors would have significantly boosted the number of 

counselees available for testing and assessment. The 

increased number of counselees would have, of course, 

enhanced the generalizability of this study to a larger 

minority population. 
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Another limiting factor was the extreme student 

mobility of the at-risk Hispanic population. A number of 

students in the program either ran away from home, were 

suspended from school, or moved out of the school district 

before completing the required number of counseling 

sessions. More stability in the at-risk Hispanic population 

would have been highly desirable to increase the number of 

testable participants. 

Furthermore, time constraints, also negatively impacted 

the training of peer counselors and the number of at-risk 

Hispanics available to complete a treatment variable. 

Recruitment and training of peer counselors required almost 

the entire first two months of the school year leaving only 

the months until March for peer counseling sessions. 

Unfortunately, peer counseling sessions were not allowed in 

April and May. Had it been possible, extensive summer 

training for peer counselors and a full school year devoted 

to peer counseling sessions would have been more desirable. 

Finally, traditional peer counselor training for 

Hispanics may be detrimental to the peer counseling process. 

If peer counselor training models such as PALS are 

implemented, it is possible that these unfamiliar patterns 

of verbal and non-verbal communication may be of limited 

value with Hispanic counselees. 
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Recommendations fnr Future Research 

This study suggests several questions regarding the 

future training for peer counselors. Specifically, would 

peer counseling be more successful with minorities if a 

multicultural training component was added? Would Hispanics 

and/or other minorities be better served by more directive 

techniques instead of the insight-oriented methods most 

often taught? 

The ultimate success of peer counseling programs 

designed to assist minority populations is largely dependent 

on the use of techniques appropriate to both the specific 

cultural group and individual. Leaders in multicultural 

counseling including Atkinson, Casas, Helms, Padilla, 

Pedersen, Sedlack, Sue, and Vontress have made great strides 

in adapting the counseling process to more effectively serve 

the needs of minorities (Ponterotto & Sabnani, 1989). 

However, further research is needed to integrate sound 

multicultural counseling methods with peer counseling 

programs for Hispanic and other minority populations. A 

possible research design for the future would be a 3 x 4 

factorial design with three levels of treatment 

(multicultural training, PALS training, no training) and 

four levels of ethnicity (Hispanics, Black,s Native 

Americans, and Orientals). This would require a minimum of 

180 participants (n = 15 per test cell) and 30 peer 

counselors (non-minority). The focus of this study would be 
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to asses the effects the various training methods on the 

dependent variable of self-esteem. A normal school setting 

would be preferable for this project. 

Counseling has a long history of mainstreaming 

minorities. In 1978, Sue called our attention to the need 

for multicultural counseling. Basically, Sue stated "Many 

counselors are so 'culturally blind' that they respond 

according to their own conditioned values, assumptions, and 

perspectives of reality without regard for the views 

(p. 420)." Therefore, it is surprising that we have 

witnessed the increase in multicultural counseling theory 

without the increase in its implementation to actual 

counseling practice. While this study has limitations, it 

did support the motion that careful attention should be 

given to the selection of appropriate counseling 

interventions for minorities, specifically Hispanics at-risk 

for leaving schools. Although this study did not provide 

answers to all of the research questions, it did provide an 

answer to a very important issue. Namely the data analysis 

found that a program of peer counseling may have a positive 

affect on the general self-esteem of at-risk Hispanic 

adolescents. Furthermore, counseling models using congruent 

counselor/ counselee communication patterns will better 

serve the needs of the counselee. 
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APPENDIX A 

PARENT PERMISSION FORM 

Dear Parents, 

Your son or daughter's school is in the process of 
formulating a Youth Helping Youth Program to better meet the 
needs of our student body. Our basic premise is that when 
students have problems, the first persons they talk with are 
persons of their own age. We are instituting a program to 
train selected students in a variety of interpersonal roles. 
They will be taught to be more aware of others through 
listening skills, problem-solving skills, decision-making 
skills, and how to recognize and direct potential problems 
to those who are qualified to help them. 

Our trained youth will be used in one-to-one helping 
relationships, tutoring, and other activities of an inter
personal or assisting nature. Activities will include one-
to-one contact and prevention programs. Our students will 
not be counselors or therapists. Their training will teach 
them their specific role. They will know their limitations. 
They will be carefully supervised. 

This is an excellent opportunity for your son or 
daughter to receive extra help to succeed in school. 
Students will receive ten sessions of assistance with their 
educational needs. Students will be tested using the 
Coopersmith Self-Esteem Inventory and the School Attitude 
Measure to judge the effectiveness of the program. All test 
results are strictly confidential. 

If you have any questions about the program or wish 
further information, please call the Counseling Department 
at Project Intercept, at 766-1637. 

John Gonzalez 
Counselor, LISD 

My son/daughter may receive the services of the Youth 
Helping Youth program. 

Student Signature. 

Parent Signature_ 
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APPENDIX B 

YOUTH HELPING YOUTH APPLICATION 

1. Why do you want to be a peer listener in the Youth 
Helping Youth Program? 

2. Why should you be chosen as a trainee for the Youth 
Helping Youth Program? 

3. What concerns do you have about being a peer listener 
in the Youth Helping Youth Program? 

To be a participant in the Youth Helping Youth Program, I 
understand that I must participate in all of the training 
sessions, that I must give up an elective for the school 
year to work in the program, and that I must maintain 
acceptable grades. 

I wish to participate 
Signature 

Print Name Phone # 

Address 

Parents: 

Why should your child be a trainee in the Youth Helping 
Youth Program? 

What concerns do you have about the Youth Helping Youth 
Program? 

I have read the attached parental letter and give permission 
for my child to participate. 

Parent Signature Teacher Recommendation 

Date Counselor Recommendation 

NOTE: The Youth Helping Youth Program reserves the right to 
ask a peer listener to leave the program if it is in the 
student's best interest. 
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APPENDIX C 

EVALUATION SHEET FOR POTENTIAL TRAINEES 

Please rate . in the 
following 8 areas and then give an overall rating for the 
last item. This evaluation will be used to select 
individuals for interviews and possible selection for peer 
counselor training. 

Acceptable (circle yes or no) 

1. Role model potential yes/no 

2. Grades yes/no 

3. Verbal expression yes/no 

4. Proper school representative yes/no 

5. Attentive behaviors yes/no 

6. Personal warmth yes/no 

7. Peer relations yes/no 

8. Healthy self-concept yes/no 

OVERALL PEER COUNSELOR POTENTIAL yes/no 

125 



APPENDIX D 

INTERVIEW QUESTIONS FOR PEER 

COUNSELOR TRAINEES 

Name PEER COUNSELOR 

*Response Rating 
circle one 

1. Explain how you would make a good 
role model H M L 

2. Tell how you can be a peer helper 
and maintain passing grades. H M L 

3. Describe your verbal expression 
1- • 1 • 4- H M L 

a b i l i t y . n 11 i-i 

4. What makes you a good school 
representative? 

5. What do you know about the body 
language of listening? 

6. How would you describe your peer 
relations? 

7. What do you feel makes for a 
healthy self-concept? 

8. What overall qualities would 
make you a good assistor? 

H M L 

H M L 

H M L 

H M L 

H M L 

OVERALL POTENTIAL RATING points 

* H = 12 points 

M = 6 points 

L = 3 points 
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APPENDIX E 

PEER COUNSELOR TRAINING--DAY ONE 

The following exercises and training modules are found in 
the peer counselor training manual. Peer Power (Tindall, 
1985). 

* Briefing on ethics and confidentiality (Corey, Corey, 
& Callaman, 1988). 

* Module I Exercise 1.1 Communication Pre-Test 

* Module II Exercise 2.1 Knowing Others 

* Module III Exercise 3.1 Exploring Helping Behavior 
Exercise 3.2 How Do I Help? 
Exercise 3.3 Practice In Helping 

BREAK 

* Module IV 

* Module V 

Exercise 4.2 Attending Behavior 
Exercise 4.3 Reaction to Attending Activity 
Exercise 4.4 Nonverbal Behavior 
Exercise 4.5 Rating Attending Skills 

Exercise 5.1 Communications Stoppers 
Exercise 5.2 Identifying Communication 

Stoppers 

LUNCH 

Module VI Exercise 6.1 Empathy Skills 
Exercise 6.2 Feeling Words 
Exercise 6.3 Responding to Feeling 
Exercise 6.8 Facilitative Dialogue 

BREAK 

Module VII Exercise 7.1 Summarizing 

* Ethics, confidentiality, and minimal encouragement 
techniques for untrained peer counselors. 
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APPENDIX F 

PEER COUNSELOR TRAINING--DAY TWO 

The following exercises and training modules are found in 
the peer counselor training manual. Peer Power (Tindall, 
1985). 

Module VIII Exercise 8.1 Questioning Skill 
Exercise 8.2 Good Questions 

Module IX 

Module X 

Exercise 9.1 Genuineness Skill 
Exercise 9.2 How Open Am I? 

BREAK 

Exercise 10.1 Assertive Behaviors 
Exercise 10.2 Assertiveness Profile 
Exercise 10.3 When to be Assertive 
Exercise 10.5 Assertive Rights 
Exercise 10.6 Assertive Skills in Action 

LUNCH 

Module XI Exercise 11.1 Conditions of Confrontation 
Exercise 11.3 Role playing Confrontation 

BREAK 

Module XII Exercise 12.1 Problem-Solving 
Exercise 12.2 Problem-Solving Dialogue 
Exercise 12.4 A Plan of Action 

Reframing, role playing, and illusion of 
alternatives skills (Breit, Im, & Wilner, 
1983). 

Module XIII Exercise 13.1 Posttest Communication Skills 
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