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Editor's Comments

Larry Litwack

This issue marks the achievement of seventeen full
years of publication for the International Journal of
Reality Therapy. As the years have gone by, readers
have seen a gradual evolution in the Journal to what it
has become today. As a publication committed to the
ideas inherent in internal control psychology, the
Journal increasingly is being viewed as a major source
of information for all who believe in the principles of
internal control psychology.

The major thrust of this issue was designed to focus
on CT/RT and multiculturalism. In the past we have had
occasional articles looking critically at the application
of the theory and practice of CT/RT with multicultural
populations and in international settings. The first
seven articles in this issue do just that. The next two
present additional material from an international per-
spective. These nine articles provide an important addi-
tion to the literature designed to begin to fill an
important gap.

The article by Sansone presents a pointed challenge
to practitioners th roughout the world. Are we essential-
ly a movement built on faith (even if it is not a basic
need), or are we advocates of an approach that is
designed to withstand the scrutiny of researchers,
scholars, and practitioners. As Sansone points out,
unless we begin to produce specific data based on
research, we increasingly will lose credibility in
academic circles as a legitimate therapeutic approach.
It is easy to believe that we do not need the support of
academicians. However, the libraries are filled with
books by forgotten authors with discredited theories
that are almost totally ignored in today's world.

I would like to reiterate my desire to receive articles
on both of the above major topics - we still have a very
long way to go. In addition, I would welcome articles
looking at the place of medications in RT/CT, the
application of RT/CT with the mentally ill, and the
current question of the interrelationship of body
chemistry and behavior.
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Multicultural Awareness: Implications for

Reality Therapy and Choice Theory
Robert E. Wubbolding, Director of Training, William Glasser Institute, and Professor, Xavier
University, Cincinnati, Ohio USA. Basheer Al-Rashidi, Professor and Chairman of Social Develop-
ment Office, Kuwait. John Brickell, Director of Training for the Reality Therapy Association,
United Kingdom. Masaki Kakitani, President, Japan Association for Reality Therapy. Rose Inza
Kim, Director, International Life Long Education Center, Sogang University, Seoul, Korea. Brian
lennon, Chair, William Glasser Institute, Ireland. leon l.ojk, Dipl. Psychologist, Slovenia. Kwee
Hiong Dng, Doctoral student, Indiana University, Bloomington, IN. Ivan Honey, Psychologist,
President, William Glasser Institute, Australia. Dubravka Stijacic, Chair, William Glasser Institute,
Croatia, Psychiatric Hospital: Center for Rehabilitation. Elizabeth Tham, International Coordinator
(Education), Canossian Sisters, Rome

ABSTRACT: A presentation of the importance of self-awareness, knowledge, and experience in achieving multicultural
awareness and adapting personal beliefs and behaviors in the application of CT /RT. Prepared by 11 signatories from 10
countries.

At the first Certification Week held in Japan in
1990, Ms. Yoko Nasada made a presentation on how
she trains new waitresses in manners for serving tea in
restaurants. She teaches them to do this with typical
Japanese politeness, using extremely kind and polite
words with each customer such as, "I am so very glad to
be of service to you. Could I present you with some of
our tea for your enjoyment?" She described how the tea
is served and presented to the customer, emphasizing
that the customer's needs must be attended to; that of
respect and power. In fact, the customer often expresses
an apology to the waitress in order to receive such
courtesy.

This anecdote serves to point up the importance of
courtesy in the Japanese culture as well as the indirect
manner of communication. To the unaware Western
ear, this example of human interaction might seem to
indicate an excess in polite expression. As one American
tourist observed, "They seem to overdo it!" Yet for the
member of this "different" culture such expressions are
based on norms that have existed for thousands of years
and which help to insure an orderly society.

The very fact that a candidate for certification in
Reality Therapy would choose this topic indicates a sig-
nificant cultural difference and ethnic value. In many
years of conducting groups and monitoring the certifi-
cation process, I (Wubbolding) have not heard a presen-
tation that is close to such a topic. While volumes have
been written about the importance of the tea ceremony
to the Japanese, this story serves to illustrate customs
that are everyday occurrences and of crucial importance
to the conduct of business in Japan. More importantly,
the story illustrates the subtlety of cultural differences
and how easy it is to miss the messages sent by someone
from a different culture.

ELUSIVENESS OF CROSS CULTURAL
COMMUNICATION

Consider the following intercultural event. It illus-
trates what happens when well meaning but unaware
individuals interface with another culture. Storti (1991)
describes the example of a western family that was
invited to a Moroccan family's home. "We might
consider as well the apocryphal story of the American

couple invited to a Moroccan family's home for dinner.
Having pressed their host to fix a time, they arrive half
an hour late and are shown into the guest room. After a
decent interval, they ask after the host's wife, who has
yet to appear, and are told that she's busy in the
kitchen. At one point their host's little son wanders in,
and the couple remark on his good looks. Just before
the meal is served, the guests ask to be shown to the
toilet so they may wash their hands. The main course is
served in and eaten from a large, common platter, and
the couple choose morsels of food from wherever they
can reach, trying to keep up polite conversation
throughout the meal. Soon after the tea and cookies,
they take their leave."

By western standards the visiting family acted quite
appropriately. They wanted to be prompt: not too early
and not too late. They showed an interest in the man's
family asking about his wife and complimenting his
children. They wanted to freshen up before handling
food and asked where to do this. They tried to be soci-
able during the meal and took food just as is done in
polite western society. They were as courteous as they
could be - according to western standards. Did they do
anything wrong? Storti states that according to the
Moroccan culture they did nearly everything wrong. He
states: "1) They confused the host by asking him to fix
the hour, for in the Moslem world an invitation to a
meal is really an invitation to come and spend time with
your friends, during the course of which time, God
willing, a meal may very well appear. To ask what time
you should come is tantamount to asking your host how
long he wants you around and implies, as well, that you
are more interested in the meal than in his company.
2) One should be careful about asking after a Moslem
man's wife; she frequently does not eat with foreign
guests, even if female spouses are present, nor would
she necessarily even be introduced. In any case, she
belongs in the kitchen guaranteeing the meal is as good
as she can produce, thereby showing respect for her
guests and bringing honor on her and her husband's
house. 3) Nor should one praise the intelligence or good
looks of small children, for this will alert evil spirits to
the presence of a prized object in the home, and they
may come and cause harm. 4) It was not appropriate to
ask to be shown the toilet either, a decorative basin
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would have been offered for the washing of hands (and
the nicer it is the more honor it conveys upon the family.
5) Nor should one talk during the meal; it interferes
with the enjoyment of the food to have to keep up a
conversation and may even be interpreted as a slight
against the cooking. 6) And one should only take food
from the part of the platter directly in front, not from
anywhere within reach. Not only is it rude to reach, but
doing so deprives the host of one of his chief duties and
pleasures: finding the best pieces of chicken or lamb and.
ostentatiously placing them before the guest."

The purpose of the above examples is not to imply
that the teacher, counselor, therapist or trainer in
Reality Therapy can be competent in all "other" cul-
tures. Not many such persons are invited to Moroccan
homes and only a few attend Japanese tea ceremonies.
The aim of such examples is to demonstrate the
principle that in order to work cross culturally, it is
necessary to know more than the basics of western
education, western therapy, or western training
methods.

UNIVERSALS AMONG CULTURES
William Glasser (1985, 1990, 1992) has described

characteristics of the human choice system. The com-
ponents of the system are thought by Glasser to be
universal in that all human beings possess them; a
system of five needs, a quality world of specific wants,
human choice resulting from the discrepancy between
what a person has and what is perceived as desirable, a
system of behaviors comprised of action, thinking, feel-
ings, and physiology, purposefulness in behavior as it
impacts upon the external world, and a perceived world
which is a storehouse of present perceptions and past
memories.

David Augsberger (1986) has described a more
specific series of behaviors and wants which are com-
mon to all cultures. Among the 73 such behaviors are
age grading, cleanliness training, cooking, dancing,
dream interpretation, education, etiquette, folklore,
gestures, incest taboos, joking, language, mournings,
penal sanctions, personal naming, property rights, pro-
pitiation of supernatural beings, tool making, visiting,
and weaning.

However, while these ideas apply to all human
beings, the more specific content of the choice theory
components, as well as the even more individualized be-
haviors contained in the behavioral suitcase (Wubbold-
ing, 1991), are unique to the individual and culture-
bound. The content of the quality world is unique to
each individual and is circumscribed by the person's cul-
tural experience. The choices available to individuals
depend on their experience which is restricted by
culture. And indeed, the wants are limited by experience
as well as the person's world view.

CULTURAL DIFFERENCES
Because there are universals which are common to

all cultures, one point of view is that it is proper to
emphasize such commonalities. This approach is called
etic. Patterson (1978, 1986) seems to embrace this point
of view in that he disagrees with what he sees as an

excessive cultural accommodation in counseling and
therapy.

On the other hand, another point of view would
emphasize perceptions, behaviors, etc., which are emic,
i.e., specific to each culture (Pedersen, 1991).

When the helper (teacher, counselor, therapist, or
trainer) emphasizes the universal aspect of choice theory
or specific applications of reality therapy, he/she must
deal with people who have widely divergent specific
wants, behaviors, and perceptions. It is our contention
that even a thorough knowledge of choice theory/reality
therapy and skill in implementing it in one's own culture
does not ipso facto equip a person to relate effectively to
persons from other cultures. It is easy to miss signals
which are unique to a "different" culture. Thus the aim
of becoming multiculturally competent is an ethical
aspiration.

Gerry Corey (1998) has described a range of multi-
cultural competencies for the person working cross-cul-
turally. (pp. 340, ff). These are congruent with those
formulated by the Association for Multicultural Coun-
seling and Development (Arrendondo, 1996).

Essential Attributes of Culturally Skilled Counselors
1. Beliefs and attitudes of culturally skilled counselors

• They are aware of their own values, beliefs, atti-
tudes, feelings, and biases and of how they are
likely to affect minority clients. They monitor
their functioning through consultation, super-
vision, and continuing education.

• They can appreciate diverse cultures, and they feel
comfortable with differences between themselves
and their clients in terms of race and beliefs.
Rather than being ethnocentric and maintaining
that their cultural heritage is superior, they are
able to value and accept cultural differences.

• They believe that there can be a unique integration
of different value systems that can contribute to
both therapist and client growth.

• They are aware of their limitations and are not
threatened by the prospect of referring a minority
client to a member of his or her own race or cul-
ture, when necessary.

2. Knowledge of culturally skilled counselors
• They understand the sociopolitical system's opera-

tion in the United States with respect to its treat-
ment of minorities.

• They are aware of institutional barriers that pre-
vent minorities from making full use of psycho-
logical services in the community.

• They understand how the value assumptions of
the major theories of counseling may interact with
the values of different cultural groups.

• They are aware of culture-specific (or indigenous)
methods of helping.

• They possess specific knowledge about the par-
ticular group they are working with.

• They are aware of relevant discriminatory prac-
tices at the social and community levels.
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3. Skills of culturally skilled counselors
• They are able to use counseling methods and goals

that are consistent with the life experiences and cul-
tural value systems of different minority groups.

• They are able to modify and adapt conventional
approaches to counseling and psychotherapy in
order to accommodate cultural differences.

• They are able to send and receive both verbal and
nonverbal messages accurately and appropriately.

• They are able to employ institutional intervention
skills on behalf of their clients when necessary or
appropriate.

• They are able to make out-of-office interventions
when necessary by assuming the role of consultant
and agent for change.

• They recognize their limitations and are able to
anticipate their impact on the culturally different
client.

• They work to eliminate biases and oppression.
Thus the following ethical guidelines are presented

as preliminary ethical or professional guidelines for
users and teachers of choice theory and reality therapy.

1. The practice of reality therapy is used most
effectively and ethically in a multi-cultural setting
when it is adapted to the client or student.

2. Because of this need for adaptation, reality
therapy should not be seen as a monolithic system
that is applied in the same way to everyone or to
every culture.

3. The skill in adaptation requires sensitivity on the
part of the helper, i.e. understanding of more than
choice theory and the practice of reality therapy.
It requires some understanding and appreciation
of the client's world view.

4. Teachers and users of choice theory/reality ther-
apy are advised to examine their own attitudes,
knowledge, and skills with a view to learning more
about how other cultures impact the quality
worlds, perceptions, and behaviors of individuals.

5. Commentators on the application of reality ther-
apy need to understand that the theory is
adaptable and flexible. They need to know enough
about the theory to understand the openness of
the system as well as the universality of its applica-
tions.
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Sue (1981) makes an even more emphatic point

which is worthy of consideration. "The provision of
professional services to persons of culturally diverse
backgrounds (by those) not competent in understanding
and providing professional services to such groups ...
be considered unethical. It shall be equally unethical to
deny such persons professional services because the pre-
sent staff is inadequately prepared. It shall therefore be
the obligation of all service agencies to employ compe-
tent persons or to provide continuing education for the
present staff to meet the service needs of the culturally
diverse population it serves." (p. viii)

SUMMARY
Choice theory and reality therapy can be applied to

any culture. It is a theory and a method based on univer-
sal motivation. Nevertheless, it needs to be adapted
when used and taught in a multicultural setting. To do
this effectively, teachers, counselors, therapists, or
trainers need to be aware of their own values, skills and
knowledge. They are also well-advised to learn about
the customs, history, sociopolitical forces, and methods
of communication which are part of other cultures.
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Impact of Acculturation on Chinese-Americans' life and Its
Implications for Helping Professionals

Chieh Li
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ABSTRACT: A critical look at the impact (If acculturation on Chinese-Americans with resulting implications for helping
professionals.

One of the concerns for mental health professionals
is the very low rate of minorities who use psychological
services and the extremely high quitting rate after the
first or second visit (Sue & Sue, 1990). According to
some minority clients who quit counseling or therapy,
the main reasons are that the counselors/therapists did
not understand them. The current paper attempts to
bridge this understanding through a cultural perspec-
tive. It will examine the impact of acculturation on one
culturally diverse group - Chinese-American.

Chinese-American is the largest group of the fast
growing Asian-American population that is estimated to
be over 40 million by the year 2050 (U.S. Department of
Commerce, 1995). Within this group, there are immi-

. grants from mainland China, Taiwan, Hongkong, Sing-
apore, and other Asian countries. There are also
different generations of immigrants. Chinese-Americans
share with other Asians, especially East Asians, the
Confucius, Taoist, and Buddhist philosophical inn-
uences and values that have been passed down from
their ancestors. Chinese-Americans also share with
other Asian-Americans the similar psychosocial process
of immigration such as cultural conflicts and adjust-
ment, and the dilemma of acculturation.

The available literature on Chinese-Americans has
covered the traditional culture, the immigration history,
acculturation level and its relations with counseling in
general (Sue & Sue, 1990; Miller, Yang & Chen, J 997).
Until now, there still has been a gap of knowledge
regarding how acculturated Chinese-Americans are, and
what acculturation means to various aspects of Chinese-
Americans' life.

A survey in 1997 by the author finds that the
younger generation Chinese-Americans resemble more
American than Chinese culture. Acculturation affects
various aspects of Chinese-Americans' life such as
adjustment at school and workplace, job-finding,
dating, marriage, parent-child relationship, and
relationships with school peers, co-work, in-laws, etc.
From recent interviews as well as personal and profes-
sional experiences with Chinese-Americans in the past
decade, the author finds that lack of awareness of the
effect of acculturation often leads to interpersonal or
family contlicts among Chinese-Americans. For example,
less acculturated parents use more traditional Chinese
values and norms to judge their more acculturated
children, while the children use mainstream American
values and norms to judge their parents. Each party
finds the other party disappointing or even unaccept-
able. Both parties attribute the problems to individual

characteristics of the other party, without any under-
standing of the effect of the cultural conflict.

This paper will illustrate, through case studies and
research findings, how different rates of acculturation
between parents, grandparents and children, and mis-
match of content domains of acculturation cause cultur-
al conflicts in the family, extended family, and interper-
sonal tension in general, how Chinese-American stu-
dents are struggling in a "Catch 22" situation (when less
acculturated, these students have difficulty in school
and society; when more acculturated, they have contlicts
at home. See Nguyen, 1996), and why many bright
Chinese-American college men have difficulties in
dating. It is crucial for helping professionals to
understand the impact of acculturation when counseling
Chinese-Americans, This understanding may help coun-
selors to avoid generalizing the cultural characteristics
of traditionalChinese to all Chinese. It will help Reality
Therapists in their application of Choice Theory. The
paper will also discuss how the concepts of lens of
values of Reality Therapy can help with the understand-
ing of conflicts among family members due to accultur-
ation differences.

How acculturated are Chinese-Americans?
In this paper, acculturation is defined as a process of

change that results from living in a different culture,
and Chinese-Americans refer to ethnic Chinese immi-
grated to the United States.

In my recent survey (1997) of 170 Chinese-American
undergraduates in the greater Boston area, including
those born in China and brought up in the United States
along with the second and third generation, they carry
more American culture than Chinese culture in terms of
the three major indicators of acculturation: language,
cultural identity, and ethnic social relations. See the
following data.

Language
Chinese-American college students who:
can read newspapers in Chinese = 20%
can write notes/letters in Chinese = 27.7%
prefer to speak Chinese only = 1%
prefer to speak Chinese more = 5 %
prefer to speak English more = 50%
prefer to speak English only = 19%
are bilingual = 25 %

International Journal of Reality Therapy • Spring 1998 • Vol. XVII, NO.2. 7



Cultural Identity
Chinese-American college students who:
identify with Chinese culture only = 7%
identify with Chinese culture more = 19%
identify with both cultures = 53%
identify with American culture more = 16%
identify with American culture only = 4.4%

Ethnic Friends
Chinese-American college students who:
have Chinese friends only == 23 %
have more Chinese than American friends = 18%
have friends from both cultures equally = 15%
have more American than Chinese friends = 29%
who have American friends only = 15%

What does acculturation mean to Chinese-Americans?

To address this question, the following cases excerpt-
ed from my interviews illustrate the "catch 22" situa-
tion that many Chinese-American youth experience in
the process of acculturation. Some real life stories are
abstracted and pseudonyms are used to protect inter-
viewees' privacy.

Case #1. Cultural conflicts in the family caused by
different rates of acculturation

Tom is a U.S. born Chinese, the only son in his
family. Tom's father is a technician, his mother is an
accountant. His parents live a simple life. They have
saved money for Tom to go to a private college. Tom
grew up in a Caucasian middle class neighborhood, and
associated with Caucasians only.

Tom feels comfortable in school. He gets along well
with peers. Tom does not speak, read or write Chinese.
He identifies himself as American. At home, Tom fre-
quently has conflicts with his parents, especially his
father. For instance, his father can't put up with Tom's
long hair and style of dress. Tom's academics are the
focus of his parents. His average grade is B + . Tom sees
B + as a decent grade. Tom's parents see B + as a low
grade, complaining that Tom plays basketball too
much. Tom feels that playing on a team is very impor-
tant, and he feels hurt that his parents never come to
watch him play. Even when he wins, his father never
says "Congratulations". Instead, he always says
"Remember, you can't live on that". Tom and his par-
ents also have conflicting views on other issues. For
instance, if cohabitation is acceptable, if the father and
grown-up son relationship should be equal, whether
Tom should major in journalism as he likes, or in engin-
eering as a practical choice.

Another crucial issue is who Tom should date. The
father suggests that Tom should find an educated and
gentle Chinese or other Asian while Tom dreams of a
sexy Caucasian. His father sees beauty from traditional
Chinese value while Tom's ideal girl is one on the cover
of Playboy. His father is worried about Tom and wants
to change him. Tom resists his father's effort to change
him. He wants his father to accept him.

Tom sees his father as a totalitarian; his father sees
Tom as rebellious. Tom's concern about life: It is diffi-
cult to find a date.

Why does Tom have difficulty finding a date?
Tom desires a Caucasian girl but a Caucasian girl

often prefers a Caucasian or a tall football-player-like
cool Asian rather than him. He has been turned down
several times. When he tried to woo an Asian girl who is
Americanized, who possesses some "Caucasian quali-
ties" that Tom desires, she also chose a Caucasian man
over Tom. That made Tom feel depressed. He wants to
know why. He blames his parents for his small body
size.

Tom's mother gets worried when seeing him depres-
sed. She wants to make her son happy. She set Tom up
to meet a potential date. The girl is a friend's daughter,
a college student who immigrated to the U.S. a few
years ago. Tom's parents see the girl as beautiful, intelli-
gent, and nice. Tom must like her. At the party, the girl
seemed interested in talking with Tom. However, Tom
did not see the girl as the type he wants. His parents
asked why Tom always seeks someone who does not
want him and turns away from someone who is inter-
ested in him. Tom did not explain the reason because he
felt that his parents would never understand, and he
himself did not really know, either.

Analysis
This unfortunate situation reflects the value and

aesthetic differences between Chinese and American
culture. Tom seems to be a victim of such cultural con-
flicts. Tom's parents still hold traditional Chinese values
and aesthetics while Tom has adopted mainstream
American values and aesthetics, which is also true of the
Asian girl who rejected Tom. Apparently, the girl
judged Tom by American standards and found Tom not
attractive: Although Tom talks like an American,
dresses and does things like an American youth, his
physical appearance is very Chinese. He does not have
the tall American football-player-like physical features.

The recent immigrant college girl may hold more
Chinese than American standards for a date. An ideal
Chinese man for a date should be loving, considerate',
responsible, dependable, healthy, and able to support
the family. Sexiness is not that important according to
the Chinese standard. Thus, Tom's small body size may
not matter to her. However, Tom does not judge her
according to the Chinese standard. He sees the girl as
not sexy by American standards, so he does not have an
interest in dating her. Tom's sad situation lies in his
American standards for an attractive girl while he him-
sel f does not fit the American standards physically for
an attractive man. In addition to cultural value factors,
Tom's blame of his Chinese physical features may re-
flect his internalized "White superiority" in the society.

Case #2: Conflicts with parents and in-laws
in child rearing

Mr. Chang has lived in the United States for II
years. Mrs. Chang was brought up in the United States.
They met each other in college and got married. Now
the couple have a three year old girl and a baby boy who
is the only grandson in the whole extended family. The
grandparents from the father's side were very excited
and they came from Shandong, China, to see the grand-
son, planning to stay for a year to help take care of the
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baby. However, they left in three months when they and
their adult children could not tolerate each other any
more due to the following conflicts.

a. About family rules.
The in-laws felt that the son and daughter-in-law

spoiled children for allowing the three year old child to
talk to the adults as equals, and it was difficult to stand
the daughter-in-law for not using "Nin", the polite
form of the word "you", but "Ni", the equal form of
the word "you", when talking to them. They also think
that the baby should sleep with the mother, and the
mother should check the baby more frequently at night.
They could not understand why the mother kept giving
the baby cold milk despite their repeated reminders that
the baby should drink warm milk.

b. About the relationship between men and women
The in-laws felt that their son tried to please the

daughter-in-law too much. For example, he would
always open the door for his wife but not for his father.
He bought her flowers on her birthday and kissed her in
public. He went out for dinner with her and left the chil-
dren with a baby sitter or grandparents. The in-laws
thought that the daughter-in-law was flirting with other
men when she hugged/kissed them good-bye. The son
cooks, cleans the house, and does laundry which, they
thought, should be done by the daughter-in-law. The
worst thing is that the daughter-in-law treats the in-laws
as equal, not showing the respect expected by the
parents-in-law. The parents demanded their son correct
the whole situation in the family. The son tried to
explain the situation. The parents felt hurt because their
own son disobeyed them.

c. The son and daughter-in-law's perspective.
Son: In my memory, my parents were not that fussy

and unreasonable.

Daughter-in-law: I never thought that I was married
to a man with such fussy, unreasonable and mean
parents. This is my home. They are my guests. They
should act like guests, not mean bosses. They should
respect me as the boss in this house. They are extremely
intrusive. For example, they asked about our income,
the value of our house and clothes, and how we manage
money. They never say "Please" when they ask me to
do something. They are not appreciative. For example,
when I do something for them, they never say "Thank
you". Once I bought an expensive gift for my mother-
in-law. The response from her was to scold me for
"wasting money" and telling me to return it because she
did not need it. When I insisted, she accepted it, without
any words of appreciation.
Analysis

The conflicts that this family experienced reflect
various aspects of cultural differences between Chinese
and American cultures, including values, customs, and
communication styles. The son and daughter-in-law
appear to be Americanized. They have adopted the
American values of egalitarian relationships between
men and women, and parents and children while the
newly arrived parents hold the traditional Chinese
values of hierarchical relationship between parents and
children, men and women. Both parties used their own

values to judge the other and attributed the value differ-
ences as bad personal qualities. For example, the
parents saw their adult children as disrespectful to
parents and spoiling children while the adult children
saw the parents as unreasonable and disrespectful.

The American "lady first" custom was misinter-
preted by the parents as over-pleasing women because
there is not such a custom in China. Physical contact
such as a hug and a kISS between men and women
friends is widely accepted in the United States but not in
Shandong, China. As a result, the parents interpreted
this behavior as flirting. In the United States, age,
salary, and the value of a house and clothes are private.
People are not expected to ask about these. However,
these are not private in China. Thus, the parents acted
"extremely" intrusive to their adult children without
awareness. According to the author's observation, the
words "Thank you," "please," and "would you" are
more frequently used among family members and close
friends in the United States than in China. And there is
a custom difference in response to a gift or praise. In the
United States, people usually express appreciation, but
in China people usually do not accept the gift or praise
at the first to show their modesty. In the Chang family
case, the mother-in-law's response is very appropriate,
and considerate because she was trying to save her
daughter-in-law money. However, the sad thing is that
she was saying something against American customs
and breaking the daughter-in-law's heart without
awareness.

The tragedy does not happen to the Chang family
alone. It happens to many families who are not aware of
the cultural differences within the family due to the
acculturation effect.

Case #3. Peaceful at home, marginal at school
Jim, a second generation immigrant, grew up in a

working class family in an Asian community. He speaks
Chinese but does not read and write Chinese. He has
Chinese friends from high school. He identifies himself
as Chinese. He does not have much problem getting
along with his parents although he perceives his parents
as "not very understanding".

In his college, there are not many Asian students. He
does not have friends yet. Each day, he comes to class,
does his homework, but does not feel connected with his
fellow students or professors.

Jim's concerns about life:

From his older siblings' experience, Jim sees Asian
college students having a hard time finding a job. Jim
seems to be pessimistic about finding work although he
has good grades.

Jim does not date.

Case #4. Biculture
Lisa is a third generation Chinese immigrant, who

grew up in a middle class family in a multicultural com-
munity with a considerable number of Chinese. Her
mother is bilingual and bicultural. Lisa sees herself and
her boyfriend as bilingual and bicultural. Lisa has both
Asian and non-Asian friends. She feels well-adjusted at
school and has no problems at home. Lisa feels positive
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about the future. She does not have any concerns about
life at this time.

Analysis: Why is Lisa's life easier than Jim's?
Jim appears to be less acculturated and his values are

close to his parents so that he does not experience much
cultural conflict at home. However, being less accul-
turated does not help his school adjustment or social-
izing with his American peers. Jim has a reason to be
concerned about finding a job. Being a marginal per-
son, he may not have the social connections, communi-
cation skills or strategies needed to find a job in this
culture.

There are several factors that make Lisa's life easier:
being a third generation Chinese immigrant, from a
middle class family, with bilingual parents, and living in
a multicultural community. Lisa's parents have been
through the process of living in two cultures so that they
understand more about being bicultural. They can guide
Lisa in how to function in two cultures. The experience
of functioning in a multicultural community may facili-
tate her skills of interacting with people from different
cultures. The middle class background may also facili-
tate Lisa's school adjustment because schools usually
reflect the middle class values from the mainstream
culture.

Case #5. One ethnicity, two cultures: Conflicts in
communication style

A newly arrived Chinese scholar Wu and his host
Lu, a Chinese teacher who has resided in the United
States for over a decade, are having lunch in a small
Chinese restaurant. Wu asked Lu: "May I smoke?" Lu
answered: "No," Wu was very quiet for a while. Later
on, Wu told Lu that he was upset because Lu was so
stern about smoking in the restaurant, which surprised
Wu. Lu responded: "Thank you for telling me so, I was
not even aware of that. I am sorry that I hurt your feel-
ings. "
Analysis:

Traditionally, people do not say "No" directly to a
guest. If the host has to say "No", he would say it in a
polite and indirect way. For a case like this, the guest
may still feel uncomfortable even if the "No" is said in
a polite way because usually a host would allow the
guest to smoke if requested. Being so direct, Lu seemed
to act against Chinese customs without realizing it while
Wu was expecting Lu to say "Yes" according to the
custom. One of the reasons that Wu became upset with
Lu may be due to the unchallenged assumption that
"Since Lu is also Chinese, he should know the Chinese
way" .

Case #6. Same level of acculturation, different
in domains

Both Dr. Kuo and Dr. Goh are Chinese-American
scientists. Kuo is senior in age, and has been in the
United States for over 30 years. Goh is younger than
Kuo. Goh has been in the United States for 17 years.
Both of them are fluent in English and Chinese. They
met at a conference and were excited that their research
findings were complementary to each other. Kuo
addressed Goh by his first name warmly so that Goh
also felt free to address Kuo by his first name. However,

as their conversation went on, Goh noticed that Kuo
became less warm. Goh was puzzled. A few months
later, Goh learned that Kuo got the impression that Goh
was somewhat self-important and not very respectful to
Kuo. Goh was upset for being misunderstood.

Analysis
Not only do different rates of acculturation among

family members, relatives, and friends lead to cultural
conflicts and misunderstanding, but the mismatch of
content domains of acculturation among immigrants
who have the same acculturation level may also lead to
misunderstanding. One example is the problem of
addressing others. Chinese who are acculturated in this
domain have adopted the American egalitarian way of
addressing friends of different ages. For example, they
call each other by their first names. These people do not
feel insulted if a much younger person calls them by their
first name because they call their elders by their first
names, too. However, even if a Chinese person has lived
in the United States for over 30 years, as long as s/he is
not acculturated in this area, s/he may still follow the
Chinese tradition of showing respect according to age
hierarchy. He may still be offended when a younger per-
son, especially a younger Chinese, addresses him/her by
the first name, because s/he may interpret such addres-
sing as disrespect.

Implications for Helping Professionals in General

When conducting psychoeducational intervention in
schools, individual counseling or therapy, or marital or
family therapy with Chinese-Americans, the first impor-
tant thing is to assess the acculturation levels of the
individuals and family members or important others,
and to estimate the differences of pace and domain of
acculturation among family members or important
others (Liu & Li, 1997). This assessment will help
a) avoid generalizing the cultural characteristics of
traditional Chinese to all Chinese so as to approach each
individual in a culturally appropriate manner; b) esti-
mate the effect of acculturation on the client's life;
c) tease out the cultural from individual and psycho-
logical factors contributing to the presenting problems;
and d) choose culturally appropriate frameworks and
intervention procedures. For some simple and specific
methods to assess the acculturation levels, see Suinn-
Lew Asian Self-Identity Acculturation Scale (\ 992) and
Miller, Yang and Chen (1997).

The information about family members' different
levels of acculturation may help people to be aware of
the cultural diversity within the family so that they do
not attribute cultural conflicts to individual personality
traits. At times when there is a cultural conflict in deci-
sion making within the family, a cultural negotiation
may help resolve the issue harmoniously.

For the people in the cases aforementioned such as
Tom, Jim, and the daughter-in-law of the Chang
family, group counseling may be also helpful. Shared
experience of cultural conflicts may lead to insight of
the problem and support among group members.

Implications for Reality Therapy Specifically

Glasser's (1984) analysis of how people see reality
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through the lenses of their values in Contra! Theory
provides a handy framework to explain the conflicts
caused by acculturation. It can help people realize the
cultural lenses that they are using to see each other.
With this framework of lens of values, one can explain
why Tom had a hard time finding a date, why the Chang
family misunderstood each other, and why Dr. Kuo
misinterpreted Dr. Goh.

The choice theory (Glasser, 1984) in Reality Therapy
involves reviewing one's own needs, how one is meeting
his/her needs, what choices one has made, and which
choices work and which choices create problems.
Reality Therapy has the flexibility to be used for diverse
populations because it emphasizes working with an
individual towards his/her own goal. However, thera-
pists should keep in mind that this theory was con-
structed in the United States. It reflects Western values
such as individualism and a Western world view such as
internal locus of control. When applying choice theory
in therapy, there are some underlying assumptions
involved: The clients share a) a world view of internal
locus of control and the individualistic values; b) an
analytical thinking style; and c) a direct communication
style.

Before applying the choice theory to Chinese-Ameri-
cans, one needs to review the clients' world view and
values. It is likely that the more acculturated share more
of the Western world view and values and, therefore,
choice theory is more applicable to them. The tradition-
al cultural value of collectivism is likely shared among
new immigrants or the less acculturated. To these col-
lectivists, putting other's needs before one's own is still
viewed as a virtue. Collectivists tend to think in terms of
"we" but not "I". It may be difficult for the collecti-
vists to go through the analysis of 'how to meet my
needs' without considering how to meet our needs in-
cluding family and extended family as a whole. By being
aware of the clients' values and seeing things through
the clients' view, reality therapists can also help the
collectivists work towards their goals.

In terms of world view, it should be noted that there
are different extent of external locus of control among
traditional Chinese, depending on the main philoso-
phical influences on the person. a) The Buddhists tend
to see things in "Yin Yuan" (predetermined cause), thus
the locus of control is outside of the individual. Based
on different views of why a person may have a problem
and locus of control, some Buddhists may not believe in
the effectiveness of coming to therapy to solve their
problems. They may meditate or go to the temple to
pray, instead. b). Confucians believe in the effect of
individual effort more than the Buddhists, because if
you study harder, you'll be a better scholar. Confucians
may be willing to examine their current choices and
make new choices for a change. c). For people who are
equally influenced by Confucianism and Buddhism,
they tend to put the effect of individual effort in the
larger context of opportunities or "Yin Yuan". When
facing a difficult situation, their popular saying is "Try
your best and leave the rest to God."

d). People who are more influenced by Marxist phil-
osophy, tend to see the individual's problems in the
context of social structure and system. For example, a

poor worker's unhappiness may be caused by the ex-
ploitation and oppression of Capitalism. The individu-
al's happiness lies in the change of the unfair social
system. From this perspective, working on choice at the
individual level may not be seen as a fundamental
solution to the problem. In this case, one may help the
client become aware that, at least, he/she has a choice
about how the problem is viewed, and what can be done
at the individual level to make a difference for the
person. This choice review process may empower the
individual.
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ABSTRACT: This article presents some views regarding the conceptual integration of culture and quality world. Some of the
challenges regarding this complex integration are presented along with its importance in providing relevant, respectful, and
empowering interventions within a Choice Theory/Reality Therapy (CT /RT) framework to culturally diverse clients. The
evolving and incomplete nature of this process is presented as a challenge to further conceptualizations involving CT /RT.

Despite the historical and contemporary awareness concerning the importance of culture among a number of
scholars, the study of culture and related variables occupies at best a secondary place in American (mainstream)
psychology ... There seems to be a widespread assumption that the study of culture or ethnicity contributes lit-
tle to the understanding of basic psychological processes or to the practice of psychology in the United States.
(Betancourt & Lopez, 1993, p. 629)

INTRODUCTION

Choice theory has provided us with valuable con-
structs - working ideas - in our attempts to understand
our clients' lives and world views. It has provided us
with a set of critical "conceptual pictures," to assist us
in understanding various approximations of reality.
These are, however, only representations of reality.
They cannot be confused, as with all scientific/social
constructs, as reality itself (Porter, 1995). In order for
these conceptual pictures to truly assist us in engaging
others, they must remain fluid, dynamic, and open to
change, if we are to make progress and, more impor-
tantly, develop practices that enable others, particularly
those from culturally diverse settings, to enhance their
quality world.

A major challenge to our thinking has been that of
how to integrate the conceptualization of "difference"
within our constructs and theories. The notion of multi-
ple "realities," each with a legitimate claim towards
recognition and affirmation, needs to be confronted
and prominently situated in any of our theoretical
frameworks. Examining and integrating the more
specific construct of cultural difference has tested our
abilities to expand our conceptual boundaries. This ex-
pansion of boundaries is vital if we are to truly include
and bring to the center those who have been margin-
alized and excluded in this society. It is ultimately the
challenge of giving voice to those whose narratives have
been oppressed by mainstream society and the theories
that it has developed (Giroux, 1992).

Having voice (hooks, 1994; Sanchez & Fried, 1997)
is a crucial component in being able to envision and
move towards the development of one's quality world.
CT /RT has also attempted to confront these challenges
and the development of voice through narrative. It is
through narrative that one gives voice to what makes up
a person's individual and cultural quality world. Direct-
ly integrating cultural difference and alternative world
views into various theoretical and practical variables
within CT /RT has been the concern of many practi-
tioners/scholars in the field (e.g., Baca, 1996; Barbieri,
1994, 1996; Cunningham, 1995; LaFontaine, 1994,
1995; Mickel, 1991, 1994, 1995; Sanchez & Garriga,
1995, 1996; Sansone, 1993; to name only a few). This
dialogue, this dialectic of difference, has challenged and
pushed us into grappling with complex multicultural

realities and different world views. It is this challenge
that has forged fresh ideas and new, more inclusive and
empowering ways of thinking and practice with
culturally diverse clients.

The purpose of this essay is to present some views on
the construct of a Quality World and its integration with
the construct of Culture. The expanding of the con-
struct of Quality World to one that embodies a synthesis
of Cultural Quality World is presented. Clashes and ten-
sions related to this integration and its relationship to
providing relevant, empowering and respectful inter-
ventions within a CT/RT conceptual framework are
also discussed.

THE CONSTRUCT OF CULTURE:
A WORKING DEFINITION

As with many other complex social/scientific con-
structs, culture has been very difficult to define, with no
precise or fully agreed upon definition (Betancourt &
Lopez, 1993; Nuttall, Sanchez & Webber, 1996;
Triandis, 1996). For our current purposes, we can look
to the works of Betancourt & Lopez (1993) and Triandis
(1996). Betancourt & Lopez (1993) describe the differ-
ence between objective and subjective culture, for which
they cite Triandis et al. (1980) as a model:

Triandis's formulation is quite explicit about
the psychologically relevant elements that con-
stitute culture. According to Triandis, although
physical culture refers to objects such as roads,
buildings, and tools, subjective culture includes
elements such as social norms, roles, beliefs,
and values. These subjective cultural elements
include a wide range of topics, such as familial
roles, communication patterns, affective styles,
and values regarding personal control, individ-
ualism, collectivism, spirituality, and religiosity
(p. 630).

Betancourt & Lopez stress the importance of
defining culture as "psychologically relevant
elements" in that this then allows for the
potential to more directly determine" ... the
relationship of ... cultural elements to psycho-
logical phenomena ... " (p. 630).

Clearly, for our purposes, the definition of sub-
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jective, psychological elements that constitute compon-
ents of one's world view and ultimately one's quality
world are the most important concerns for our context.
Triandis (1996), however, described another critical
element that, I believe, relates to our integration of the
constructs of culture and quality world. Triandis notes
that although there are many different definitions of
culture, " ... there is wide agreement that culture con-
sists of shared elements" (p. 408). According to
Triandis (1996), these shared elements also:

Provide the standards for perceiving, believing,
evaluating, communicating, and acting among
those who share a language, a historic period,
and a geographic location. The shared elements
are transmitted from generation to generation
with modifications. They include unexamined
assumptions and standard operating procedures
that reflect "what has worked" at one point in
the history of a cultural group (p. 408).

This corollary to the definition of the culture in-
cludes the concept of fluidity, change, porous bound-
aries, and a more dynamic definition, that is, culture is
not a static, dead embodiment of a particular people.
The "unexamined assumptions" are important for our
analysis in any empowerment process that examines the
"interaction" of people with different cultural views.
The need to examine the "unexamined" will be
discussed below.

SITUATING A PERSONAL CULTURAL CONTEXT
As someone interested in the study of culture and its

integration within CT/RT, it is important that I provide
some cultural coordinates that might begin to situate me
within these complex conceptual variables. They pro-
vide further context in understanding some of the views
that will be presented. This also provides a possible
model for the need to examine one's own cultural co-
ordinates, if we are to begin to examine, understand,
integrate and affirm our clients' differences. As will be
discussed later, this is viewed as critical to the con-
ceptual synthesis of culture and quality world.

How I live my life, teach, conduct clinical/advocacy
work, and how I conceptualize human behavior is clear-
ly affected by my cultural background. Being Latino,
and more specifically Puerto Rican, provides critical co-
ordinates that embody shared cultural historical and
sociopolitical variables. The complexities of the proble-
matic colonial relationship between the Island Nation of
Puerto Rico and the United States are also situated
within these variables. Being a first generation born
Nuyorican (Flores, 1993» - a Puerto Rican raised in
New York City and situated within the complex and
interacting language and cultural forms particular to
that geographic location - from working class parents,
provides further historical and class origin reference
points. Being bilingual, yet having a "spiritual"
language that is Spanish, further colors and con-
textualizes my views of difference and culture. All of
these variables are also situated within my current class
and professional coordinates. These coordinates also
signify points of privilege and power - critical variables
that need to be situated and more importantly question-
ed in any analysis of difference and clashes when con-

fronting complex behavior and ideological systems. All
of these variables also provide the contextual strands
that intimately connect to the pictures that I have of a
quality world, both for myself and as will be discussed
below, for a more collective group identity, that is, for
other Puerto Ricans.

QUALITY WORLD AS CRITICAL
The construct of a Quality World is, to me, one of

the most basic, defining, and organizing concepts that
Choice Theory/Reality Therapy has to offer and, one
that provides a great deal of hope and a sense of possi-
bility. A sense of hope and possibility that is so very
much needed in many of our communities where the
struggle against economic, political and cultural
oppression continues on a day to day basis. Within the
community context, this entails the collective pictures of
equality, social justice, cultural development and affir-
mation. All of these issues speak directly to the collec-
tive satisfaction of basic needs as well.

All cultures, races, and ethnic groups strive for the
evolution of a Quality World. Examining my own quest
for a Quality World reveals some very basic: notions in
looking at how a Quality World might be conceptu-
alized. As with the working definition of culture,
quality world is a multidimensional, dynamic and inter-
active concept. There is the external, group, collective,
cultural vision of a Quality World and the internal, per-
sonal, and individual vision of a Quality World. Part of
being a sensitive provider, one that also incorporates the
ideological orientation of "cultural worker" (Giroux,
1992), is the ability to examine the overlap of individual
and collective cultural quality worlds, and the contra-
dictions or discontinuities that make up part of these
overlaps. How one engages in responsible, constructive
behavior that strives for enhancement of the pictures of
a quality world, is always a process that is in relation-
ship to others, that is, an interactional process. As such,
clashes and tensions, as well as points of consensus, are
part of the dialogue process. At this point I would like
to go on to describe a Quality World more broadly, one
that to me embodies a conceptual framework of
Cultural Quality World.

A CULTURAL QUALITY WORLD
Culture, race and ethnicity exert powerful influences

on how a Quality World is organized and how to go
about meeting basic needs. The need to survive and re-
produce; the need to belong, to love, share and cooper-
ate; the need for power; the need for freedom; and the
need for fun (Glasser, 1984; 1989) are shaped, nurtured,
given greater or lesser valence, and affirmed or disaffir-
med, by the cultural matrix in which the client and you
or I are embedded. In some ways, this calls for the rede-
fining of basic needs within and for the "collective",
which for some cultures is a vital and critical organizing
construct. Satisfaction of basic needs and the definition
of these needs always needs to be situated within cul-
tural, sociopolitical and economic contexts (Sanchez &
Garriga, 1995). These are contexts that are fluid,
dynamic, overlapping and interdependent.

Culture in the broadest sense provides the organizing
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values behind the pictures in our perceptual system of
what our quality world should be. We all have pictures
with common elements, yet also have pictures that are
culturally specific. Culture, however, both inner and
outer, micro and macro, can come into clashes with
"others" definition of reality and the quality world they
are striving to enhance. Our ability to engage the consis-
tencies and inconsistencies, and understand the separate
and overlapping terrains of our cultural quality worlds,
needs to be taken into account in any effort for helpers
to provide culturally relevant and empowering interven-
tions. Cultural quality worlds will differ across cultures
and other critical variables.

When one does cultural analysis, the individual
always needs to be situated within culture, but, not fost
within it. A global cultural analysis reduces "individ-
uals" - their needs, and pictures of a quality world -
with the subsequent dangers towards stereotyping and
caricature of any particular culture (Ridley, 1995). This
is just as oppressive, non-affirming and disrespectful as
not taking cultural context into account. Can individu-
als integrate their culture in a personal, private manner?
Can one be judged as not Latino enough, not Jewish
enough, not Black enough, etc.? The dangers of a
simplistic analysis of an ethnic or cultural identity rein-
forces the notion of an "authentic or authoritative"
concept of a culture, rather than a more dynamic, fluid
and interactive model that includes individuals and the
cultural and societal culture-within which they are
embedded.

WHEN CULTURE AND QUALITY WORLD CLASH

Within these complex interactions, one can en-
counter several different clashes. One of them has to do
with when individuals' quality world and pictures there-
of, mayor may not be in sync with their culture of
origin. The clashing of pictures, world views, and cul-
tural quality world which may occur however, could be
used in Choice Theory/Reality Therapy as a source of
what I like to call creative tension, as opposed to being
conceptualized as something negative. The potential for
creative problem solving and teaching exists. One
observes these clashes in the cultural quality world of
clients and families presenting with generational issues.
Respect, leaving home, dependence versus interdepend-
ence, are just some basic examples as to how different
cultural quality worlds may be viewed and how basic
needs are expressed.

Another clash may entail the individual's cultural
quality world and a clash with broader systems or insti-
tutional issues. Employment culture versus an individu-
al's culture (Sanchez & Van Gelder, 1997), organized
religion (Medina, 1994; Stevens-Arroyo, 1995) and the
clash with spirituality and notion of the mysterious
(Porter, 1995) and the sacred (Abalos, 1992; Abalos &
Pulido, 1994; Pulido, 1994) as related to particular cul-
tures, might be some examples of these types of individ-
ual/system tensions. Quality management that looks at
culture may provide avenues to enlarge perspectives and
assist in developing dialogues among those who embody
difference. Culture needs to be a bridge between in-
dividual and organizational/systems views of a quality
world.

Individuals' cultural quality world may clash with a
particular school environment, leaving us with the ques-
tion: How do we develop quality schools that examine,
affirm and enhance a particular individual's cultural
quality world. Many of the problems that I have observ-
ed with culturally diverse children, including special
needs students and gay and lesbian youth, have to do
with this type of clash. Schools as institutions have their
needs and their vision of a quality school (Glasser,
1992). This sets the stage for potential clashes between
issues of difference - culture - and its affirmation within
a more global, quality school picture.

On a more individual level, a client's cultural world
view may clash with the therapist's cultural quality
world. Although this in theory should not take place, as
the client in CT /RT conceptualizations remains central
to the process, the influences of therapists' biases and
their own cultural quality world constructions, still need
to be situated as powerful mediating elements in the
process. How does one do reality therapy with culturally
diverse clients? If cultures not only overlap, but also
dispute and struggle over cultural quality world do-
mains, then these conflicts need to be explicated as
significant tensions in the process of understanding our
clients' pictures of their cultural quality world.

It is my contention that these clashes are inevitable in
this dynamic, fluid, and multidimensional process of
assisting clients in enhancing their cultural quality
world. Being able to interrogate these clashes (examin-
ing the unexamined) as part of the creative tension, as
an asset rather than a liability, is part of the dialectic of
difference that needs to take place. Understanding these
challenges to our conceptualizations about difference,
and allowing this tension to serve as a guide and facilita-
tor in the cultural quality world discovery process,
allows us not only to liberate our clients, but ourselves
in the creative, advocacy, and collaborative helping
orientation.

HOW DO WE DO THIS VERY COMPLEX TASK?
A first step entails our ability to examine and be

aware of our own cultural quality world, its pictures,
and the values behind those pictures. We are never
neutral or blank slates. We all have critical historical
and cultural coordinates that greatly affect our own pic-
tures of a quality world. Cultural, social, economic,
racial and ethnic biases always playa part, and these
need to be critically analyzed. All collaborative helping
professionals need to develop awareness of and critical-
ly come to terms with the pictures in our own perceptual
system that are also determined by myths, biases and
stereotypes - no one's pictures and perceptual system are
immune from these issues. We live in a society with
power to reward and punish and thus influence, particu-
larly through its mass media, a particular view of what a
quality world should or should not look like. It is the op-
pression of other cultural quality worlds that we must be
constantly vigilant of and willing to confront.

In each and every "cultural encounter" (which by
definition, would be every situation) the need to interro-
gate one's own "pictures of reality", one's pictures of a
quality world, and its possible influence on the helping
process, is critical to empowering the clients we seek to
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help. This is also a critical issue for those of us who are
teachers as well.

Examining our clients' cultural quality world entails
a similar process. What are their myths, biases and
stereotypes? How do these block satisfaction of a cul-
tural quality world? I'm reminded of work with an
interracial couple, who although very much in love,
struggled with other's and their own myths about inter-
racial couples, sexuality, and society's perception of
them. Their efforts to both disprove and at times prove
or reflect some of the myths, kept them from examining
the true nature of their quality world as a couple and the
integration of their own culture in their pictures of this
quality world. We thus talk about an interactional pro-
cess, one that needs to confront the many clashes and
tensions between different cultual quality worlds.

DOING CULTURAL ANALYSIS:
MEETING THE CHALLENGE

Any cultural analysis seeking to examine and later
enhance a cultural quality world through the helping
advocacy process should thus examine variables such as:

• Language: As a transmitter of information, affect,
cultural survival, and political orientation.

• Role Constructions: Male-female; parent-child;
older-younger.

• Collective, communal, cooperative orientation versus
individualistic, separate, and competitive world
views.

• Linear versus circular, reductionistic versus holistic
assessment of life history.

• Relationship to nature: spiritually centered and one
with nature versus needing to control and conquer
nature.

• Relationship to spiritual life as organizing feature
versus Organized religion and political relationship
with church.

• Meaning of Time: Time as flowing, endless, evolving
versus time as a commodity you buy and exchange,
e.g., "My time is valuable" or "Don't waste my
time."

• Fatalism and control of life: Spiritual forces versus
science and positivist explanations.

Determining a cultural quality world for a culturally
diverse client requires the need to examine these issues
not only within our clients, but also within ourselves. In
cultural analysis, we are an intimate and critical part of
the interactional process. We are not neutral, we are not
apolitical. All of this can be used as the creative tension
and the grease that lubricates the wheels of understand-
ing, leading us to "pervasive participation," one that
includes ourselves in the change process.

EXPANDING THE BOUNDARIES OF A
CULTURAL QUALITY WORLD

The challenge of expanding the meaning of a Quality
World to one that incorporates a more inclusive Cul-
tural Quality World conceptualization, also entails the
"giving voice to" other Quality World contexts. For all
clients, an analysis of how their quest for a Cultural

Quality World also reflects the more community or
grassroots striving for a collective, shared, Cultural
Quality World must also be a vital goal for the helping
professional/cultural worker. The more profound test
becomes one of empowering others to move beyond their
more personal, need based search for a Quality World,
to a search that embodies a broader social activist,
collective base, that is guided by principles of social
justice, equal access to resources, and the elimination of
all oppressive conditions that seek to limit and destroy
peoples' potential to develop and enhance a personal
and collective Cultural Quality World. This inevitably
leads to the realization that Choice Theory/Reality
Therapy is also located within complicated political
coordinates, for part of becoming a critically conscious,
aware and responsible change agent demands that one
not only conceptualize but also act on - this is praxis -the
political as part of a Cultural Quality World for all
clients, but in particular, for those who have been
oppressed and marginalized by dominant power struc-
tures. We are all challenged by this confrontation - a
confrontation that requires moving beyond our fears of
the unknown, both in our thinking and in our inter-
actions with those who embody difference. Ultimately,
the enhancement of a Cultural Quality World for our
nation needs to be a guiding principle for those engaged
in helping and using CT /RT to guide and assist others in
a process that reflects respect, affirmation and empow-
erment of the diverse cultures that make up our society.

CONCLUSION
Confronting the unknown is always a scary and

challenging process. Meeting the challenge of facing the
contradictions in our knowledge, practice and daily
lives, however, is a critical component to a fluid,
dynamic, and interactional change process. Expanding
the boundaries of our knowledge and practice requires
that we confront the complexities of culture and its
integration within mainstream systems of knowledge
productions. In this essay, I have endeavored to present
some working ideas regarding the conceptual integra-
tion of Culture and Quality World. Understanding the
nature of our own and our clients' Cultural Quality
World is a vital first step in a process of change that
seeks to empower those who have been silenced in this
society. Establishing the dialogue process, the dialectic
of difference, encourages us to engage the clashes and
tensions that are inevitably inherent in examining over-
lapping and interdependent, yet at times contradictory
and competing Cultural Quality Worlds, as creative
tension, with the potential of greater understanding and
affirmation of cultural differences in this society. The
process must also be one that confronts the political.
Social and economic justice must be the guiding beacon
to a more collective, shared and humanistic Cultural
Quality World for this nation as a whole. It is our ulti-
mate responsibility as helping professionals to move
beyond our fears of discontinuities and to seek change
that will give voice to those whose quest for a Cultural
Quality World has been and continues to be oppressed.
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ABSTRACT: The need for understanding and integrating some critical cultural variables in working with Puerto Rican clients
is presented as being crucial in working towards a culturally situated, Puerto Rican Quality World.

Weave us a song for our bodies to sing
a song of many threads

that will dance with the colors of our people
and cover us with the warmth of peace.

Sandra Maria Esteves, 1991

INTRODUCTION
What is a Puerto Rican Quality World? As practi-

tioners of Control Theory and Reality Therapy attempt
to reach out to culturally diverse populations, the need
for understanding and integrating specific cultural
elements of diverse groups in the United States and the
rest of the world becomes critical in being able to pro-
vide culturally relevant, sensitive and empowering in-
terventions (Cunningham, 1995; Sanchez & Garriga,
1995a). Ultimately, one of our most important goals as
providers is helping people, in a collaborative manner,
understand and achieve their culturally situated quality
world (Sanchez, 1998). Enchancing clients' hopes and
direct, responsible actions towads productive efforts in
actualizing their quality world is a critical goal for
CT/RT (Glasser, 1985; Glasser & Wubbolding, 1995).

For all of us, our internal pictures of this quality
world are embedded within complex cultural coordin-
ates (along with other equally complex, interdependent,
interacting and at times competing class, gender, sexual
orientation, disability and sociopolitical variables).
Although highly influenced by specific cultural prac-
tices, we are, as hopefully free agents, not totally lost
within these critical cultural coordinates (Sanchez,
1998). "Being 'at home' is about people having a sense
of being at peace with who they really are, not fitting
them into rigidly-defined group identities ... "
(McGoldrick & Giordano, 1996, p. 7). For all of us,
however, culture still remains a powerful guiding light,
one that shines upon our culturally developed and in-
fluenced world view (Sanchez.& Van Gelder, 1997).

Our hopes for a quality world are obviously influ-
enced by our world view and the specific cultural prac-
tices within which we ground our being in the world in
relationship to others. We take as a working definition
(as there are many complex meanings given to this
dynamic concept, see, e.g., Sodowsky & Johnson, 1994;
Sue & Sue, 1990) Sue, Ivey, & Pedersen's (1996):

A world view has been defined as "how a per-
son perceives his/her relationship to the world
(nature, institutions, other people, etc.),"
"one's conceptual framework," "our philoso-
phy of life," and "the way we make meaning in
the world." World views are the reservoirs for
our attitudes, values, opinions, and concepts;
they influence how we think, make decisions,
behave, and define events (Sue & Sue, 1990),
(p. 7).

The purpose of this article is to review some specific
cultural variables that we feel are critical in understand-
ing a Puerto Rican quality world. These are variables
that are at times misunderstood or not recognized in
working with Puerto Rican clients. The cultural vari-
ables of language as cultural connection, respeto
(respect), dignidad (dignity), personalismo (personal-
ism), familismo (familism) and la communidad (com-
munity) will be discussed. Our efforts towards becom-
ing connected in a collaborative manner is also situated
within the critical issues of social justice and a more fair
shares orientation (Ryan, 1981, as cited in Lykes,
Banuazizi, Liern, & Morris, 1996), one that speaks to a
Puerto Rican (and other culturally diverse) quality
world. The examination of a culturally specific quality
world is presented as vital in our efforts to provide
culturally sensitive, relevant and empowering reality
therapy to Puerto Rican clients.

WHO ARE PUERTO RICANS?:
SOME CONTEXTUALIZING INFORMATION

Puerto Rico is " ... the smallest and easternmost of
the Greater Antilles island chain that forms the northern
boundary of the Caribbean sea" (Morris, 1995, p. 1). It
has been described as " ... one of the world's most
beautiful islands. Twenty-six miles wide across its
center, and 100 miles long, Puerto Rico packs into its
small territory the beauties typical of virtually every
warm climate in the world" (Lopez, 1987, p. 5).

On the island of Puerto Rico itself, there are an esti-
mated 3,819,000 people, with a population per square
mile of 1,104 in comparison with the U.S. population of
265,563,000 and a per square mile density of 75 (U.S.
Bureau of the Census, 1996).

Our critically important diaspora community located
in the United States is scattered throughout the fifty
states. There are however, major metropolitan areas
located in California, Connecticut, Florida, Illinois,
Massachusetts, New Jersey, New York, and Pennsyl-
vania where large populations of Puerto Ricans are
located (Institute for Puerto Rican Policy, 1994). It is
the dynamic interaction between this community and
Puerto Rico that continues to develop cultural forms
and a Puerto Rican world view that strives towards cul-
tural/linguistic affirmation and resistance to loss of
culture through mainstream acculturation pressures
(Flores, 1993).
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The Puerto Rican population needs to be situated

within the rest of the Latino/a population in the United
States. There are an estimated 26,994,000 Latinos/as
identified by the U.S. census (U.S. Bureau of the
Census, 1996). This population is expected to grow to
approximately 58,930,000 by the year 2025 (V.S.
Bureau of the Census, 1996), making it one of the
largest ethnic minority groups in the country. As with
the Puerto Rican population, the Latino/a population is
" ... concentrated in ten states: California, Texas, New
York, Florida, New Jersey, Arizona, New Mexico,
Colorado, Massachusetts, and Illinois" (Garcia &
Marotta, 1997, p. 3).

In the United States, there are approximately
2,776,000 Puerto Ricans, making up about 10% of the
U.S. Latino/a population (Chicanos make up 64.1070of
the distribution) (Institute for Puerto Rican Policy,
1995). The Puerto Rican quality world is severely chal-
lenged on a macro level. As a Latino/a subgroup, they
are confronted by the severe tests of having the highest
unemployment rates, lowest labor force participation
rates, lowest average household income, and highest
poverty rate (Morales & Bonilla, 1993; Institute for
Puerto Rican Policy, 1995, 1996; Zapata, 1995).

The historical context vis-a-vis the United States is
equally complex, challenging and central to any
understanding for a quest for a Puerto Rican quality
world and the situating of the above severe macro level
tests. Since the landing of Columbus in Puerto Rico in
1493, colonialism has been a part of this complicated
struggle for a quality world (Amott & Matthaei, 1991;
Garcia-Prete, 1996; Lopez, 1987; Sanchez & Garriga,
1996). Puerto Rico became a war prize of the V.S. after
the defeat of Spain by the V.S. The complex and tension
filled relationship has continued since 1898. Puerto
Ricans became V.S. citizens under the Jones Act in
1917, while in 1952 the relationship between the U.S.
and Puerto Rico was officially defined as The Common-
wealth of Puerto Rico (Fernandez, 1994; Lopez, 1987).
Even with this redefinition, the problematic tension of
colonialism and colonial rule still remains a complex
socio-political, economic and psychological issue that
impacts heavily upon the quality world of Puerto Ricans
(Fuentes, 1997; Melendez & Melendez, 1993; Sanchez &
Garriga, 1995b; 1996). These tensions are further played
out in the three major political parties in Puerto Rico.
As Morris (1995) points out:

Any discussion of Puerto Rican politics quickly
bumps up against Puerto Rico's political
parties. Each of the island's three principal
parties-the Popular Democratic Party, the New
Progressive Party, and the Puerto Rican Inde-
pendence Party .. , advocates a different
political future for the island - [continuation of]
commonwealth status, [adopting] statehood, or
[acquiring] independence, (p. 2)

The above demographic, historical and political
summary provides a broad based context and some of
the coordinates from which to examine some of the
more specific cultural concepts that are embedded
within the world view of Puerto Ricans attempting to
enhance their quality world.

SPECIFIC CULTURAL CONCEPTS AND
QUALITY WORLD

The following sections will examine some specific
cultural variables that are presented as critical ground-
ing strands in working with Puerto Rican clients
towards a definition of their culturally situated quality
world. It should be noted that there are many, many
specific cultural variables. Given the space limitations
of an article, a cataloging of the complex array of
cultural attributes is not possible or even our goal. In
presenting this sample of cultural variables, the authors
realize their own cultural, class and political biases in
picking these specific factors. However, we also feel
that those presented are crucial and very much intercon-
nected to other cultural variables within Puerto Rican
society as we see and translate it.

What is also important to keep in mind is that as
stated above, these variables always need to be con-
textualized within the "particulars" of the client sitting
in front of the reality therapist. Speaking about
Latinos/as in general, Arrendondo notes:

Given the heterogeneity and complexity of the
population based on far-ranging sociocultural
and demographic considerations, the comments
[variables] cannot be taken as absolutes but
rather be viewed on a continuum: This will
apply "more or less" in "certain situations"
and "for some individuals" and not others.
(1996, p. 219)

LANGUAGE AS CULTURAL CONNECTION

Language is absolutely critical to an understanding
of the world view of Puerto Rican and other Latino/a
clients (Nuttall, Sanchez, Osorio, Nuttall, & Varvogli,
1996). Language is culture in the direct sense of
embodying not only the technical/communicative ele-
ments within a particular social landscape, but the more
important emotional, spiritual and basic connecting
strands to one's cultural matrix. Spanish for Puerto
Ricans is about critical cultural connections. It is about
cultural resistance in a society that seeks to homogenize
many of its cultural and social functions.

Language is about resistance and opposition to
hegemonic language ideology, e.g., the English only
movement (Padilla et al., 1991). Language and its direct
manifestations run the gamut from clients being fluent
in Spanish, English and other languages; from speaking
only Spanish; speaking predominantly English with
some Spanish; to speaking the various cultural forms
that combine Spanish and English. Language use will
also vary across contexts and be dependent upon both
communicative and social/emotional needs within
diverse settings (Canino, 1982; Gomez, Ruiz, & Rum-
baut, 1985).

Words are important. Language does frame the
nature of our discourse. Words carry different emo-
tional meanings and define particular meaning making
systems. These meanings and signifiers are not simple to
translate, particularly when the cultural/social/politi-
cal/economic contexts are removed from the language
translations.
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For Puerto Ricans, however proficient in Spanish or
English, Spanish is part of our cultural quality world.
To speak Spanish means to connect and remain com-
mitted to one's culture. To speak Spanish means to bind
and not forget history. To speak Spanish means to con-
nect spiritually. Spanish unites not only Boricuas
(indigenous name for Puerto Ricans) but with other
Latinos as well. It thus transcends boundaries based on
national origin.

Even in contexts where Puerto Rican clients are
fluent in English (in fact for many born in the metropo-
lis, this is their first language) Spanish is still the
language of the soul. Parents, grandparents, relatives,
many of whom still only speak Spanish, remain the
cultural bridge between our language and social and
cultural struggle. As providers interested in a collabora-
tive effort towards a quality world, one would need to
critically situate this Puerto Rican cultural element. We
cannot have culture without our language. We cannot
have a culturally situated, Puerto Rican quality world
unless Spanish is central. In concrete practice, this
would require the therapist or counselor to directly
address this issue, not only in practical situations of
being able to converse in Spanish and provide written,
translated materials, but the use of Spanish words and
dichos (sayings) (Zuniga, 1992) within the therapy
session. Although the therapist may not be able to con-
verse and connect with the Spanish language itself,
situating it in any counseling contact would demonstrate
an element of respeto (respect) for clients and their
language! culture system.

RESPETO
Respeto (respect) has been noted by many authors as

an extremely important variable in understanding
Puerto Rican and other Latinos!as' internal world and
its external relational component (e.g., Arrendondo,
1996; Christensen, 1975; Fitzpatrick & Travieso, 1980;
Garcia-Preto, 1996; Sanchez, 1996; Zea, Garcia,
Belgrave, & Quezada, 1997). Respeto is translated into
English as simply respect. This direct linguistic trans-
lation however, does not express the significance of this
very emotionally situated and "lived" cultural variable.
Respeto is one of the most significant elements in the
world view and thus determining feature of a quality
world for Puerto Rican clients. As noted by Garcia-
Preto (1996): "(Respeto) is vital in the Puerto Rican cul-
ture. (Respeto) acknowledges another's social worthin-
ess; it is the social lubricant in the flywheel of interper-
sonal relationships" (p. 185). Respeto signifies a sense
of deference that is exhibited to people based on age,
gender, professional and class variables. Younger
people are expected to show respect for older people,
women to men, and all individuals in positions of auth-
ority. It requires a definite recognition of the authority
status, whether actual or implied in the relationship.
Respeto would forbid the open questioning of someone's
behavior or ideological stance based again on this
positional relationship.

The implications of this cultural variable are many
'and, in our opinion, also significant for the counseling
or therapeutic relationship. The Puerto Rican client will
tend to see the counselor as situated within an authority

position and one that dictates an outward showing of
respeto. By the same token, an older Puerto Rican client
who is working with a younger counselor would expect
respeto as well, given a positional relationship based on
age, with the complicating and interacting feature being
that of the counselor's professional status as an
assumed authority position.

As with any other cultural variables, respeto has a
double edge, that is, it has both its positive and negative
elements and resulting tension between these two ele-
ments. It is thus a dynamic, dialectical relationship that
culture and other specific variables embody (Padilla,
1997). Within a consumer empowered, advocacy model,
for example, accepting professionals or authority posi-
tions without question is clearly problematic in some
contexts, particularly when critical judgment is not exer-
cised, resulting in a lack of empowerment and a sense of
agency (Sanchez, 1996). The complicated male/female
relationships based on respeto, and the assumption that
women always defer to men, is again also extremely
problematic from a gender equity perspective (Ramos,
1991; Rivera-Arzola & Ramos-Grenier, 1997). That
children always defer to adults, and that they themselves
cannot exercise critical thinking skills, is also complex,
particularly when attempting to raise children within a
more proactive stance and one that systematically seeks
to develop a "critical imagination" in their way of read-
ing the world (Padilla, 1997).

The understanding and integration of respeto in any
therapeutic work is significant for many Puerto Rican
clients. At times, a missing element of their quality
world will revolve around their perception of not being
respected in a particular context - no me tratan bien, me
faltan el respeto (I'm not treated well, they do not
respect me). Exploration of the pictures of their quality
world and needs will at times reveal that this is a missing
element - respeto - in a critical social context. It is this
lack that causes distress and defines a related cultural
variable, Dignidad, which will be discussed further
below. Reality therapy can assist the client in exploring
what needs to be actively done to produce this sense of
respeto (and subsequent feelings of Dignidad) in the
particular social context being presented.

Case Example: A 35 year old Puerto Rican woman
presents in a counseling session her feelings of being dis-
respected by her employer. This was also connected to
feelings of anger and frustration as the employer
actively presented his own views in meetings, but, due to
the perceived (and actual) authority status of the
employer, the client did not feel able to present her own
views on some critical issues within the work setting.
This was further complicated by the fact that the
employer was also younger than the client, male and not
Latino.

Before discussing what she could do herself to
change the situation and bring about a quality world
that included feeling good about her work environment,
it was necessary to actively discuss respeto. This discus-
sion centered around how important respeto was for
Puerto Ricans and other Latinos and how this also at
times limited us from being able to critically confront
situations where we felt that due to respeto, deference to
the identified authority figure was absolutely necessary.
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At this point, we were able to engage in some cultural
modification, where although still granting respeto a
very important role and grounding world view connec-
tion in a Puerto Rican quality world, that there were
also competing forces and needs - to be accepted and to
have a sense of agency - that could also be integrated
into an active intervention. The client was able to
actively work out how to confront the employer in a
proactive, yet still highly respectful manner. The modi-
fication occurred in assisting the client to see that her
behavior could actually transmit both respect and yet
also her own strong opinion about the employer's
decisions. The client also determined that it was
important to speak directly to the employer about
respeto as it applied to her Puerto Rican culture and
quality world, and that irrespective of what the
employer's feelings were, he could at least be made
aware of this significant cultural issue for this Puerto
Rican client. This in turn affirmed her own sense of
Dignidad - her own sense of self-worth, of being an
important and valued individual.

DlGNIDAD
Closely connected to Respeto is the cultural variable

of Dignidad (dignity) (Arrendondo, 1996; Chilman,
1993; Christensen, 1975; Fitzpatrick & Travieso, 1980;
Garcia-Preto, 1996). This cultural variable, which trans-
lates to Dignity in English, is in many ways the result
and internal experience of respeto. Dignidad signifies
the intense perception of being able to hold oneself with
pride no matter what one's position or social standing.
"Puerto Ricans define self-worth in terms of those
qualities that give them self-respect and earn them the
respect of others" (Garcia-Preto, 1996, p. 185). Feeling
proud about one's cultural identity, family and its rela-
tionship to the broader Latino/a community is a critical
cultural value in the pictures of a quality world for
Puerto Rican clients. Exhibiting respect or respeto for
others is the outward affirmation of another's dignidad.

Although a Puerto Rican client will show respect to
an authority figure and defer to his or her recommenda-
tions or judgments, there is still a reciprocal need of
being made to feel that one's dignity is still critical to the
relationship. Although respeto dictates the form of the
relationship with another person; dignidad expresses a
sense of ultimate self worth, no matter what the nature
of the status hierarchy. A Puerto Rican Quality world
must also include a discussion of Dignidad, in any
analysis of what is missing-just as one would do a
"needs" analysis. Dignidad is one of our critical needs
as well.

PERSONALISMO

Personalismo (personalism) is another critical cul-
tural element in the cultural quality world of many
Puerto Rican clients. It is an important cultural variable
in the world view of many Puerto Rican and other
Latinos/as (Cornas-Diaz, 1989, 1997; Fitzpatrick &
Travieso, 1980; Paniagua, 1994; Sanchez, 1996). There
is always a strong sense of moving away from the imper-
sonal to more of a personal or connected relationship
with others. This comes into clash in many professional
encounters, particularly where professional distance

and "boundaries" become the preoccupation of the
counselor or provider. For Puerto Rican clients, these
boundaries are a direct confrontation to a quality world
that perceives and strives for Personalismo. This is the
strong pull towards relating in a more personal and con-
nected manner to others. The first author remembers
growing up and feeling embarrassed, conflicted and
confused at his parents' Personalismo, which was, for
example, exhibited in their "telling their story or narra-
tive" to anyone that they met. This of course ran
counter to the mainstream images that were observed in
school, for example, through teachers about whom we
knew absolutely nothing about their personal lives. The
first author recalls being very confused as to why his
parents did this when the people they were talking to, if
they were non-Latinos, would not reciprocate, that is,
tell their story. It was their world view and connection
to their own culturally determined quality world that
strove towards Personalism, and the pictures in their
heads of involving others in their world.

This of course has significant implications for
Reality Therapy and counselors working with Puerto
Rican clients. Many Puerto Rican clients will come to a
helping contact and want to move towards this concept
of Personalism. The counselor becomes a significant
member in the person's life. There is a deep sense of not
being just a person to consult with, but an important
component to one's quality world. This personalism be-
comes easily confused by counselors who do not situate
the cultural variable of personalism adequately in their
work with Puerto Rican clients. Very basic information
like whether the counselor is married and has children,
for example, will be critical points of engagement in
working with Puerto Rican clients, many of whom will
ask the counselor directly and expect, because of per-
sonalismo and viewing the counselor as part of their
quality world, that this information will be forth-
coming. A distant, professional relationship, not
answering personal questions about oneself (obviously
within limits of comfort), negates this critical element of
personalismo for the client, making it difficult to estab-
lish an authentic connection and' 'tener confianza en la
persona" (having trust in the person).

Counseling at times may explore how this Personal-
ismo may clash with systems' cultures where issues and
relationships are supposed to be viewed within a more
"neutral and objective, non-personal stance." For
many Puerto Ricans, this becomes a quality world con-
tradiction. Even professionally, sharp critique of
individuals would offend them on many levels, i.e.,
Respeto, Dignidad, and Personalismo would all be
violated. It is very difficult and contradictory to tell a
Puerto Rican client" Don't take things so personally,"
when an element of our quality world is informed by
Personalismo. As with any other cultural variable, this
can be modified so that the client can understand that in
some contexts, personalismo will clash with system
culture and other quality world views. Yet, a critical ele-
ment in a counseling relationship is to positively affirm
by bringing to the surface, this need for Personalismo
and how it reflects positively on Latino/a and Puerto
Rican culture.
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FAMILISMO

Our need to remain critically connected and focused
on family is a vital element of our culturally situated
Quality World. Within Puerto Rican culture, family
and the cultural variable of familismo, remains a critical
anchoring point in the lives of Puerto Ricans (Canino &
Canino, 1982; Comas-Diaz, 1989; 1997; Garcia-Prete,
1996; Sanchez, 1996). One never moves away from family
in the very deep and spiritual, psychological sense.
Within a Puerto Rican quality world, remaining com-
mitted to family reinforces respeto-the ultimate respect
for one's parents and older relatives - and dignidad -
where one is affirmed as a committed family member.

Familismo as a guiding principal requires the
counterbalancing of an individualistic, self-achievement
model, something which U.S. society is much more
oriented towards (Canino & Canino, 1982; Cunning-
ham, 1995; Sue & Sue, 1990). As with all cultural var-
iables, this can cause some tension and conflicts which
have to be drawn out and clearly explicated in a counsel-
ing or therapeutic relationship.

Unfortunately, familismo is many times confused by
mainstream providers as Puerto Rican (and other
Latino/a clients) being "dependent" and/or "enmesh-
ed" in a family constellation. The implications are
drawn that the Puerto Rican is unable to name his or her
own experience, is passive, and "undifferentiated" as
an "individual." This is a complex misunderstanding
and misreading of familismo (e.g., see discussions in
Canino & Canino, 1980; and Zea, Belgrave, Garcia, &
Quezada, 1997).

Puerto Ricans are not dependent, but highly inter-
dependent, that is, see their role in family as critical and
as a key to having a quality world. Individuality and
dignidad are still valued within the Puerto Rican family,
but they are always grounded within the connected
spiritual life of family and the broader collective con-
cept of La communidad (Cornas-Diaz, 1997). In Puerto
Rican Quality world, one is always striving towards
family - family is all important. This family connection
must also be embedded within the broader community
as well.

LA COMMUNIDAD
The extension of our Familismo to the outside, com-

bined with facing complex societal pressures, demands
our conceptualization and living within a supportive
and proactive "communidad." A critical point of
exploration in any work with Puerto Rican clients is
their connection to the broader Latino/a community
within which they are situated. Counseling cannot be
solely focused on an individual, micro level, problem
solving format, but for the Puerto Rican client, reality
therapy and the enhancement of a quality world needs
to expand to a discussion of involvement within the
Latino/a community and the confrontation of critical
sociopolitical and economic challenges facing all
Latinos/as (Sanchez & Garriga, 1995a). The quality
world of an individual Puerto Rican client is, given the
above specific cultural variables, intimately connected
to and interdependent upon the quality world of the
broader Puerto Rican and Latino/a community. Quality

world needs to include the transcending of individual
national differences and the development of a Latino/a
ethnic consciousness, (Padilla, 1985) with the subse-
quent active striving for political, social and economic
change within a non-hierarchical, collective and
collaborative political activism model (Hardy-Fanta,
1993; Sanchez, 1994).

QUALITY WORLD AND SOCIAL COMMITMENT
Any discussion of a culturally situated quality world

for Puerto Rican and other Latino/as has to embody a
commitment for improving the lives of all people who
are marginalized in this society. This commitment needs
to squarely confront and advocate for critical issues
facing Latinos and other poor people in the United
States as well as around the world. Social activism has
to be part of an examination of a Puerto Rican quality
world. In many ways, much of the above discussion
requires a radical shift in our perception of clients who
come before us and our own relationship with them. For
Puerto Rican clients, there is a deep spiritual sense that
a quality world actively includes "nuestro hermanos y
hermanas" (our brothers and sisters). This is not a
familiar brother and sister, but a culturally determined,
social justice driven actuality that incorporates other
people (not just other Puerto Ricans), including other
Latinos/as and non-Latinos alike. The cultural vari-
ables discussed above must be connected not just to an
individual "comfort" level, i.e., an individual just
"making it" in this society, but to the broader concern
of all of our brothers and sisters left outside of this fast
paced, highly industrialized, impersonal, alienating and
technologically advanced society.

A cultural quality world for all must begin to
imagine, hope and actively work for a more "fair
shares" orientation to this society (Ryan, 1981, as cited
in Lykes, Banuazizi, Liem, & Morris, 1996). Lykes,
Banuazizi, Liem, & Morris, 1996, p. 5) present the fair
shares world view as originally developed by William
Ryan:

Ryan described the perspective of the Fair
Shares advocate this way: A Fair Shares egali-
tarian would hold that all persons have a right
to a reasonable share of material necessities, a
right to do constructive work, and a right to
unhindered access to education, to gratifying
social memberships, to participation in the life
and decisions of the community, and to all the
major amenities of society. This principle
doesn't lend itself to the calculation of "equal
results," and it certainly doesn't imply a
demand for uniformity of resources. (Ryan,
1981, p. 29)

Working towards a more equitable sharing of re-
sources, living wages, health care, educational experi-
ences and a reconceptuaiization of our competitive,
individualistic world view, transcends the boundaries of
specific cultural groups and challenges all of us to
engage in enhancing the quality world of everyone. An
agenda that embodies the ultimate cultural principles of
hope and love will continue to guide all reality therapists
towards a universal quality world.
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CONCLUSION
"Individuals should not have to suppress parts of

themselves in order to 'pass' for normal according to
someone else's standards" (McGoldrick & Giordano,
1996, p. 7). The acceptance of cultural and world view
differences is a critical step in empowering clients
towards the development of their culturally situated
quality world. We have attempted to present some cul-
tural concepts that we feel are critical in beginning to
understand the world view of Puerto Rican (and other
Latinos/as) and its connection to the quest for a cultur-
ally relevant quality world. The interconnections and
the fluid, dynamic nature of these cultural concepts and
its relationship to a quality world are presented in visual
form in Figure 1.

Universal Quality World and Social Justice

Puerto Rican Client

Connected To:

Culture

Family

Community

Eigu.rtLl. A Puerto Rican Quality World.

We have also stressed the need for connecting an
individual quality world with a commitment to social
activism that is directed towards social justice and
speaking to the needs of other people who are margin-
alized in this society. Our need to become critically
conscious of the system changes that need to take place,
and the hope for a more fair shares orientation within
this society, speaks to culture and quality world as a col-
lective process of transformation where anyone quality
world must be connected to the universal. As long as
only a privileged few are allowed the ability to actualize
their own quality world, a more universal hope of a
national and global quality world cannot become a
reality. We can make these critical choices and side with
those who do not have in this society, and connect our
own quality world with a commitment to social justice,
hope and love.
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Bringing Choice Theory and Reality Therapy
into the Deaf Community

Margery Burns, Maryann Barth, Douglas M. Stevens, louise Burns

The first author is a faculty member of WGf. The second and fourth authors are on the staff of 51. Rita's Schoolfor the Deaf.
The third author is at the Schwab Middle School in Cincinnati, Ohio.

ABSTRACT: To date, there have been few efforts to bring the ideas of choice theory and reality therapy into the deaf
community. The authors wish to document the process they utilized in coming together to spread Dr. Glasser's ideas into the
Deaf world. This process itself utilizes lead management techniques and choice theory concepts, while also enhancing the
communicative aspect of the learning environment. The authors' hope is that this article describing their ongoing journey will
assist other deaf and hearing people to work together successfully.

INTRODUCTION
In the fall of 1996, Maryann Barth, a Deaf teacher at

St. Rita's School for the Deaf in Cincinnati, Ohio, con-
tacted Margery Burns in an effort to begin her basic
practicum. About the same time, Doug Stevens con-
tacted Margery Burns to establish a relationship as a
Faculty Program Consultant. Margery invited Doug to
assist her with Maryann's basic practicum. For the first
several sessions, there were other students in this prac-
ticum. However, for personal reasons of convenience,
these students switched to other practicums which better
fit their schedules. Thus, in this article, the discussion
will involve Margery Burns, Maryann Barth, Doug
Stevens, and Louise Burns. Louise also works at St.
Rita's School for the Deaf and acted as interpreter for
Maryann throughout the practicum. It was important
that whoever acted as interpreter, regardless of certifica-
tion, have a good relationship with the Deaf Commun-
ity.

Margery, Maryann, Doug, and Louise worked to-
gether as a team for the basic practicum and in July,
1997, Maryann attended Advanced Intensive Week in
Cincinnati, Ohio. Since, as the following section ex-
plains, the team was careful to create a strong, caring,
and supportive environment, and since this takes addi-
tional time for hearing people who have not previously
worked with the Deaf, Margery asked and was permit-
ted to continue her supervisory relationship with Mary-
ann for advanced practicum. Doug also continued his
relationship with Margery as Faculty Program Consult-
ant for the Advanced Practicum Supervisor Program
and worked with Margery, Maryann, and Louise during
advanced practicum.

ESTABLISHING THE ENVIRONMENT
Probably the most important aspect of learning for

Deaf people is environment (Luke, 1991; Monks &
Martin, 1997). Glasser teaches that successful counsel-
ing and teaching relationships require a warm and sup-
portive environment (Glasser, 1969, 1986, 1990, 1992).
With the Deaf client/student, though, environment is
also the key to communication (Monks & Martin, 1997;
Schein, 1989). Hearing people have much greater lati-
tude with environmental quality before communication
becomes jeopardized. Since Deaf communication is
completely visual, lighting is an important factor.
Margery's apartment, the location of the practicum,
was in the corner of her building and had two sets of

sliding patio doors that let in large amounts of light.
Maryann, who from the start was comfortable taking
responsibility for her learning, explained that it was
difficult to see people when they are backlit. For this
reason, window blinds softened the light and glare to
improve communication.

Positioning was the next variable in the visual com-
munication mode. The team had to constantly evaluate
the positioning of the participants, especially the loca-
tion of the interpreter with relationship to the client and
those for which she was interpreting (Luke, 1991; Sue &
Sue, 1990). Maryann is a post-lingual, late-deafened
adult, meaning that she became deaf as an adult after
gaining her speaking ability. She made the decision, and
not all Deaf people would choose to do this, to use her
voice and speak to communicate with other members of
the team. Therefore, Louise was interpreting what
Margery and Doug said into American Sign Language
(ASL) for Maryann. Maryann made it clear to the team
that she was breaking an unwritten rule of the Deaf
Community by speaking and signing, but that she was
making the decision to do this (Lane, Hoffmeister &
Bahan, 1996). Spoken English and ASL are two differ-
ent languages, and are recognized as such by universities
and linguists around the country. It is impossible to
speak English and sign pure ASL at the same time.
Team positioning, throughout both practicums, shifted
constantly as people moved from discussion to role play
to chart talk. All team members were constantly in
evaluation mode with relationship to effective
communication (Luke, 1991; Monks & Martin, 1997).

Attitude was a key factor in the learning team. Many
Deaf people have had negative experiences working with
hearing people and refer to what is called a "hearing
attitude" (Paul & Jackson, 1993; Schein, 1989). This
refers to someone who expects the entire world, hearing
and Deaf, to live by the cultural rules of the hearing
world and refuses or is unwilling to modify those rules
to accommodate others. Margery and Doug were both
caring people who strongly believed that teaching is a
relationship and that anything that jeopardizes the rela-
tionship, jeopardizes learning as well. Had they not
believed this, they may have experienced what is known
as the "deaf nod" or "deaf acceptance" which both
refer to someone who is deaf that stops trying to under-
stand someone because the person communicating is not
working to ensure comprehension by everyone. Another
aspect of attitude is the view of deafness that someone
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takes, characterized either as pathological or cultural
(Lane, Hoffmeister & Bahan, 1996). The pathological
view of deafness is derived from the medical model and
starts with the premise that there is something wrong or
deficient in the deaf person. Like other medical models
of describing difference, it focuses on how to make
people who have something "wrong" with them more
like those considered healthy and normal. Obviously
this view of deafness would not be conducive to a warm
and caring learning environment. The other view of
deafness is cultural and views difference as just that,
difference. There is no value judgment placed on differ-
ence and allows a sense of pride and identity to grow
inside members of any cultural group.

Most of the learning activities in these practicums
were similar to any with hearing people - discussion,
role play, chart talk. Nevertheless, there are several
important differences and modifications. Margery
regularly asks her practicum students to record role
plays on audiocassette so she can review them and give
them additional feedback on their role play skills. This
can be particularly effective with larger practicum
groups. Audiotape is not an effective tool, though, in
working with the Deaf. The team was fortunate that
since Maryann was the only practicum student, she
participated in all role plays and received additional
support. This may not always be the case. Margery did
ask Maryann to work with videotape during the basic
practicum. Maryann videotaped some work she was
doing with students and brought it to the practicum.
Based on the experience, captioning became an issue.
Maryann taped in her classroom, and while she was
signing and voicing at the same time (breaking the rules
of the Deaf Community for the practicum), most of her
students do not voice and so she had to interpret what
her students were signing for the other members of the
team. Also, none of the William Glasser Institute video-
tapes used in Basic Intensive Week or Advanced Inten-
sive Week were closed captioned. In order for Maryann
to learn from these, her interpreters had to interpret the
videotapes. Since Deaf people gain information through
body language, it is difficult for a Deaf person to watch
a videotaped role play through an interpreter and also
read the body languge of the client in the videotape. If
choice theory and reality therapy concepts are to grow
in the Deaf Community, Institute videotapes must be
captioned.

COMMUNICATION: WORDS AND VISUALS
From the beginning, the team had to work hard to

establish clear and accurate vocabulary by finding or
creating ASL words for the technical language of choice
theory and reality therapy. Louise worked hard to
develop the vocabulary she needed by writing new
words on an easel and reviewing them with the whole
group each session. The team kept a master list of the
words and these words are now posted on the World
Wide Web site http://members.aol.com/lvburns. This
list will eventually be expanded to include descriptions
of the signs, a handbook including pictures of the signs,
and an accompanying videotape that demonstrates the
signs.

One example of the importance of choosing the right
sign words to establish clear, effective communication

relates to the term "quality world." Doug had gone to
the Quality School Consortium's International Confer-
ence in Austin, Texas and there were interpreters at
Glasser's general sessions. Previously, Doug had started
learning sign language at St. Rita's School and was
practicing his receptive comprehension. One sign, how-
ever, stuck in his head - the sign for "quality world." In
Texas, Doug saw it being signed as "quality/skill" plus
"world." Although he didn't remember the sign used in
practicum with the team, he knew there was a differ-
ence. After checking with Maryann, he found the sign
that they had been using, which was more accurate, was
a combination of "quality/characteristic" and
"world." To understand the difference, consider the
difference between the meaning of the English word
"skill" in reference to a quality or skill that someone
may have as a worker (indeed this sign for quality is
done on the same hand as the word "work"), and the
meaning of the word "quality" in reference to a quality
or characteristic that people have inside themselves (this
sign is done close to the heart). There is a significant dif-
ference in meaning between a "skilled world" and a
"world with characteristics close to the heart." The
team highlighted this example to show the importance
of clear understanding and the need for all members of
a learning team to work closely and continually self-
evaluate.

Since all Deaf communication is visual, the team
also wanted to highlight the importance of clarifying
any visuals and graphics used in working with Deaf
people (Luke, 1991). Glasser's chart is a very useful
learning tool. Even faculty members of the Institute are
constantly refining their understanding and application
of this chart. For Deaf students, this chart can be even
more complicated as they struggle to understand it as a
visual. What may help some learners, and indeed Mary-
ann is doing this with her high school students, is to
break down the chart into layers and parts that can first
be learned and understood separately, and then inte-
grated with the whole.

CHOICE THEORY AND REALITY THERAPY AS
NEEDS-SATISFYING IN THE DEAF COMMUNITY

This team intends to continue working together and
bring choice theory and reality therapy to more people
in the Deaf community. Glasser's ideas are particularly
useful for Deaf people who may not feel, because of the
lives they live and have lived, that they have the love and
belonging, freedom, fun, and power that they would
like in their lives. For Deaf people who grow up in
institutions and residential deaf schools, many oppor-
tunities for freedom are actively taken away by people
who don't understand Deaf needs (Lane, Hoffmeister &
Bahan, 1996). For example, traditional alarm clocks are
useless to most Deaf who cannot hear them. There are
"shake-awake" vibrating alarm clocks available, but
many young Deaf people do not have them and must
rely on others to wake them up. As a result, these stu-
dents are not afforded the opportunity to learn respon-
sibility the same as a hearing person. Deaf people who
grow up in hearing homes often do not have the amount
of communication at home that hearing children do and
parents of Deaf children generally make decisions for
their Deaf children far more often and for a longer
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period of time. At her school, Maryann encounters
many children who do not have healthy ways of meeting
their needs. In their perceived worlds, these children
(and many adults too) feel disempowered, oppressed,
and controlled.

In the real world, many issues face both Deaf people
and those who work with the Deaf. What freedom do
Deaf children have? Do Deaf children choose whether
they go to a main streamed school or a Deaf school? Do
Deaf children have any say as to who their interpreter is
in a mainstreamed school? Are they asked for their
feedback or is the interpreter even evaluated? Do they
participate in the writing of their IEPs? Do they control
whether their parents \earn ASL to communicate with
them? Do they have realistic career choices and coun-
selors who provide the assistance they need to prepare
for careers? Are Deaf children provided access to com-
munication - closed captioning, TTYs, interpreter serv-
ices outside of the classroom? Often, Deaf children have
no choice in matters that are essential to their healthy
social and emotional growth. However, Maryann is able
to use choice theory and reality therapy to help her
students and those she counsels meet their needs.

One of the best examples of reality therapy with
Deaf children revolves around the issue of communica-
tion with parents. Glasser says that parents are the first
people to go into children's Quality Worlds and are the
hardest people to take out (Glasser, 1986). They are also
the first people in the world that help children meet their
five needs (survival, freedom, fun, love/belonging, and
power). A successful relationship between parent and
child hinges on the ability to communicate. Many Deaf
children want their parents to sign so that they can com-
municate. In counseling these children, Maryann gets
the children beyond the presenting desire for their
parents to learn sign. The children fairly easily come to
the understanding that if their parents haven't learned
sign by the time they reach high school, it probably isn't
going to happen. Maryann teaches them that they only
have control over their own behavior, despite the fact
that this control is sometimes externally limited.
Eventually, the children usually come to the core want
which is to communicate with their parents. While the
children may not have any control over the mode of this
communication, they are able to achieve communica-
tion, usually through writing notes back and forth,
gesturing, and home signs. This limited form of com-
munication was not in the children's quality world, but
it does reflect what the children do control. Reality
Therapy is so effective with Deaf people because it
doesn't involve or dwell on the lack of something, but
on the quality of what you do control. Reality Therapy
gives the Deaf client the necessary tools and under-
standing to shift from an external locus of control to an
internal one.

Another benefit relating to the sense of satisfying
basic needs is that when a client shifts from an external
locus of control to an internal one, he or she feels a
sense of affirmation from self-evaluation. Many Deaf
people are not accustomed to receiving concrete and
specific praise and affirmation from others, often be-
cause they cannot hear it. The shift allows someone to
have a sense of personal empowerment and rely less on
external evaluation. When people realize they can suc-
cessfully change themselves and their interaction with
others, it creates a sense of both freedom and fun. Fun
is also a natural consequence of learning in a non-
coercive environment established using lead manage-
ment techniques.

CONCLUSION
Using lead management techniques, Margery Burns,

Maryann Barth, Doug Stevens, and Louise Burns were
able to establish a safe, warm, and supportive non-
coercive learning environment (Glasser, 1994). The
team was able to meet the learning goals of the client
and the requirements of the Institute. Maryann was able
to meet her personal and educational learning needs to
increase her understanding of choice theory and her skill
using reality therapy, which is the purpose of the
practicum. The team decided to continue working
together on collaborative projects and hopes to report
on these ventures in future issues of the Journal. The
key to success, which must always be in place, is that
LEARNING is the constant, and TIME is the variable.

In Deaf culture, the words "deaf" and "Deaf" have
two different meanings. The first indicates a pathologi-
cal view of deafness and the second a cultural view. For
the sake of this article, Deaf will indicate both the
pathological and cultural perspective. Further details
and discussion are located in A Journey into the Deaf
World (Lane, Hoffmeister & Bahan, 1996).
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ABSTRACT: Because of the many pressures facing rcday's Taiwanese university students, they devote little time to the
fulfillment of their own psychological needs of belonging. power. freedom, and fun. Therefore, an effective counseling or
treatment model is necessary to assist these students to better meet their needs, Reality therapy has been found 10 work well
with college students (Parish. 1988); however. very little is known about its effectiveness with Taiwanese university students
(Chen & Wang, 1989). The present study, therefore. considered the effects of reality therapy and choice theory - as used in
counseling and teaching settings - on the fulfillment of these psychological needs. Students studied either reality
therapy/choice theory (RT ICT) counseling or cognitive training in choice theory for eight consecutive weeks. A discussion
follows. ending with a summary of the implications.

INTRODUCTION

Entrance requirements into Taiwanese universities
are very competitive, and so the pressures faced by
students are tremendous. Although this may lead to the
development of higher intellectual skills, most of these
students find little time to devote to satisfying their own
basic psychological needs. Glasser (1965) identified
these basic psychological needs as belonging, power,
freedom, and fun that everyone must meet in order for
human beings to live satisfying lives (Glasser 1965,
1984a). An effective counseling or treatment model,
therefore, is needed to assist Taiwanese university
students and enable them better to meet their basic
psychological needs.

Parish (1988) has previously demonstrated that
reality therapy (RT) is an effective treatment for work-
ing with college students. Using reality therapy and
choice theory has also been successfully utilized with
Taiwanese juvenile offenders. Very little is known, how-
ever, about its effectiveness with Taiwanese university
students (Chen & Wang, 1989). Thus, the use of CT /RT
principles with this population needs to be studied and
assessed, in order to determine whether or not students
can use these methods to fulfill their basic psychological
needs.

METHODOLOGY

Subjects

A total of 217 undergraduate students (114 males
and 103 females) enrolled in National Tsing-Hua Uni-
versity, National Chiao-Tung University, National
Central University, and Chung-Wha Poly Technologi-
cal Institute, volunteered to participate in the present
study. There was no significant difference between the
number of males and females in this study. The students'
average age was 21, with most being classified as juniors
(34%) and seniors (34070). In addition, most of the stu-
dents majored in technology (53070) with the remainder
majoring in the areas of business, the arts, and the
sciences. Approximately 59070 of the students carried a
G.P.A. between 3.0 and 3.9, and almost all students
came from families where their parents were still

married (91070). Most of the students (54070) felt that
their achievement stress was strong, and 38070 were first
in family birth order, 24070 second and 25070 third.

Instrument

Pete's Pathogram assesses the self-perceived interest
or strength of each need, the time invested in satisfying
each need, and the success attained in meeting each of
the four psychological needs. This instrument was origin-
ally designed to be a clinical instrument to provide a
graphic illustration for clients to measure the perceived
intensity of the basic needs as explained by Glasser. The
pathogram is designed to maintain the clinical utility of
the original pathogram while adding a consistent num-
erical scale (1-9) that measures quantitatively various
dimensions of the psychological needs of belonging
power, freedom, and fun (Peterson & Truscott, 1988).
The pathogram is utilized to compare the profiles in
regard to perceived need, time invested, and success
achieved for each psychological need. Also, the inter-
relationships of each need to each of the other needs
have been reported (Peterson & Parr, 1982; Peterson &
Truscott, 1988). Peterson and Woodward (1991) found
strong positive correlations between and among all four
basic psychological needs. Pete's Pathogram therefore
appears to have good construct validity. The pathogram
has evolved from a clinical tool to a viable research
instrument since its development in 1982 (Peterson &
Parr, 1982; Peterson & Truscott, 1988; Peterson,
Woodward & Kissko, 1990; Peterson & Woodward,
1991). The pathogram was chosen for this study because
of ease in scoring this instrument, the solid theoretical
construct, and the valuable information that results
regarding people's ways for meeting their psychological
needs.

A double translation was used to reduce bias. First,
Pete's Pathogram was translated from English into
Chinese and then translated from Chinese back to
English by two independent translators. Then the
double-translated version of Pete's Pathogram was
compared with the original version to eliminate inter-
pretation errors in the Chinese version.
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Design

The research design consisted of a 2x3 factorial
design with gender (male/female) and treatment (reality
therapy counseling group, choice theory teaching group,
and a control group) constituting the independent
variables. The subjects were given a pretest prior to the
treatment phase. A post-test was administered at the
conclusion of the treatment phase and a follow-up test
was given four weeks after the treatment phase.

Procedures

Upon completing the pretest, the subjects were
broken into three groups - control (73); counseling
group (73); teaching group (71) - using random assign-
ment to determine each subject's group membership.
The groups were approximately equally divided by
gender. The counseling group received two hours of
group counseling sessions per week for eight consecutive
weeks using reality therapy and choice theory. The
group counselor followed Glasser's earlier guidelines
for counseling: (a) provide a warm and respectful
environment where trust will develop, (b) discuss cur-
rent behaviors, (c) facilitate self evaluation, (d) help
group members plan more effective behaviors, (e) facili-
tate written and verbal commitments to change, (f) do
not accept excuses, (g) do not punish, and (h) refuse to
give up (Glasser, 1984a).

The teaching group received two hour weekly train-
ing sessions on choice theory for eight weeks; the cogni-
tive lessons were as follows: (a) introduction to the basic
needs of freedom, power, belonging, and fun, (b) sensory
systems and perceptual systems, (c) perceived and
quality worlds, (d) behavior system and choices,
(e) total behavior and behavior loop, (f) application to
academics, (g) balanced lives, and (h) review and per-
sonal growth plans. The control group in the present
study did not receive any treatment.

Statistical Analyses
The data collected were analyzed using an analysis

of covariance (ANCOV A) to determine the main and
interaction effects of the gender and treatment variables
on the psychological needs of belonging, power, fun,
and freedom. Pretest scores were used for adjusting pre-
existing individual differences between groups. A one-
way ANCOV A was followed by interaction effects to
investigate the possible simple effect of treatment on
different gender groups and the possible simple effect of
gender within different treatment groups. When signifi-
cant, the Scheffe Test was followed as a post-hoc com-
parison for investigation of the adjusted mean of group-
by-group comparison. Differences were considered
signi ficant at the p < .05 level. These analyses were
performed using the SAS statistical package.

RESULTS AND DISCUSSION

Belonging
The Scheffe Test noted that the CT /RT counseling

group spent more time attempting to fulfill their need
for belonging than the CT teaching group and the con-
trol group on both post-/follow-up tests (Means were
6.21, 5.39, and 4.97 for the CT /RT counseling, CT

teaching, and the control group, respectively). The
CT /RT groups also achieved more success in belonging
than the CT teaching group and the control group at the
follow-up test (Mean scores were 6.31, 5.30, and 4.39).
The CT teaching group was also found to have achieved
significantly higher success than the control group at the
follow-up test. This indicates that the CT /RT principles
incorporated into counseling or teaching programs
significantly impacts the students' sense of belonging.

When gender differences were examined, females
reported a significantly higher perceived belonging
need, time invested in achieving that need, and success
achieved at the follow-up test than males (Mf = 7.4,
5.86,5.65 and Mm = 6.35,5.21,5.05, respectively). The
data also indicate that the CT /RT counseling and the
CT teaching program seemed to have a greater impact
on females than on male students on the need for
belonging (Mf=7.56, 7.34 and Mm=6.46, 6.47,
respectively). Due to the dependency orientation of
females in Chinese society, women may have had a
greater desire and a stronger commitment than males.
Taiwanese females appear to have a higher need for
belonging than do males. This may account for why
females tend to make more of an effort to satisfy the
need for belonging than do males.

Power
The perceived need of the CT teaching group for

power exceeded the CT /RT counseling group and the
control group on both a posttest and a follow-up test.
Greater attainment was also found to be present in the
time spent and the success achieved with the CT teach-
ing group. The CT /RT counseling group reported in-
vesting more time and enjoying greater success than the
control group on the power need. One explanation for
this finding may be that the students studying CT may
have a better understanding of the power needs as
defined by Glasser than the counselees in the second
group bcause of the greater intensity of their study of
choice theory. No significant interaction effects
emerged between treatment and gender of perceived
need (F(2,208) = .88, p < .42) and time spent
(F(2,208)=2.14, p < .12) for power. A significant dif-
ference between gender and treatment on success
achieved (F(2,208) = 3.36, p < .03) was found. Males in
the CT teaching group achieved more success than the
control group at posttest. In addition, males in the con-
trol group achieved more success than females in the
same group at follow up. Females in both treatment
groups had achieved higher success than females in the
control group. The treatment groups seemed to have a
greater impact on males than females on power need.
This could relate to their authoritarian role in the
Chinese traditional society. While the males had a lower
perceived power need than females, the females had a
higher perceived power need but they did not make
greater effort to satisfy that need.

Freedom
The ANCOV A demonstrated that the treatment

groups spent significantly more time attempting to fulfill
their need for freedom than the control group at follow
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up, F(2,208)=3.51, p < .03. Again, these findings sup-
ported Glasser's theory that the use of CT /RT principles
in a counseling group setting should impact significantly
on the counselees' sense of responsibility and help them
effectively meet their need for freedom.

According to the findings at posttest, females were
significantly higher on their perceived need (Mf = 7.37,
Mm=6.79) and time invested (Mf=6.57, Mm=5.73)
for freedom than males. Females in the CT /RT counsel-
ing group spent significantly more time and had more
success achieved on satisfying their need for freedom
than the control group (means were 6.76 and 5.89
respectively). However, the males in the control group
achieved significantly more success on their need for
freedom than did the CT /RT counseling group. The
Scheffe grouping mean demonstrated that males were
significantly higher than females in the nontreatment
group on success achieved (Mf=5.89, Mm=6.57). In
other words, the findings showed that in working with
males for need of freedom, the CT /RT counseling
group had limited effectiveness with Taiwanese univer-
sity students.

Fun
The CT /RT counseling group had the highest time

invested and success achieved in meeting the need for
fun at follow-up (means for time invested were 6.29,
5.41, and 4.73 for the CT/RT counseling, CT teaching,
and control groups, respectively). The CT teaching
group spent more time trying to satisfy their need for
fun than the control group. Based on Glasser's theory,
the CT/RT principle ought to affect the counseled and
taught students in that they become willing to do the
work necessary to produce effective behaviors to meet
their need for fun. Moreover, a significant difference
was shown four weeks after the counseling and teaching
was concluded (F(2,208) = 5.39, p < .005).

A significant interaction effect on time invested and
success achieved for fun between treatment and gender
eventually appeared. At posttest, females were signifi-
cantly higher on their perceived need for fun than males
(Mf = 6.69, Mm = 6.25). Females in the CT /RT
counseling group took more time to fulfill their need for
fun than women in the control group, and females in the
CT teaching group also invested a higher amount of
time than their female counterparts in the control
group. At follow-up, females in the CT /RT counseling
group presented significantly more success in meeting
their need for fun than either the CT teaching group or
the control group (M =6.23 for CT /RT counseling
group and M = 5.30 for control group). The data sug-
gest that counseling and teaching of CT/RT principles
seems to have a greater impact on female students
attempting to meet their psychological need of fun.

CONCLUSIONS
The results of this study do, in fact, seem to support

the contention that the counseling and teaching of
choice theory and reality therapy has a positive effect on
the behaviors of university students in Taiwan as they
go about satisfying their basic psychological needs. In
addition, students who participated in both the CT /RT
counseling and the CT teaching group appeared to gain

more awareness of the control that they have in
choosing their own behaviors.

The CT /RT counseling group practiced the tech-
niques for changing to a greater degree than did the CT
teaching group. The CT /RT counseling group, in fact,
was given more opportunity for the practice of decision
making to change, to commit, and to plan their alterna-
tive behaviors. This was lacking in the CT teaching
program even though both programs attempted to pro-
vide information, encourage skill development, and
create personal growth opportunities for students. A
combined group of CT /RT counseling and CT teaching
programs may be maximally effective in promoting
responsible behaviors to help students take more
effective control of their lives. Further research will
provide additional information to consider.

Overall, the results offer some limited support for
interaction effects between gender and treatment on the
fulfillment of some of the psychological needs. This
posits the notion that the CT /RT counseling or the CT
teaching setting seemed to have a greater overall impact
on Taiwanese female students on psychological needs
than on males. The insight gleaned causes one to con-
sider the influence of cultural background and milieu on
these students' gender in counseling. Thus, a better
understanding of gender di fferences by cultural influ-
ence should be embarked upon as it might affect a coun-
seling or teaching setting in Asian universities.
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ABSTRACT: Describes ihe beginning and application of CT /RT concepts in Russia. In addition, discusses a technique for
dealing with depression.

1 was sitting in my counseling office when a tiny
woman about sixty came in and asked if it was possible
to talk to me about her daughter. She told me that
Maria, 37 (name has been changed to maintain confi-
dentiality), lost her job; she had been working as an
English language translator for one of the research
institutes of the Siberian Division of the Russian
Academy of Science. Since then, she has been sitting
alone in her apartment demonstrating obvious signs of
psychotic behavior. Maria was divorced about two years
prior, and had been in a depressed state since that time.
The mother was the only support for Maria, buying
food, cleaning the apartment, and doing all the other
things necessary for human survival.

According to her mother, in the last six months
Maria's behavior was starting to resemble schizo-
phrenia: lack of interest in a social life, no interest in her
appearance, and neglect of normal hygienic routines.
The most frightening symptom which led the mother to
seek psychiatric help for Maria was the fact that several
times the daughter refused to recognize the mother. She
seemed to be in a hallucinatory state. Maria denied her
problems and refused any professional help. Maria
knew me about ten years previously when I was studying
English, and she still remembered me. It was this reason
that led the mother to believe that I could help Maria as
a psychotherapist. I told her that it sounded as if Maria
needed psychiatric help, and possibly hospitalization. It
was not my responsibility to deal with psychotic
patients.

Nevertheless, I agreed to call Maria. To my great
surprise, she talked to me very reasonably with no signs
of craziness. This was the same day her mother reported
seeing Maria in a hallucinatory state. As a classically
trained medical doctor, I was greatly puzzled by this
situation.

My confusion disappeared when some friends sent
me Reality Therapy and other books written by William
Glasser. "Man with the monkey on his back" was the
case which gave me an explanation of Maria's craziness.
I started to explore contacts with Reality Therapists
internationally, and the Institute suggested I contact
Sven Gunderson in Oslo, Norway. Sven subsequently
showed my E-mails to Dr. Glasser and his wife during
their European tour. Dr. Glasser decided that I was the
proper person to start CT /RT in Russia. He sent me
copies of all of his books, including a pre-publication
edition of Choice Theory, and invited me to visit and
stay in his home in Los Angeles in order to personally
teach me Choice Theory and Reality Therapy.

During the Fall of 1997, I was bold enough to start
teaching CT /RT in Novosibirsk through a "Reality

Therapy Study Club." In December 1997, I flew non-
stop from Moscow to Los Angeles, and was happy to
enjoy the hospitality of the Glassers. They taught me a
lot of the theoretical concepts of CT/RT and did many
role-plays with me to give me practical experience using
Reality Therapy. I strongly feel that the CT /RT seed fell
on "prepared soil", and my country especially needs
this theory. I call Russia the "Country of Irresponsibil-
ity," but hope that my humble efforts can begin to
change the situation.

I would also like to share with the international
CT/RT community some of my ideas which may be
helpful in breaking the circle of depression. I have
found these ideas especially useful with depressed
women. Normally, Reality Therapists exploring the
Total Behavior of a depressed person ask the typical
question "What are you doing?". The typical answer is
"1 am sitting" or "I am staying in bed all day". I
suggest going further, and asking the depressed lady
"What are you doing with your face?".

Obviously, she is doing a great job with her face with
a constant facial expression of internal pain which
attracts people ready to give her help. In one of my
counseling groups, I had a woman with twenty years of
"professional depression", with all the accompanying
mental hospital credentials. Her face is seriously
distorted by cheek muscle relaxation and a typical
"depressed lips corner position". I call this aggravated
facial expression a "sad dog face".

Many women are obsessed with their appearance,
and it is a very serious motivation for them to change
ineffective behavior. In my medical experience, one of
the strongest reasons I have found for women to quit
alcohol abuse is not social or marital problems, but skin
changes. Women tend to want to be attractive, but what
about having a "sad dog face". I frequently add that
lacrimal glands also have openings into the nasal cavity.
Thus, if she chooses to cry all day, she needs to accept
the responsibility for constant nasal congestion. It also
does not make her face more attractive. I hope that
reality therapists understand that my "sad dog
technique" must be used with humor and empathy.

I would like to hear from CT /RT colleagues, and
encourage them to contact me by E-mail:
SERGEI@SPORT.NSU.RU.
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Workers and Their Capacity
Anton-Tony Rehak

The author is {raining manager of a plant in OM1S;1LJ, Croatia.

ABSTRACT: A report done of an analysis of worker need-satisfaction in a plant in Croatia.

In every organization, it is good to know what is
going on with a worker's capacity. Glasser (l995a)
explains what our intelligence is and says: " ... In the
brain the capacity is always there ... more than most of
us ever access." Capacity is used as a synonym for
innate intelligence. This is what we have, but what is
with the amount we use in our work and everyday life?

My organization has established a job analysis of the
workplace in order to know what workers need to have
and how to help them to reach what is necessary and
how to help them be productive during the whole
working period from beginning to retirement. The sub-
jects of analyses include equipment, raw material, tools
and working processes. The result of these are many
training programs on ways to help workers see informa-
tion and find a real choice which will lead to job success.
One important element of a workplace is for workers to
be or to maintain health. Because each one of us are pre-
dominantly responsible for our health, we ought to have
regular medical check ups, in which a team of experts is
included. A psychologist is a member of that team, and
in his assessment, the psychologist uses the question-
naire Job Examination Personnel Profile (JEPP), with
some adaptations. JEPP (Wubbolding, 1988) has 50
questions. We decided to use this questionnaire because
it is a good tool for self-evaluation. It is also good
because it helps workers to find the positive side of the
company. Every worker has a choice to use the ques-
tionnaire or to talk with a psychologist, but in our
practice we always use a short talk with all workers after
administering the questionnaire, because it is necessary
to give them a chance to satisfy their basic needs more
than only through the use of paper work. The questions
are designed to help workers to:

1. Determine their relationship to the job,

2. Examine effectiveness on the job,

3. Explore and select possible ways to better fulfill
needs and wants on the job.

Who was involved in the study? There are four
groups of workers: operators, shift leaders, people
skilled in maintenance jobs, and foremen of mainten-
ance jobs - in total 231 workers.

Operators work with petrochemical equipment, such
as pumps, pipes, compressors, valves, instrumentation,
control panels, etc. A shift leader takes care of the
whole production process, like producing low density
polyethylene, vinyl chloride monomer, or drive power
station or utility. Each plant has 5-7 operators and,
during afternoon or night shift or every Saturday and
Sunday, they are the only people present in the plant.
Maintenance people are skilled mechanical, electrical or
instrumentation repairmen. A maintenance foreman

leads main~enan~e workers in job-performing. The
number of interviewed workers is indicated in Table 1.

Table 1

JOB

OPERATOR SHIFTLEAOER . FOREMAN MAINTENANCE

Ii
NUMBER 128 24 18 61

j AVERAGE AGE (yrs) 32 37 41 35

RESULTS
What is the purpose of the work?

• purpose of the work is clear to 82 operators, and is
not clear to 46.

• purpose of the work is clear to 20 shift leaders,
and is not clear to 4

• purpose of the work is clear to 15 foremen, and is
not clear to 3

• purpose of the work is clear to 44 maintenance
people, and is not clear to 17.

If the answer is that the purpose of the work is to
produce or to help in production, the answer is correct.
The answer that the purpose is because of the salary or
because "it is necessary", means that the work itself is
not placed in the quality world of the worker. The
worker does not know the usefulness of the job and
there is no chance for hard work.

Perceptions and self-evaluations
Questions:
1. How others recognize and value what are you

doing?

2. To what level do I have the impact on improving
what I'm doing?

3. To what level I'm involved in making decisions
about what I need to do?

4. To what level I decide how to do my job?

5. Do I have a chance to learn something new?

6. Is it easy for me to put all my efforts in the job?

(vertical 1,2,3,4,5,6 are the questions, the horizontal
numbers are a scale from 1 as a low to 5 as the highest
level):
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OPERATOR

~ = 123
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~
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FOREMAN
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6 0 0 2 Effort
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TOTAL

N = 223
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1 6 17 72 t,:~ "i

18 I
2 19 32 Ii::i;~r:·'t'· 61 I 20

I
I 3 20 28 66 ··,n 29

I 4 11 18 74 '·79 32
5

I
11 26 62 n.',;, 41 II k<· /'. "

~ 6 6 19 40 95 53 !

Recognition

Improvement

What To Do
How To Do It
New Learning

Effort

DISCUSSION
Every reader can interpret the data of operators,

-
shiftleaders, foremen and maintenance workers. Let us
see what the total figures are.

To satisfy our basic need for power, it is important
to have self-evaluation or to recognize what achieve-
ment is. This is only one part of our power. Our need
for power is even better satisfied when people who are
important to us recognized what we did. Ninety-five
workers in level 1, 2 or 3 are not satisfied with how
others see what they are doing. We know that those who
need to recognize what workers are doing are managers.
The problem is that those workers are the result of
classic schools in which everything a student does is
done because of teacher wants, and teachers commonly
use coercion as a way of work. We are trained to be
dependent on external evaluation more than to use our
intrinsic motivation.

Another good way for satisfying a need for power is
to have impact in improving what we are doing. The
results show that 132 workers do not satisfy their need
for power, because they have no chance to say and to do
what they think could improve their work. Predomin-
antly, they say that they must do what was told to them.
A manager that says what can be improved is satisfying
his own need for power, but workers who work do not.
This creates an environment in which workers do not
have their job in their quality world.

To be involved in a definition of what to do is
important part which was stressed by Deming. He
explained that managers are responsible for the system
and workers are responsible for working in the system,
but he also stated that managers ought to use workers
for improving the system. The petrochemical industry is
a complex system in which it is necessary to have people
who can work in teams and who have broad knowledge
and experience. The result is that 114 workers are not
involved in defining what to do or are minimally
involved.

We need to have professionals in such industries as
the petrochemical industry. We hire professionals, but
we predominantly use their hands and not their brains,
as Deming said. It seems that we don't treat people as
professionals, because 103 workers do the work in the
way their managers decide. It is possible to treat people
as professionals only when we tell them WHAT to do
and WHY. HOW to do the job must depend on the
workers themselves. If we treat workers in this way,
there is a chance that they will better satisfy their basic
needs for power and for freedom - a job will be more a
part of their quality world. Workers have some freedom
to express themselves and to be listened to.

To satisfy a need for fun is possible only if workers
can always learn something new in their job. Routine
work in the petrochemical industry is as potentially
dangerous as driving a car. It is good to drive a car, but
to be safe in it requires gaining a lot of experience. The
plants are technically very complex, and there is always
a chance to learn something new about it, no matter
how trivial it seems to be. Workers in maintenance
especially stated that for them a signal of fun is when
they "discovered" the cause of damage.

We asked workers whether they want to put all of
their effort to job-performing. The result shows that the
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most answers are on level 4 and 5. Some workers save
their strength for something different, but not for their
job. Sixty-five workers are on levell, 2 and 3. Probably
they are forced to do the job and they are not willing to
donate their strength to the workplace.

The results showed that workers' basic needs are not
satisfied enough. Their capacity is not productive
enough. Glasser explained that our capacity goes much
farther than we can imagine it. Now is the question what
to do to gain more of the worker's capacity. By imple-
menting JEPP, we recognized that we do not have what
we want - we want more productive workers. Workers
who do not know the purpose of their job are not pro-
ducing quality work; workers who do not perceive how
others value their work have difficulty to satisfy their
need for power; workers who are not involved in decid-
ing what to do are coerced to do what they don't want
and quality work suffers. The same is with the decision
how to do the job; if we have no chance to find some-
thing new on the job, our routine work becomes bore-
dom. Boredom is the big obstacle for quality. What we
are doing is based on implementing the Organization for
quality model made by Glasser. Are we doing enough of
what we want? No. We can always do better.

Using JEPP is good experience because it helps
workers to think about themselves or to use self-evalua-
tion. Everyday life is filled with looking for what we do
not have, and it is difficult to think about what we do
have. Our strength for living comes from what we have,
not from what we do not have. Once a year we use
JEPP for every worker in maintenance and in produc-
tion as a part of the medical check up of health condi-
tion. It is a good tool to help workers think about them-
selves as a self-control system. To be satisfied on the job

means to have accurate pictures in the quality world: the
picture of ourselves, of the job and of the relations
based on compatible pictures of the way we want to live.
"There is no shortcut or easy way to create a realistic
picture of yourself in your quality world. Since this
picture is the way you want things to be, it tends to be
~dealized. To some extent this is good; it gives you the
Impetus to move your life beyond where it is, to dream,
to create, and constantly improve. But it is too far
divorced from reality, it sets up unrealistic expectations
that you cannot satisfy and, in trying to do so, you may
destroy your chances for happiness. The best way that I
can teach you to create a realistic picture of yourself in
your quality world is to continue ... living with at this
time" (Glasser, 1995). The JEPP is a good way to help
workers to think about their quality world and to make
it more accurate. "It is possible that a worker will do
quality work because he finds the work, itself, satisfying
regardless how he is treated. But as work gets broken
down into more and more pieces and fewer and fewer
workers have access to the finished product, it is more
how the worker is managed than the work itself ... "
(Glasser, 1994).

The results of JEPP were presented to management,
and that practice will continue every year in order to
plan what can be done in the system to help workers do
quality work.
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INTfRNA TlONAL RESOURCE
LIBRARY

An international Resource Library has been estab-
lished at Northeastern University, the home of the inter-
national Journal for Reality Therapy. This library
contains an annotated bibliography of all published
articles and dissertations.
The 1998 resource library is available upon request at a
production/mailing cost:

Hard Copy of Resource Guide (approx. 200 pages)
U.S. and Canada $12.00
International $15.00

Disk Copy (Microsoft Word format)
[Please specify PC or Macintosh compatible]
3.5X5 $ 6.00

in addition, individuals are encouraged to send
information, materials, etc. to the Library for listing.
The mailing address for the Library is:

Reality Therapy Resource Library
203 Lake Hall

Northeastern University
Boston, MA 02115

Telephone: 617-373-2470
FAX 617-373-8892
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Student Voice in the Process of Creating Quality Schools
John Dryden
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ABSTRACT: Many educational reforms have included the voice of administrators, teachers, parents and community leaders
as an integral and ongoing part of the reform process. However, the voice of students in the process of educational reform is
canvassed and included far less frequently. This paper argues the case for the inclusion of student voice as a priority in creating
quality schools through ongoing and open-ended conversations with students at all levels of the reform process. A framework
for conversations is presented, along with the experience of one South Australian primary school.

INTRODUCTION

Poor quality of education in K-12 schools in the
United States and Australia is a major documented con-
cern of numerous educators, politicians, community
leaders, and business people (Glasser, 1992; Aspin,
Chapman, and Wilkinson, 1994). Researchers have used
a variety of quantitative and qualitative indicators to
produce evidence which supports this concern. Low test
scores, school violence, truancy, vandalism, low literacy
levels, and lack of job skills are some of the measures
many people have used to highlight their perceptions of
a current and ongoing crisis in education. Over the past
few decades, numerous reforms have been touted as ad-
dressing these concerns.

In recent years, the place of teacher voice has found
an increasing priority in efforts for school reform. So
too have the cries for the involvement of parents and the
wider community in setting the schooling agendas into
the next century. However, one voice that still remains
too often silent in the reform process has the greatest
potential impact for significant and lasting change in the
quality of education - the voice of students. As more
schools and communities move further down the Quality
Schools pathway, they would be well-advised to con-
sider the inclusion of genuine student voice as a priority
in the reform process.

THE LIMITED VOICE OF STUDENTS
IN SCHOOL REFORM

Many school communities have worked to include
student voice in the process of reform through the pre-
sence of students in decision-making structures. These
structures find their place through class-level meetings
detailed by Glasser as far back as 1969 in Schools
Without Failure, along with school-level student repre-
sentative councils. In schools where this process allows
for a 'real' voice, it provides hope for greater things to
come. Sadly, in many schools, it is an unwelcome
intrusion into the 'real' processes of decision-making,
and it reduces student voice to a pale echo of what it
could be both in Australia (Holdsworth, 1996) and in
the United States (Kohn, 1993).

Unfortunately, in too many cases, the presence of
class-level meetings and student representative councils
has given the impression that student voice is being
heard in the process of class and school level reform
when nothing could be further from the truth. Referring
to student representative councils, Aspin et al (1994)
suggest that

These processes are all very well in a school where the
atmosphere and approaches are conducive to student in-
volvement and empowerment. In many schools, however,
empowerment is still a very revolutionary concept,
especially where there is a strongly authoritative, possibly
even authoritarian, approach towards students, one that
sees them still as children even at Year 12 ... in some
places there is a tendency for their membership to be
selected by principals and staff, who want to retain the right
of veto over topics to be discussed, modes of procedure to
be adopted, or outcomes to be 'allowed' (p. 69).

In such school cultures, student voice is effectively
stifled, and students become further discouraged about
their power to effect any significant change. Processes
designed to involve students in reform through inclusion
in decision-making structures are only viable and
valuable in an environment where ideas are sought and
valued. In such a climate, student voice has the potential
to flourish.

If educators are sincere about wanting to hear the
strong, clear voice of students in the process of reform
what other evidence can we offer of our sincere desire to
do so? Beyond the class-level meeting and student repre-
sentative council structures present in many schools, the
absence of student voice at all levels of educational
forums and decision-making bodies is consistent. Such
absence presents strong evidence of how far we still have
to go if we are genuine about wanting to involve the
learners in determining and structuring their learning.
How frequently are students a part of the conversations
heard at staff meetings, parent councils, school closure
days, workshops, local, state and national conferences,
government committees, professional organizations and
other 'forums of reform'? The 'non-appearance' of
students at these levels of reform is perhaps
symptomatic of the fact that many educators are willing
to engage students in what too often appears superficial
involvement in the process. Educators continue along a
pathway of failed reform, continually reforming schools
for students but all too infrequently reforming schools
with students. As Nehring (1992) so eloquently put the
case:

We hear from scholars and policy makers, task forces and
think tanks, sometimes even teachers. But what about kids?
What do kids think about school and all those school-
reform ideas? It seems they're rarely asked (p. 129).

WHY INVOLVE STUDENTS IN REFORM?
Student involvement and voice in the process of

reform becomes all the more important when we con-
sider the abysmal failure of an endless string of reform

34 • International Journal of Reality Tberapv > Spring 1998 • Vol. XVII, NO.2



initiatives, undertaken with, one assumes, the best
interest of students at heart (Pogrow, 1996). Part of the
answer to 'why listen' becomes evident when we recog-
nize past failures and acknowledge how many initiatives
might have had a better chance of success if the people
they were designed for had had a greater say in their
design.

If we are truly committed to raising the level of
quality in our schools through genuine reform, argu-
ments for real and significant involvement of students at
all levels of the reform process are strengthened by
recent insights into the potential power of the learner in
defining, measuring and managing the learning process.

Too many reforms have focused for too long on
believing that students can be 'made' to learn and
produce quality by 'pushing the right buttons'. Oper-
ating from this belief, the focus of most reform has been
one of designing the right buttons to push. From this
perspective, the involvement of students in the reform
process is not necessary, not even desirable, and even
counterproductive to getting on with the business of
reform. At best, such practices have succeeded at co-
ercing more students to achieve large amounts of low
quality work (Glasser, 1992). Such practices of doing
things to students rather than with students have
continued to perpetuate, at worst, failure and at best,
mediocrity on the part of most students in schools.

Lasting reform that leads to quality on the part of
students does not spring from educators, in isolation
from students, designing 'better buttons to push.' It
involves working with students at all levels of education
to define knowledge and the learning process from a
position of personal understanding and experience.
Henderson (1996) argues that students will only exert
maximum effort in learning situations when they see
knowledge, and the processes we use to engage them
with that knowledge, as relevant and meaningful within
the context of their personal world. Only by engaging in
ongoing and meaningful conversations with students
will we understand the personal world of students so
that all elements of the system can be redesigned to take
these personal worlds into account. As such, only
reform with students will succeed. Only with students
can the quality of education be improved.

A recent study by Dryden (1996) adds further weight
to the argument that the power of the untapped poten-
tial of student voice in the process of reform is enor-
mous. In a study of the schools in the Quality Schools
consortium, principals, in response to several open-
ended questions, rarely mentioned student involvement
and voice as factors in the reform process. When prin-
cipals did occasionally mention students, they were seen
more frequently as constraints than as facilitating fac-
tors. It would seem that at a conscious level of response,
students were viewed as rarely a factor in reform except
when they constrained the process.

However, despite the infrequent mention of student
involvement and voice as factors in reform, analysis of
the data at an unconscious response level supports a
strong case for student involvement in the process as
one of the most powerful factors in successful reform.
~ne of the strongest consistencies in the data appeared
III the relationships between (a) the level of irnplementa-

tion of identified individual good practices as a part of
reform and (b) principals' rating of their school on a
global quality rating scale. Of the twenty-eight practices
listed for commentary, the seven practices that corre-
lated most strongly with the global quality rating given
by the principals all explicitly named student involve-
ment and voice as a part of the process. These eight
practices are:

1) Teachers teach the skills of self-evaluation to
students

2) Self-evaluation by students is used as part of the
assessment process

3) Students are asked to evaluate their work for
quality

4) Students are involved in defining quality
5) Teachers operate noncoercively with students
6) Tests ask students to explain how the informa-

tion can be used in peoples' lives
7) An ongoing professional dialogue is engaged in

between teachers and students

Across the spectrum of these seven practices, stu-
dents are involved as active partners in defining,
managing, evaluating, and improving both the content
and process of their learning. These data support a case
for the potentially powerful, and perhaps often un-
acknowledged, impact students play in the change
process. Perhaps, as illustrated by this study, empower-
ing students in the reform process has a far more
dramatic impact on movement towards becoming quality
schools than educators consciously realize. To the
extent that the results reflect the absence of students, or
a perception of their absence from the trans formative
process, the data are consistent with a vast majority of
reform literature that ignores the role and power of stu-
dents in implementing sought after changes (Nehring,
1992).

THE SHAPE OF GENUINE STUDENT VOICE
If we are truly interested in engaging students in the

reform process, what might the shape of it look like?
Even 'done right', class and school-level decision-
making meetings are arguably far less valuable in listen-
ing to student voice than other vehicles for conversation
that are almost nonexistent in most schools. Conversa-
tions that focus on decision-making are too often lost in
the agendas, rules of order, roles of members, and pres-
sures to make decisions.

Real and meaningful conversation more often than
not arises from open-ended conversation without the
rigid structures attached to decision-making forums. If
educators really want to gain a better understanding of
students' personal worlds and incorporate their ideas
into the process of schooling, open-ended conversa-
tions, conducted at all levels and forums of education,
are far more important in making this connection.
Open-ended conversations provide the firm foundation
for meaningful decision-making processes to occur.

And yet, before we begin genuine open-ended con-
versations with students at all levels and forums of edu-
cation and educational reform, a key question we must
answer as educators is: Do we really want to hear what
students are saying? If the answer is anything less than a
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-
resounding 'yes', we can expect our conversations to
collapse around us. Conversations in industry, known
as quality circles, rose and fell in many organizations
because they were put into place in the same framework
of authoritarian and coercive management structures
that operate in many schools today (Weisbord, 1987). In
such cultures, student conversations can expect to suffer
the same demise, and conversations will take their place
in the graveyard of educational reform. Genuine
conversation will only occur where students are given
the message that we are serious about listening to
student voice which echoes real and significant concerns
and ideas about what is best for student learning.

Genuine conversation with serious intent will only
begin when we acknowledge that we cannot make stu-
dents work, much less engage them in quality learning,
through any reform already tried, or any that may
appear on the horizon, where they are not involved as
integral players in the reform process. We must finally
recognize that only with students will the needed trans-
formations occur. From that understanding, we can
begin genuine conversation.

We must also recognize any commitment brings with
it both benefits and burdens. With increasing student
voice comes benefits which include: (a) gaining ideas
from students, (b) strengthening relationships with and
among students, (c) helping students better meet their
needs in the community, (d) strengthening student co-
hesiveness, (e) recognizing the value of student input,
and (f) increasing the personal relevance of schooling.
Potential burdens include: (a) lack of skills by teachers,
(b) limited experience by students, (c) lack of time,
(d) unrealistic requests/expectations by students, and
(e) potential resistance from parents and wider com-
munity.

Educators who have a low level of commitment to
an initiative often give it away with the first appearance
of any burden. Many an initiative has died with the
words "I tried that and it didn't work" from people
who were 'made' to implement it. Educators are no
more willing than students to do the hard work neces-
sary to complete a task that doesn't fit with what is
relevant to their personal world. If the strengthening of
student voice is a priority that rises in a school commun-
ity, not from coercive practices by administrators,
governments or departments of education, but as a
result of genuine conversations within the comm unity,
then the hard work necessary to overcome the burdens
will be undertaken with a level of commitment that will
see educators through the process. Burdens will be re-
framed as positive challenges for continued learning of
students and adults alike. For instance, 'lack of skills by
teachers' will be seen as an opportunity for professional
development in a potentially rewarding area and 'poten-
tial resistance from the parent and wider community'
will be seen as providing the chance to extend genuine
conversations into the wider school community.

We must also be able to answer for our students:
Why are we doing this? They must trust that there are
no hidden agendas. They must be certain that we are not
doing it as a new way to get them to behave. They must
be convinced that their opinions, however different they
are from ours or that of their peers, will not be assessed

or be used to mark them down when reports are passed
out. They must be convinced that we really want to
listen to their voice, however painful it may be to hear
what they have to say about the schooling we have
constructed in their interest. Given our poor record as
educators up until now at involving students in genuine
conversations, the job will not be easy.

What might these open-ended conversations look
like? First, they would be seen frequently at all levels
and ages of schooling, from reception to high school
through to university - in classrooms, in conferences,
and in national forums. They would encompass all
manner of topics that were relevant to the students
engaged in the conversation. They would be built on a
belief in their importance and the teaching of skills
necessary for their success. They would be simple
forums of discussion where student ideas, thoughts,
concerns, issues, hopes, fears and dreams could be
heard and equally valued. They would occur in a climate
of mutual respect, understanding, risk-taking and
support. They would not be connected to 'right
answers', assessment or homework. They would pro-
vide the strong and firm foundation for genuine and
lasting reform built with students to meet the needs that
emerged through these conversations.

A FRAMEWORK FOR STUDENT
CON VERSA TIONS

Nearly 30 years ago, Glasser (1969) argued passion-
ately for the necessity of open-ended conversations with
students in constructing quality education. The argu-
ments he set down in Schools Without Failure are even
more timely today as public concern for the perceived
quality of education heightens. One successful process
for beginning these has been laid out under the Define/
Personalize/Challenge. This framework facilitates an
open-ended structure that spirals the conversation to
increasing levels of complexity and personal relevance.
Any topic of interest to the group can be preplanned by
the teacher/facilitator and/or other members of the
group under this framework. For example, if the topic
of conversation was determined to be "Teachers",
questions designed under the framework may include:

Define (Questions designed to clarify the
topic so that people are more likely
to have a better understanding of
shared group meaning

• What is a teacher?
• Who can be a teacher?
• What things does a teacher do?

Personalize (Questions designed to relate the
topic to the personal worlds of the
group members)

• When have you been a teacher?
• How do you know when someone has learned

what you wanted to teach them?
• Describe a teacher who helped you learn. How

did he/she help you?
• Describe a teacher who you didn't like. What

didn't you like about him/her?
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Challenge (Questions designed to challenge the
thinking of group members)

• What if none of the teachers showed up at
school one day and all of the kids did? How
would school be different? What would you
learn? How would you learn?

• What do teachers teach that is interesting and
useful for you? What do they teach that is
'nonsense' ?

If the topic of conversation were "Dreams", questions
designed under the framework may include:

Define
• What is a dream?
• When do we dream?
• What does it mean to have a bad dream? What

does it mean to have a good dream?
• What are some things people dream about?
• Do dreams only happen when you are asleep?

Personalize
• What are some things you dream about?
• What is your most memorable dream?
• Have you ever had a nightmare? How did you

feel? What did you do when you woke up?
• Who do you tell your dreams to?

Challenge
• What if someone never dreamed?
• Do dreams serve a purpose? What can we learn

from our dreams?

Dempster and Raff (1992) have set down a series of
44 topics all expanded under the DIP IC framework for
use in beginning conversations. Like any good conver-
sation, these questions only provide guidelines for
possible directions. The road taken will be determined
during the discussion. The fastest route to disaster is to
find a formula for conversation and adhere to it
slavishly, the road upon which many promising curricu-
lum initiatives have crashed.

Another fast road to disaster is the assumption that
people of any age already have the skills necessary to
engage in successful conversations. Such is not the case
with large numbers of students (and adults) in our edu-
cational system. In part, the inability to have group con-
versations is evidence of the fact that such open-ended
conversations have not been a priority in schooling -
too many decisions, too much to get through, too much
in the mandated curriculum and, as a result, too little
time to talk with each other. Consequently, the skills of
successful conversation are often lacking in classrooms
and schools. Successful conversation requires a range of
skills on the part of students and teachers alike.
Depending on age and experience, a different set (or
level) of skills will need to be addressed. Such skills may
include: listening, replying, agreeing and disagreeing,
equitable air time, problem solving, brainstorming,
assertiveness, negotiation, evaluation or anyone of a
number of others which may be appropriate to the situa-
tion.

Once these skills have been identified and the level of
student skills determined, one needs to consider where

and how these skills will be incorporated into the cur-
riculum so that students can participate successfully in
open-ended conversations.

For schools and systems committed to reforming
with students, the DIP IC framework for open-ended
conversations, built on a solid foundation of necessary
skills and a commitment to genuine conversation with-
out retribution, can provide a beginning for the
strengthening of student voice at all levels of the
process.

GENUINE CONVERSATIONS:
ONE SCHOOL'S BEGINNING

One R-7 school, located in the Adelaide Hills of
South Australia, has made that commitment. Having
identified the strengthening of student voice as a
priority, the staff of the school decided to set aside a
school closure day to explore what student voice already
looks like and would look like in the school. They went
so far as to cast aside the notion of 'pupil-free' day, a
descriptive label for school-level professional develop-
ment days used in South Australian education that
affirms the expectation that students will not take part
in this level of reform. Instead, they included students
as a part of the day.

During the morning the staff explored their beliefs
and the congruence of these beliefs with the place of
student voice in the community. They looked closely at
the DIP IC framework for open-ended conversations
and constructed a conversation around this framework
on a topic of interest. They facilitated these conversa-
tions with peers and discussed the experience. They had
time to discuss the ideas in-depth before racing on to
new information.

Before lunch, small groups of staff developed the
topic of 'Student Voice' around a D/P/C framework
for use with a student group. Examples of questions
that arose under this topic were:

Define
• What is student voice?
• What does it mean to be heard at school?
• When and where do adults listen to what chil-

dren have to say at school? When and where
do adults not listen?

• What do students do to be heard?
• What responsibilities are attached to being

heard?

Personalize
• Who listens to you?
• When and where do you feel listened to at

school?
• Describe an experience at school when you felt

you were really listened to by an adult.
• Describe an experience when you felt no-one

was listening. What did you do?
• What procedures are set up in your classroom

and school that help you express your ideas?
What procedures make it difficult for you to
express your ideas?

Challenge
• If you could change one thing about the school
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so adults would listen to you more, what would
you change?

• What if a friend of yours said that teachers
never listen to them? What advice would you
give them?

• What if you were appointed principal of the
school? What would you change so students
and adults listened to each other more?

Staff also discussed ways in which they could reduce
the potential anxiety for students (and staff) and
increase the trust so the ensuing conversations would be
as fruitful as possible.

During lunch, 30 students, who volunteered to give
up their 'teacher-free day', arrived at school. After
lunch with students and staff together, small groups of
students had the opportunity to choose the group of
staff they would talk with. Small groups of student/
staff combinations moved off to areas in the school
chosen by students to have an uninterrupted open-ended
conversation for 45 minutes around the topic of
'Student Voice'.
At the conclusion of the conversations, everyone re-
assembled as a large group to hear staff report on what
they had heard students say, with students having the
opportunity to amend or add to staff reports. When the
results of conversations were recorded to the satisfac-
tion of student members, students moved off to enjoy
the remainder of their 'teacher-free day' while staff con-
sidered the wealth of information that had been gained
in a short span of time through open-ended conversa-
tions with students.

Two threads were kept in mind as the staff discussed
the information. One was the wealth of problems, issues
and ideas raised by students - in classrooms, in the
yard, about curriculum, about the community, and
about mechanisms for students feeling heard. Teachers
were excited about the insights gained and were keen to
tackle as many of the issues as was possible. Plans were
discussed to prioritize and act on these issues.

A second thread, perhaps the more important of the
two, was reflecting on the process of the open-ended
conversations engaged in with the students. Such a short
time was taken and so much was gained - for staff and
students alike. The staff closed their 'pupil-present day'
with a firm resolve to put in place ways to carry the con-

versations on with students throughout the year.

Conversations are not a new gimmick or technique
to 'make' students perform and conform. They are not
a structure to be imposed on an existing authoritarian
school culture. Instead they are evidence of a belief that
genuine and lasting quality schools can only be created
with the active involvement of those for whom the
reform is undertaken. Let us carry a resolve for genuine
student voice to each of our schools. Let us carry this
resolve to the community, state, national and inter-
national forums in which we find ourselves. Let us fight
for the voice of students in reforming schools, not only
for them but with them.

At the heart of any school reform burns a resolve to
improve the quality of teaching and learning for our
children. If we don't listen to our students in the process
of creating quality schools, genuinely listening to their
voice in discussing what kind of schools we have and
what kind we want, we may turn around to find that
schools have become irrelevant to the learning of those
we would so dearly love to teach.
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Research, Internal Control and Choice Theory
Where's the Beef?

David Sansone
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ABSTRACT: This article details a search for empirical evidence of Choice Theory and, in particular, its most basic principle,
internal motivation. Standards for theory evaluation, ethical considerations. literature review, corroborating research, and
conclusions pertinent to the William Glasser Institute are all summarized. '

It is important for the readers of this article to
understand that I come to the issue of research and
Choice Theory as a somewhat reluctant participant. For
example, while I receive several professional, educa-
tional, and psychological journals, I plead guilty to
reading the book reviews first, and jumping from the
hypotheses to the conclusions within each article. My
belief system rang aloud with thoughts such as,
"Research is boring;" "None of this stuff applies to my
work;" "It is too difficult to understand;" "Why do I
need it anyway? I know Choice Theory and Reality
Therapy work."

There was, however, a hurdle into which I kept run-
ning, As a special educator for over fifteen years,
Choice Theory has meant a new path of liberation for
myself and my students. A recovering behaviorist, while
in college, I was exclusively trained in stimulus-response
psychology. As much as the regular educational world
continues to be caught in the web of external controls,
special education willingly places itself in the grip of
behavior modification, supported by a mountain of
empirical research and data. It is not uncommon for be-
havioral data in special education to be taken on a
minute-by-minute basis. So when I lecture at confer-
ences and colleges about the virtues of internal motiva-
tion and Choice Theory, many in the audience are un-
willing to look at a paradigm shift until they are
presented the beef - verified research to review.

When I presented the findings of this article to at-
tendees of the William Glasser Institute International
Conference in Portland this past summer, I asked them
why they were interested in the issue of research.
Responses included, "No one will listen to me;" "Con-
trol Theory, as explained by Powers, is presented as a
science. Choice Theory will be presented as a ??;" "Is
Choice Theory a testable theory?;" "Is the 'T' in
Choice Theory an upper or lower-case 'T'?;" "What is
the construct validity of Choice Theory?"

The remainder of this article documents my journey,
detours and all, to evaluate what is, what could, and
what should be documented as the research of
Glasserian Control/Choice Theory, particularly as it
applies to the question of internal motivation or,
quoting Glasser, internal control psychology. It is by no
means meant to be an exhaustive review, and it is
limited by the time frame in which the data were gather-
ed, spring 1997.

A starting point for this journey was to set some
clear standards for evaluating theories and therapies of

psychology, including Choice Theory and Reality
Therapy. I found a concise list in Cognitive Therapy
and the Emotional Disorders (Beck, 1976. pp. 307-309).
Beck first recommends standards for evaluating psycho-
logical theories.
1. "The theory should satisfy the requirements of any
good scientific theory, namely, that it explains the phen-
omena within its domain with minimal complexity. The
best theory accounts for the most data and uses the
simplest concepts. The theory should be relatively free
of internal contradictions and its basic assumptions and
hypotheses should be logically consistent with each
other. "

While Choice Theory seems to explain human
behavior simply with some logic, I was unsure of words
such as scientific and data. Has Choice Theory been
taught in those terms before?
2. "The theory of psychopathology should be closely
related to its allied psychotherapy so that it is obvious
how the psychotherapeutic principles are logically deriv-
ed from the theory." This author considers one of the
greatest strengths of Choice Theory and Reality
Therapy to be how easily and well the two blend
together.
3. "The theory should be elastic enough to allow for
development of new techniques without being so loose
or complex that it obligingly dispenses a justification for
any procedure a therapist might feel inspired to impro-
vise." The concepts of Choice Theory and the search
for quality encourage growth and change on a con-
tinuing basis.
4. "The theory should provide the basis for under-
standing why its derived psychotherapeutic techniques
are effective. The rationale and mode of operation of
the therapy should be implicit in the theory. In other
words, the theory should provide more satisfactory ex-
planations for the therapeutic effect than the alternative
theories. "

There may have been an advantage to Glasser having
formulated Control/Choice Theory after creating Reali-
ty Therapy, as he had an opportunity to create a
successful blend of theory and therapy.

5. "An important challenge to a scientific model is
the degree to which it is based on verified evidence. A
related attribute is the degree to which its assumptions,
axioms, and hypotheses can be tested through syste-
matic investigations and experiments."

Do such research and data exist for Control/
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Choice Theory? It would appear that the theory is clear
enough to be open to compiling such evidence. Has this
been done?

Beck's standards for evaluating systems of psycho-
therapy were also helpful.

1. "The system of psychotherapy procedures should
be well defined and clearly and explicitly described."
The Reality Therapy procedures for change would seem
to meet this standard.

2. "The general principles of treatment should be suf-
ficiently well articulated so that different therapists
dealing with the same problem among similar patients
can be expected to use similar techniques." While allow-
ing for diversity, Reality Therapy, due in part to the
training within the certification process, proceeds from
the same reference points for whomever is using it.

3. "There should be empirical evidence to support the
validity of the principles underlying the therapy." While
I was familiar with the two compilations of case studies
in Control/Choice Theory and Reality Therapy, I was
not familiar with such quantitative research.

4. "The efficacy of the treatment should have
empirical support, such as:

a. analog studies in which certain procedures identical
to or analogous to those used in therapy are applied to
experimental subjects under highly controlled condi-
tions;
b. carefully investigated single cases in which quantita-
tive measures are used to demonstrate improvement at
various stages of the treatment and at follow-up;
c. well-designed therapeutic trials including quanti-
tative measures, control groups, ratings by independent
judges, and long-term follow-ups. "

It would seem that it was critical that such docu-
mentation exist for Control/Choice Theory to exist as a
psychology - a science of the mind. I am reminded of my
trips to a favorite bookstore in which there are clear
divisions between the books in the Psychology section
and those in the Self Help section. The Psychology sec-
tion includes authors Beck, Erikson, Freud, Jung, and
Rogers. The Self Help section includes such titles as
"Good Girls Go to Heaven, Bad Girls Go Everywhere,"
"12 Lessons I Learned from My Garden," and "The
Rules," among others. Self Help can be an easy target
and I don't want to appear elitist in my thinking. I am
happy to recommend many titles from this section that
have been both personally and professionally meaning-
ful to me. However, none of them have postulated that
they had created a new psychology. So is Choice Theory
a scientific psychology or is it a new method in self
improvement? Does it make a difference where Choice
Theory is found on the shelf? I believe it does make a
difference. That belief is derived from a series of ethical
considerations and principles pertinent to all counselors
and therapists:

American PsychoLogicaL Association Code of Ethics
-1992 Preamble: "Psychologists work to develop a valid
and reliable body of scientific knowledge based on
research. "

Ethical Standards A.P.A 1.06
Basis for Scientific and Professional Judgments
"Psychologists rely on scientifically and professionally
derived knowledge when making scientific or profes-
sional judgments, or when engaging in scholarly or
professional endeavors."

Code of Ethics American Mental Health Counselors
Association Principle 2 - Competence b.: "As teachers,
mental health counselors perform their duties based on
careful preparation so that their instruction is accurate,
up-to-date and scholarly." (Author's note: I view
scholarly as meaning information based on an empirical
foundation.)
The American Personnel and Guidance Association
1974 Ethical Standards Section G. Preparation Stand-
ards "Members who are responsible for training others
should be guided by the preparation standards of the
Association. "

6. "Members are expected to provide a program that
includes training in research commiserate with levels of
role functioning. Para-professionals and technician-
level personnel should be trained as consumers of
research. s s

Code of Ethics American Counseling Association 1995
F.2 Counselor Education and Training Programs
"Counselors provide information concerning the
scientific bases of professional practice."
Ethical Guidelines for Counseling Supervisors - The
Association for Counselor Education and Supervision,
March 1993
3. Program Administrator RoLe: 3 .04 "Supervisors
should provide opportunities in which supervisees are
able to apply the knowledge they have learned and
understand the rationale for the skills they have
acquired. The knowledge and skills conveyed should
reflect current practice research findings and available
resources. "

The latter two organizational standards speak
directly to the Glasser Institute certification training
program. While the official policy of the Institute is that
participants are not being trained to be therapists, it is
my experience that the actual intensive weeks and
practicum provide information that is parallel to, if not
identical to, many official counselor training programs.
"If it walks like a duck, quacks like a duck .... " The
ethical obligations are equivalent.

I discussed the standards and ethical considerations
with Dr. Lawrence Litwack, editor of this Journal. He
suggested I contact a long-time Institute member who
originally, many years ago, held the title of Research
Coordinator for the Institute, John Banmen. Mr. Ban-
men was very forthright and to the point. He stated that,
while there was some initial interest in research
within the Institute at its inception, it was an issue (and,
in his case, a position and a title) that was basically left
to drift away unsupported. He expressed concern that
there continued to be a need for validated data on
Choice Theory and Reality Therapy.

I then decided to see what a computer search for per-
tinent information on Control/Choice Theory, Reality
Therapy and Internal Motivation would discover. I also
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reviewed Journal of Reality Therapy articles and pub-
lished doctoral dissertations. The search was conducted
in the spring of 1997. In the Psych. Lit. search for
Control Theory, there was 364 listings. An ERIC search
found 2788 Control Theory listings. Many different
forms of Control Theory were listed: rational, classical,
action, social, learning, feedback, gate, self, and power
control theory. The largest number of listings pertained
to the work of William Powers. The only Glasser
Control Theory listings (14) were written by Glasser
himself. None of those were research related.

I did not expect to find anything listed under Choice
Theory but, to my surprise, there were 43 listings on
ERIC under such titles as rational, public, social, and
formal choice. (My own favorite was Patch Choice
Theory, the study of gerbils.) I was initially hopeful that
the discovery in the 1990-1996 journal entries in ERIC
of 299 listings under Intrinsic Motivation vs. 219 listings
under Stimulus Response Psychology meant a turn in
behavioral focus. However, Behavior Modification had
1355 listings. And there were no Control Theory entries
related to the Intrinsic Motivation listings.

In a review of doctoral dissertations from 1970 to
1990 related to Control/Choice Theory and Reality
Therapy, there were only seven that dealt with the issue
of intrinsic motivation and locus of control with very
specific populations. Of 257 articles in the Journal of
Reality Therapy reviewed, only 23, or 9070, were
research related. Few of those were conducted in
standard research form. This is in contrast to other
professional educational and psychological journals in
which 99070 of the articles are research driven. The
Resource Guide: An Accompaniment to the Journal of
Reality Therapy did contain a Control Theory/Reality
Therapy research section. These references were
minimal in number, and most were related to the work
of Powers.

Other journals provided a wide variety of research-
based discussion on internal motivation. The American
Behavioral Scientist, Sept/Oct 1990, devoted an entire
issue to "Purposeful Behavior: The Control Theory
Approach" with a section on research methodology for
Control Theory. Again, it was all Powers' related
information and written in an extremely dense and tech-
nical manner. The Review of Educational Research Fall
1994, began an important dialogue on Intrinsic Motiva-
tion vs. External Motivation. Written by two
behaviorists, Cameron and Pierce from the University
of Alberta, "Reinforcement, Rewards and Intrinsic
Motivation: A Meta-Analysis" suggested that rein-
forcement does not harm an individual's intrinsic
motivations, contradicting the findings of Alfie Kohn,
Edward Deci and Richard Ryan, among others. The
Review of Educational Research, Spring 1996, contain-
ed corresponding responses from Kohn and Deci,
debunking the meta-analysis, with an additional
response from Cameron and Pierce. The question with
which I was left after reading this series of articles was,
"Where are the Glasser Control/Choice theorists in
terms of being engaged in such a debate? Wouldn't
members of the Glasser Institute, particularly the
faculty, have much to offer in a formal academic argu-
ment such as this?"

Perhaps more than anyone outside of Dr. Glasser, Kahn
has been responsible for publicizing the inherent
dangers of external control psychology. In his book,
Punished by Rewards, Kahn spends over 200 pages doc-
umenting why behaviorism doesn't work. Much of this
is based on the research of Deci and Ryan. Interestingly,
he spends only 50 pages attempting to suggest an
alternative. There is no reason why Choice Theory
could not fill that void perfectly. When Kohn describes
Intrinsic Motivation as "certain qualities and more
general motivations that define human beings," he lists
possible nominees that correspond with Choice
Theory's Basic Needs. "A desire to feel good" might be
Fun; "An orientation toward learning, competence and
mastery" equals Power. "A need to relate and be
engaged with others" sounds like Love/Belonging.

Ispoke with Kohn prior to a lecture he presented last
year. While he was familiar with Control/Choice
Theory, he was skeptical of its usefulness due to its lack
of empirical data. Kohn utilizes the research of Deci and
Ryan and its accompanying psychology, Self Determin-
ation Theory, to support his claims. Deci and Ryan's
work is summarized in Deci's book, Why We Do What
We Do - The Dynamics of Personal Autonomy, co-
authored by Richard Flaste. In a telephone conversa-
tion, Deci described himself as "an empiricist in the
research tradition." Deci was aware of Glasser's work,
but he knew little of the particulars of Controll
Choice Theory. He stated he was open to further con-
versation around the possibility of collaborative
research.

Deci's book is a revelation to any Choice theorist in
that the similarities between Self Determination Theory
and Choice Theory are unmistakable. A statement such
as, "Self Motivation, rather than external motivation, is
at the heart of creativity, responsibility, healthy
behavior and lasting change. The proper question is not,
how can people motivate others, but rather how can
people create the conditions within which others will
motivate themselves?" (p.lO) It could have come direct-
ly from one of several of Glasser's books. Deci notes
that young children explore and challenge themselves
just for the sheer joy of it, not for any external rewards.
Much of his research revolves around the question,
"What happens to people's intrinsic motivation for an
activity when they receive an extrinsic reward for doing
the activity that they had previously been quite willing
to do without the reward." (p.22) His premise is that
external motivations damage or even kill internal moti-
vation.

The research projects Deci describes in the book to
support his hypotheses are remarkable in their simplic-
ity. For instance, he used a group of college students as
subjects and, after dividing the group in half, had them
play with a puzzle cube game. Initially, both groups just
played with the puzzle. Then one group received an
extrinsic reward (money) for solving the puzzle; the
other group continued to play on an unrewarded basis.
Both groups were then offered a free choice period in
which they could continue to play with the puzzle or
engage in some other select activities, all without com-
pensation. The questions put forward were: "What will
happen to the intrinsic motivation of the rewarded sub-
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jects relative to that of the unrewarded students? Will it
increase while working on the puzzles for pay, will it
remain unchanged, or will it decrease? The result was
the students who had been rewarded monetarily for
doing the puzzles were far less likely to play with the
puzzles just for fun in the free choice period. Stop the
pay and stop the play! Initially this was an activity in
which they were willing to engage without rewards. Stu-
dents shifted their view of the activity from a satisfying
activity in its own merit to an activity that is instru-
mental for obtaining rewards." (pp.24-25)

In another modified puzzle study, one group of stu-
dents were told to win the competition by doing the
puzzles more quickly. The other group was asked to just
do the puzzles as quickly as they could. The result was
the competitive subjects felt pressured and controlled
when post-tested (even though they had won) and it
decreased their desire to solve the puzzles just for the
fun of it. One other study had one student group being
offered a choice about which puzzles to work on and
how long to spend on each. Another group was assigned
particular puzzles and were given time limits in which to
complete them. Post tests revealed that the subjects who
had been offered choices spent more time playing with
the puzzles and enjoyed them more than had the other
group. Choice had strengthened their natural motiva-
tion. Deci's hypothesis claims, "It seemed that in con-
trolling people, that is, pressuring them to behave in
particular ways, diminishes their feelings of self determ-
ination, then giving choices about how to behave, ought
to enhance them." (p.33)

Deci applies his self determination theory directly to
education and grading, as well. In one study, a group of
college students were given some complex material to
review. Half of the group was told they could be tested
and graded on the information. The other half was told
that they would have the opportunity to put the material
to active use by teaching it to others. The result was that
students who learned in order to put the material to
active use displayed a considerably greater conceptual
understanding of the material than did the students who
learned in order to pass the test. In a similar study at an
elementary school, students were asked to read two
short stories. One group was tested and graded. One
group was just asked to read the material. The tested
and graded group remembered the facts but did not
process the information or grasp concepts. A week
later, the test group were unable to remember the facts.
Certainly, much of this research parallels what Glasser
has been discussing for many years, from Schools
Without Failure to The Quality School.

In regard to Choice Theory, Deci begins to draw
close comparisons to his own Self Determination
Theory by describing the dynamics of personal auto-
nomy (Freedom) as a need. Deci ventures further into
the area of human needs by quoting Robert White
(1959) in regard to competence (Power). "People yearn
so strongly to feel competent or effective in dealing with
their environment that competence could be thought of
as a fundamental human need. White's theory suggests
that there is a second important psychological need
beyond autonomy that underlies intrinsically motivated
behavior. People impelled by the need to feel competent

might engage in various activities simply to expand their
own sense of accomplishment. The feeling of compe-
tence results when a person takes on his or her own view
and meets optimal challenges." (p.65) Not only are the
similarities to Choice Theory's Power Need obvious,
but Deci includes the caveat of self evaluation for
quality as the measurement for competency.

As a third need, Deci proposes that, "People not
only need to be effective and free, they also need to feel
connected with others in the midst of being effective and
autonomous. We call it the need for relatedness - the
need to love and be loved, to care and be cared for."
(p.88) As with competence, this love/belonging need is
not as grounded in empirical data as was the autonomy
need - at least as represented in Why We Do What We
Do. There would appear to be a common ground oppor-
tunity for Choice theorists and Self Determination
theorists to collaboratively expand the research base of
the Basic Needs and Intrinsic Motivation as well as
other aspects of the Choice Theory system (i.e. The
Quality World.) Deci summarizes by saying, "The term
human needs is commonly used and typically equated
with the idea of a want or desire. What a person would
like to have is often said to be what he or she needs. But
that is an imprecise and misleading use of the concept of
human need. Instead, in line with Maslow, we define a
human need as an organismic condition - that must be
ongoingly satisfied for people to remain healthy and
that will result in dysfunction if it is not." (p.13l) This
can be seen as the beginning of a process of independent
verification of Glasser's work. I believe it is time to
reach across the aisle, shake hands with this sibling
paradigm of Choice Theory, and work together toward
our common objective of teaching a greater understand-
ing of intrinsic motivations.

CONCLUSIONS
1. We have an ethical obligation as an organization
and as individuals (as previously outlined by several
counseling/psychological groups) to seek out co-vali-
dating research, to originate and participate in ongoing
research that corroborates Choice Theory/Reality
Therapy principles, and to disseminate this research
accordingly. We need to move from Choice Theory as a
belief in the Value Filter to Choice Theory approaching
fact in the Total Knowledge Filter.
2. In order to do this, we must place the idea of
research into our own Quality Worlds. Even beyond, we
need to begin to picture ourselves as researchers, a nec-
essary step in the movement toward quality.
3. If we are lacking the expertise as an organization to
participate in research, we need to actively outreach to
clinicians who can assist us, such as Deci and Ryan.
4. If we are lacking the will to put in the hard work
necessary to do research, we need to re-evaluate our
mission statement as an organization "to teach Choice
Theory, Reality Therapy and Lead Management with
integrity, accuracy and currency. "We would also need
to relabel Choice Theory from a psychology to a self
improvement method.
5. The William Glasser Institute should provide con-
tact with post-graduate programs in the fields of mental
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health, psychology, education, management, etc. to
encourage dissertations in Choice Theory/Reality
Therapy /Lead Management, offering itself as a
resource.
6. When research is conducted, publication of this
work should extend beyond the Journal for Reality
Therapy and the Glasser Institute conferences to a
variety of psychological and educational organizational
journals and conferences. We should "enter the fray"
within professional circles when it comes to such mutual
interest topics as intrinsic motivation, with research in
hand, collaborating whenever possible. It is research
and subsequent possible collaboration which will assist
in breaking down some of the cultish atmosphere within
the Institute that stems from following a belief, rather
than studying validated evidence.

7. The Institute should name a chairperson to coordin-
ate all aspects of research in a manner similar to what
John Banmen has done in the past. This person should
have a research methodology background.

8. All Institute members need to self evaluate what
they can do toward promoting research. My own com-
mitment includes collaboration with Northeastern
University doctoral students in studies looking at

intrinsic motivation, behavior modification and Choice
Theory within the special education population with
whom I work. My hope is that this article may serve as a
starting point for self reflection and discussion among
all Institute members on the critical issue of research.

REFERENCES

Beck A. (1976). Cognitive Therapy and the Emotional Disorders.
New York, NY: Meridian.

Cameron, J. and Pierce, W.O. (1994). "Reinforcement, Reward and
Instrinsic Motivation: A Meta-Analysis." Review of Education-
al Research, Fall, Vol. 64, No.3, pp. 363-423.

Deci, E. and Flaske, R. (1995). Why We Do What We Do - The
Dynamics of Personal Autonomy. New York, NY: Grosset/Put-
nam.

Oeci, E. and Ryan, R. (1996). "When Paradigms Clash: Comments
on Cameron and Pierce's Claims that Rewards Do Not Under-
mine Intrinsic Motivation." Review of Educational Research,
Spring, Vol. 66, No. I, pp. 33-38.

Kohn, A. (1993). Punished by Rewards. Boston, MA: Houghton Mif-
flin.

Kohn, A. (1996). "By All Available Means: Cameron and Pierce's
Defense of Extrinsic Motivators." Review of Educational
Research, Spring, Vol. 66, No.1, pp. 1-4.

Runkel, P. (1990). "Research Method for Control Theory". American
Behavioral Scientist, Sept/Oct, Vol. 34, No. I, pp. 14-23.

Special Issue Announcement

The Journal of Reality Therapy is planning a special issue focussed on the
application of Reality Therapy, Choice Theory, Quality Management principles
in colleges and universities around the world.

Mary E. Watson, Ed.D.
Guest Editor

Northeastern University
100 Dockser Hall

Boston, MA 02115

Deadline of receipt of manuscripts by editor: December 1, 1998.

International Journal of Reality Therapy • Spring 1998 • Vol. XVII, NO.2· 43



CT/RT Worksheet For Crisis Intervention
Silvia Madrid

The author is a therapist at Border Area Menial Health Agency in Silver City, New Mexico.

ABSTRACT: The following forms were originally to be used for suicidal clients, but they work just as effectively with all
clients. This form incorporates all of Glasser's ideas of Reality Therapy. Clients have a chance to see their current behavior
and how these behaviors are not meeting their basic needs. The clients leave with a plan and their own commitment to working
on meeting their basic needs more effectively. The Self-Evaluation page also helps them to see that they are responsible for
their total behavior.

CTIRT WORKSHEET
FOR CRISIS INTERVENTION

HOW IS THAT HELPING YOU COPE?

1. DESCRIBE YOUR CURRENT SITUATION: WHAT'S GOING
ON WITH YOU RIGHT NOW? WHAT IS IT THA TIS
FRUSTRATING YOU?

I AM FEELING (pHYSICALLY)...

HOW IS THAT HELPNG YOU COPE"

2, USING THE FOLLOWING SCALE, CAN YOU RA.TE YOUR
ATTITUDE TOWARDS THE PROBLEM:

IT'S
HOPELESS 1

I'M
10 HOPEFUL

CHOICE THEORY STATES THAT ALL LIVING ORGANISMS ARE PURPOSEFUL
AND INTERNALLY DRIVEN BY BASIC NEEDS. THE FOUR PSYCHOLOGICAL
NEEDS ARE BELONGING. POWER, FREEDOM AND FUN. FROM BIRTH. WE
ARE CONSTANTLY DRIVEN BY THESE NEEDS AND ALL OF OUR BEHAVIOR IS
OUR BEST ATTEMPT AT THE TIME TO FULFILL THEM. NO MATTER WHAT
THE PRESENTING PROBLEM. ALL CLIENTS SEEN IN COUNSELING ARE
STRUGGLING UNSUCCESSFULLY TO SATISFY ONE OR MORE OF THESE BASIC
NEEDS. (Glasser. 1990)

J. WHAT WOULD YOU HA YE WANTED TO HAPPEN INSTEAD:
(QUALITY WORLD)

HOW ARE YOU SATISFYING YOUR BASIC NEEDS TODAY?

1 WOULD HAVE WANTED ...

I GET MY SURVIVAL NEEDS MET BY: (house, food, shelter, personal
hygiene, health issues, religion)

I WOULD HAVE WANTED ...

J GET MY LOVE AND BELONGING NEEDS lV1ETBY: (family, spouse,
children, organizations, work, etc.)

I WOULD HAVE WANTED ...

IGET MY POWER NEEDS MET BY: (SELFESTEEM.CONFIDENCE.
ACCOMPLISHMENTS. WORKPLACE. BEING ABLE TO SAY "NO'. MAKlNG CHOICES. ETe.)

4. DESCRIBE HOW YOU ARE CURRENTLY COPING WITH THE
SITUATION:

I AM DOING...

HOW IS THAT HELPING YOU COPE?

IGET MY FREEDOM NeEDS MET BY: (OOING WHAT I WA.><TWITHOL'T
FEELING CONTROLLED. RESPONSIBILITIES. CHOICES. EXPRESSIONS. MISTAKES.
INDEPENDENCE. ETC.)

I A.\;I THlNKING...
IGET MY FUN NEEDS MET BY: (MUSIC. TRAVEL. SPORTS. RELAXATION.

HOBBIES. PETS. NATL'RE. SILLINESS. POEMS. READING. ETe.)

HOW IS THAT HELPING YOU COPE'

I AM FEELING (E.""OTIONALLY)..
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BASED ON YOUR ANSWERS ABOVE, CRAPH THE PATHOCiRAV! BELOW B..\S-
ED CH HOW WELL YOU FEEL YOU ARE PERSON ALL \' SATISFY1"G YOUR
BASIC NEEDS.

10

9

8

4

I
1

O~ I

Survival Love Freedom FunPower

PLAN
USING CTfRT WORKSHEET

LOVE AND BELONGING

I WILL COMMIT TO ...

MY COMMITMENT TO \VORKING 0'\ MEETING \IY BASIC
NEED IS:

:'<0
DESIRE 1

INTENSE
10 DESIRE

CLIENT'S SIGNATURE DATE THERAPISTS SIGNATURE DATE

PLAN
USING CTfRT WORKSHEET

FREEDOM

I WILL COMMIT TO ...

:VII' (O:'l-IMITMENT TO WORKING ON MEETING MY BASIC
NEED IS:

~o
DESIRE I

lNTE!'lSE
10 DESIRE

CLIE"TS SIGNATURE DATE THERAPIST'S SIGNATURE DATE

PLAN
USING CTfRT WORKSHEET

POWER

I WILL COMMIT TO ...

MY COMMITMENT TO WORKING ON MEETING MY BASIC
NEED IS:

:-10
DESIRE I

L''iTE.~SE
!O DESIRE

CLIE!'.TS SIGCiATURE THERAPiST'S SIGNATUREDATE DATE
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PLAN
USIl\G CTfRT WORKSHEET

SURVIVAL

I WILL COMMIT TO ...

MY COMMITMENT TO WORKlNG ON MEETING MY BASIC
NEED IS:

NO
DESIRE 1

L~TENSE
)0 DESIRE

CLIENT'S SIGNATURE DATE THERAPISTS SIGNATURE DATE

PLAN
USING CTfRT WORKSHEET

FUN

I WILL COMMIT TO ...

MY COMMITMENT TO WORKING ON MEETING MY BASIC
NEED IS:

NO
DESIRE I

L'1TE:>SE
10 DESIRE

THERAPISTS SIGNATURE DATECUE,-TS SIGNATURE DATE

FOLLOW UP SESSION
USING CT /RT WORKSHEET

LAST TIME YOU WERE HERE YOU SCORED ON
COMMITIMENT TO MEETING YOUR BASIC NEEDS.

COULD YOU EVALUATE THE EFFECTIVENESS OF
MEETING YOUR BASIC NEEDS YOU COMMIITED
YOURSELF TO DO:

1. LOVE & BELONGING:, _

2. POWER: _

3. FREEDOM: _

4. FVN: _

5. SURVIVAL: _

FOR THE NEXT WEEK OR SO CAN YOU COMMIT
YOURSELF TO WORK AGAIN ON THESE FIVE BASIC
NEEDS: YES NO
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Qualities of The Reality Therapist
Robert E. Wubbolding

John Brickell

Thrfirst ({III/lOr is Directo; (If Traininefor tlu: Il'illia/Ji Glasser lnst it utc - Los Angelos. The second author il Director (~rTrain-
ing [or the Realit v Therapv Associalion - Unlied Kinu dom,

ABSTRACT: An explanation or personal and prof'evsional qualities round in effective r ealit y therapists,

In August, 1975, the first certification week in reali-
ty therapy was held at the Educator Training Center in
Los Angeles, California, Since that time, The William
Glasser institute has further developed and refined this
IS-month process (Programs, Policies and Procedures
0/ The William Glasser Institute, 1996), During this
experience, enrollees practice the skills, learn the con-
cepts and in an increasing number of training weeks and
pr actica, apply choice theory and reality therapy to
systems and organizations,

Though the training and certification process
focuses on knowledge and skill building, a question fre-
quently emerges: what qualities does an effective practi-
tioner of reality therapy have - personal or professional?
The qualities described below, though not yet
statistically correlated with outcome research data,
represent the observations of the author, who has been
the director of training of the William Glasser Institute
for IO years, It should be noted that these qualities are
not solely found in reality therapists, but can usually be
found in any effective mental health specialist.

PERSONAL QUALITIES
The qualities described below are intended not to

answer the question with any degree of finality. Rather,
these descriptions are intended to create further discus-
sion, including agreement or disagreement, about a
dimension of mental health and educational practice
which has been a topic of conversation for decades, as
well as to prepare researchers to investigate further.

• Empathy, congruence, and positive regard. The
practice of reality therapy embraces what Rogers
referred to as "the necessary and sufficient condi-
tions for change."
Empathy is the ability to see the world from the
client's point of view. It does not imply agreement
with clients or students. Rogers spoke of the "as
if" quality, i.e., even though helpers enter the per-
ceptual world of the client, they are able to keep
some distance thereby avoiding the pitfall of sym-
pathy which is an over-identification with the
plight of the client or students. In speaking of
what is a good teacher, Dom Thomas Verner
Moore (1943) said, "He has discipline, but he
never hurts a child's feelings, or frightens him into
obedience by a formalistic recountal of the dire
consequences of his behavior." Congruence is not
a single quality but rather it is a construct or an
aggregate of characteristics, In general, it implies
that the helper has at least some degree of mental
health. Such people are able to take responsibility
for their actions, see their control as internal, and
can relate to others in healthy and direct ways.

Positive regard means that the helper values the
consumer of services, There is a clear distinction
between the person's ineffective and even harmful
behavior on one hand and the people themselves
on the other,

• Energy. Haley (1996) has enumerated several
qualities of the Ericksonian therapist. The
effective user of reality therapy possesses these
same qualities. Going the extra mile for students
and clients, as is often the case in the quality
school, Doug Stevens. teacher at Schwab Junior
High School, was not satisfied with the ram-
shackled desks in his classroom. He encouraged
the students to discuss the problem, approach the
principal, and then the downtown office. He
helped them formulate the request for desks which
did not have holes in them and which did not pre-
sent a threat to their safety merely by sitting in
them. He helped them in ways which went beyond
the minimum expected of him. Counselors, too,
get more involved in the lives of their clients than
many office-bound therapists. When William
Glasser was a young psychiatrist, he occasionally
made house calls if clients were unable to come to
his office.

• Ability to see everything as an advantage. "Any-
thing I do differently will be a step in the right
direction," was a comment made by a new school
principal who took a job in a school with the worst
teacher morale in the district and a physical
appearance to match.

In counseling an ex-offender who had gotten
fired from nine jobs in ten months, the counselor
remarked that the client was very skilled at locat-
ing jobs. Clients often feel they have hit bottom
because they must involve an "outsider" in their
problem. The skill of seeing advantages is valuable
in these circumstances and can be expressed by
congratulating the clients for taking a positive
giant step in the right direction. They have made a
major step toward self-improvement. Thus, com-
ing for help is a big plus.

• Positive but not naive view of human nature.
Clients and students are seen as wanting what is
best for themselves and generally aim their lives in
a positive direction. However, many are victim-
ized by external circumstances such as abuse, vio-
lence, drugs, and other assaults from the external
world.

Recognizing human nature as it is implies the
realization that human progress is like going up a
"down escalator" or rowing a canoe upstream. It
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is only with continuous effort that individual or
societal progress is made. People can be beguiled,
bedeviled and bewildered. We are often illogical,
ill-prepared, and irresponsible. Our actions can be
hesitant, halting and horrifying to others. We can
be disgruntled, disturbed, disillusioned and dis-
gusting. We can be selfish, self-absorbed, self-
indulgent and self-aggrandizing.

On the other hand, human beings can be per-
severing, parental, protective, and philanthropic.
We are capable of giving our lives and living our
lives for others, donating bone marrow, kidneys
and eyes. We initiate Marshall plans, scholarships,
foundations, donations and salvation armies. We
cherish charity, children, and crosses which are
red. We can forgive and forget. We can even bury
the hatchet without marking the spot. In short, the
reality therapist recognizes that behavior can be
helpful or harmful.

The way out of this human wheel spinning is
the use of reality therapy on a society-wide basis,
and lead management in schools and agencies
(Glasser, 1998). Extending realistic and develop-
mentally appropriate choices to students, clients,
workers, and families helps them fulfill their needs
without threatening the ability of others to do the
same.

PROFESSIONAL CHARACTERISTICS
To function as a professionl person in the 1990's and

beyond, it is not enough to demonstrate an integrated
personality, have a sound mind, and be a well-adjusted
person. Specific skills are required. Many people expect,
for instance, that in the very near future, insurance
companies will limit their reimbursement for specific
psychological problems such as depression (i.e.,
"depressing") to therapists who use empirically vali-
dated cognitive-behavioral protocols.

Listed below are some professional skills used by
effective mental health professionals when appropriate
with individual counselees.

• A sense of paradox and ability to reframe. Wub-
bolding (1988, 1996, 1998) describes how paradox
is a centerpiece of reality therapy. Moreover, in
the training tapes used to teach choice theory,
Glasser (1975) repeatedly employs reframing and
directives or prescriptives. In the classic "Woman
with Psychosomatic Problems," he encourages
the client, "Edna" to enumerate her symptoms
adding, "You're sick. There's not a part of you
that's well." Similarly, in another training tape,
he encourages a cantankerous couple to continue
to bicker. In these cases, he demonstrates the skill
of prescribing the symptom. (Glasser, 1988).
Seeing problems in schools as opportunities to
teach students choice theory and reality therapy is
a reframing skill needed by lead managers in
schools and agencies seeking to achieve a higher
level of quality. For the reality therapist, a lazy
person has great potential, a resistant person has
deep convictions, and a manipulative person is
creative. Redefining problems to opportunities is a
skill useful to the practitioner of reality therapy in
any setting.

• Ability to communicate hope. Part of entering the
counselees' quality world is to help them realize
that no matter how difficult the situation, they are
best served if they retain hope in the future. This
hope is based on the simple fact that they have
choices. The options are sometimes quite limited
as in the case of terminal illness, but the user of
reality therapy needs to communicate a realistic,
not false, sense of anticipation and expectation.
Moore (1943) remarks, "It is very important ...
that we realize that the strings of our destiny are in
our own hands, and that no blind fate cuts
through the strands of our mental health with the
shears of a fatal heredity or the steel of the
mechanics of the unconscious."

• Ability to define a problem in solvable terms. This
quality described by Haley (1996) for Ericksonian
therapists is especially useful in an age of brief
therapy and corresponds with the need to docu-
ment quick results in schools and agencies. It is
also in harmony with the W DE P formulation of
reality therapy (Glasser & Wubbolding, 1997):
W -defining a specific want or problem of a client
system and determining the level of commitment
to solving it as well as identifying helpful systemic
resources; D - determining and describing specific
actions, self-talk, and feelings which are currently
chosen; E - assisting the client or client system to
conduct a fearless and searching inner self evalua-
tion about the effectiveness of behavior, the
attainability of wants, and the efficacy of the level
of commitment; P - establishing a realistic plan
aimed at solving or at least addressing the prob-
lem.

Reality therapy of its nature is specific in how
it addresses issues. Global or ungrounded strate-
gies are not effective. As long as human beings are
alive, they generate behaviors. These behaviors
are specific and measurable. Consequently, the
user of reality therapy has the ability to be
specific.

• Ability to use metaphors. In an early and anony-
mous training tape, an alcoholic told Glasser that
he got drunk each day after work at a bar called
the "Open Door." Glasser referred him to Alco-
holics Anonymous telling him the first choice
must be "to close the open door." The metaphori-
cal meaning of changing his life direction is evi-
dent.

Another client told a therapist, "When I took
the job, I was the new kid on the block, kind of
green. But I learned the ropes and found my way
around. Then things heated up. I got knifed in the
back and now I'm back on the street." Even an
unskilled user of metaphors can find several
similes to "jump on."

Instead of paraphrasing the client's statement,
"I'm down in the dumps" to "you're upset," the
metaphorist could say, "What does it look like in
the dumps? What would being out of the dumps in
the sunlight look like?" What can you do today to
climb out of the dumps?" Using the metaphor by
extending it further than its originally intended

48 • International Journal of Reality Therapy • Spring 1998 • Vol. XVII, No.2



meaning is a useful skill for the mental health
practitioner.

• Willingness to work within the boundaries of pro-
fessional guidelines, standards, and ethics. Knowl-
edge of and adherence to standard practice is the
mark of a genuinely professional person. The pos-
session of degrees, certificates, and licenses are
necessary conditions for acceptance and function-
ing within the current professional world. They
imply a commitment to standards of behavior
which transcend those of The William Glasser
Institute. Professional therapists, counselors,
social workers, correctional workers, prevention
specialists, halfway house employees, case man-
agers and anyone with a professional identity need
to know how to deal with suicide threats, to avoid
dual relationships, to know the limits of confiden-
tiality, to work within their limitations, to recog-
nize conflict of interest, to provide informed con-
sent to client systems, to disclose openly their own
professional credentials, and to represent the
theories of others accurately.

• Cultural sensitivity. Because of a world which has
been shrinking for at least half a century, we are
becoming an increasingly multicultural world-
wide society. Theories of human behavior are
often criticized as being "Euro-American," a
term which is often less than complimentary.
Skilled users of reality therapy appreciate their
own culture and recognize that what is appropri-
ate in one part of the world might miss the target
elsewhere. The ability to adapt the principles of
reality therapy to cultures other than that in which
they originated takes study, flexibility, consulta-
tion, and a willingness to adjust the ideas. For
example, teaching the theory and practice of
choice theory and reality therapy in the Middle
East is rendered virtually ineffective without
allowing for the incorporation of, or at least,
referring to religion and more specifically to Allah
and the Koran.

Corey (1998) suggests that people in the helping pro-
fessions need to recognize the importance of self-explor-
ation in order to help identify cultural blind spots. They
also can benefit from internships which include multi-
cultural experiences. Finally, travel, reading, video
tapes, and patience with oneself leads to the core belief
that becoming multiculturally competent is an ongoing
process.

In summary, more skill and knowledge will be
expected by the consumer in years to come. Users of
reality therapy principles need to have a thorough and
updated knowledge of the principles of reality therapy.
But the qualities enumerated above surpass the minimal
skill and knowledge levels which can be taught during
the certification process of The William Glasser Insti-
tute.
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Guidelines for Contributors

a) Manuscripts should be submitted in triplicate to the Editor, Lawrence Litwack, Journal of
Reality Therapy, at the editorial office address. In the case of a manuscript written by more
than one author, the covering letter should indicate the name and address of the author
with whom the editor should correspond - that is, the corresponding author.

b) Manuscripts must be typewritten double-spaced on 8V,-11 white paper. The name and
address of each author should appear on the manuscript's last page. In manuscripts written
by more than one author, the corresponding author should indicated the order in which
coauthors names should appear in The Journal if the manuscript is accepted.

c) In accordance with the Copyright Revision Act of 1976, we are required to have the
following statement in writing before we may proceed with a review:

"In consideration of The Journal of Reality Therapy taking
action in reviewing and editing my submission, the author(s)
undersigned hereby transfer, assign or otherwise convey all
copyright ownership to The Journal of Reality Therapy in the
event such work is published by The Journal."

d) Authors should strive for brevity, readability, and grammatical accuracy. The title of a
manuscript should be succinct and lend itself to indexing.

e) Manuscripts should be prepared in accordance with the Publication Manual of the
American Psychological Association, Fourth Edition.

f) Each manuscript should be accompanied by an abstract that is a maximum of 960
characters and spaces (which is approximately 120 words). A good abstract concisely sum-
marizes the content and directs present and future readers to the article.

g) Manuscripts are received with the understanding they are not under simultaneous'
consideration by any other publication, The Journal will not be responsible in the event a
manuscript is lost; and once published, manuscripts may not be published elsewhere
without written permission from the editor of The Journal.

h) When a manuscript is received by the editor, it is referred to two members of the review
board. Reviewers are asked to consider these questions:
I. Has the subject been covered adequately in The Journal so that publishing this manu-

script would be redundant?
2. Is the manuscript on a problem or topic of sufficient importance in demonstrating

Reality Therapy to warrant its publication?
3. Is the content of the manuscript scientifically accurate and philosophically sound?
4. Does the manuscript contain any false or misleading statements?
5. Does the manuscript have readability, i.e., is it clearly written, succinct, and easily

understood?
6. Will the manuscript require a great deal of revising to make it acceptable?

i) All accepted manuscripts are subject to copy editing.

j) Following the appearance of an article in The Journal, the author(s) will receive two
complimentary copies of that issue.
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