The William Glasser Institute

Canadian

President & Founder
William Glasser, M.D.

President
Jean Suffield
530 Des Chenes
Beloeil, Quebec
13G 2H8
Canada
514-446- 5671
FAX 514-446- 5908

Administrator
Linda Harshman
22024 Lassen Street, #118
Chatsworth, California 91311
1-818-700-8000
FAX 818-700-0555
1-800-899-0688

Association

The William Glasser Institute-Australia
Administrator
Lynne Pearce
PO Box 62
Toowoon Bay NSW
Australia 2261
(043)335525
FAX 011-612-4333-4382

Association

in Japan

Zealand

Administrator
Penny Woo Hams
7 Cascade Avenue
Waiatarua
Auckland, New Zealand
64-9-8149600
FAX 64-9-8149600

822-335-0971/0972

Kingdom

Contact Person
Michal Harel-Hochfeld
29 Oley Ha-Gardorn St.
Tel Aviv 69860
Israel
reality _therapy@hotmail.co.il

Croatian

The William Glasser Institute-New

FAX 822-335-0609

Association-United

The Israeli Reality Therapy Association

Contact Person
Masaki Kakitani
2205-23
Oiso-Machi
Kanagawa 255
Japan
0463-33-8819
FAX 0463-61-2434

Chairperson
Rose-Inza Kim
c.P.O. Box 1142
Seoul, Korea

President
Irene Lio
c/o Boys' Town
622 Upper Bukit Timah Rd.
Singapore 678117
769-1618
FAX 762-7846

Contact Person
John Brickell
Green House
43 George St.
Leighton Buzzard (BEDS)
England LU78JX

Chairperson
Brian Lennon
6 Red Island
Skerries
Republic of Ireland
011-849-9106
FAX 011-353-1-849-2461

KART: Korea Association

for Reality Therapy

for Reality Therapy-Singapore

Reality Therapy

The William Glasser Institute-Ireland

The Reality Therapy

Association

Association

President
Dubravka Stijacic
Kuslanova 59a
10.000 Zagreb
Croatia
Reality Therapy

for Reality Therapy

for Reality Therapy

Association

President
Bojana Gobbo
Morova 29
6310 lzola
Slovenia
386 666 2706
FAX 386 6674 7045

- Slovenia

International

Journal of Reality Therapy
Spring 2002

Vol XXI No.2
Larry Litwack

Editor's Comments

3

Ksenija Napan

Caring, sharing and daring

4

William

Spontaneous Choice: An Explanation
For Stopping Addictive Behaviors

9

Nassia Trigonaki

Parents of Children with Autism and
The Five Basic Needs

13

J.

Management and Counseling or
Catching up with Lead Management

15

Bosiljka Lojk

What is Most Demanding in Teaching,
Managing and Counseling?

19

Timothy A. Carey

Choice Theory and PCT: What are the
differences and do they matter anyway?

23

Virginia Smith Harvey
Kristen Retter

Variations by gender between children and
adolescents on the four basic psychological
needs

33

Elijah Mickel
Christopher Mickel

Family Therapy in Transition:
Choice Theory and Music

37

A. Howatt

Arthur Sheil

International

Journal of Reality Therapy.

Spring 2002 • Vol. XXI, number 2 • 1

.

International

Journal of Reality Therapy

Editor: Larry Litwack. Ed. D, ABPP, RTC
Northeastern University
Editorial Board

Karen Sewall, Ed. D.
St. Albans, Missouri
Robert Renna
Lexington, Massachusetts
Robert E. Rapp, Ph.D.
Silver City, New Mexico
Stella Norman, Ph.D.
Fairfax, Virginia
Brian Mulherin, Ed.D.
Pointe Claire, Quebec
Thomas S. Parish, Ph.D.
Manhattan, Kansas
Arlin V. Peterson, Ed.D.
Lubbock, Texas
Mary E. Watson, Ed.D.
Newton, Massachusetts
Editorial Office:

International Journal of Reality Therapy
203 Lake Hall
Northeastern University
Boston, Mass. 02115
Telephone: 617-373-2470
FAX: 617-373-8892
The International Journal of Reality Therapy is directed to concepts
of internal control psychology, with particular emphasis on research.
theory, development, or special descriptions of the successful
application of choice theory and reality therapy principles in field
setting.
The International Journal of Reality Therapy is published semiannually in Fall and Spring. ISSN: 1099-7717.
Material published in the Journal reflects the views of the authors,
and does not necessarily represent the official position of, or
endorsement by, the William Glasser Institute. The accuracy of
material published in the Journal is the responsibility of the authors.
Subscriptions: $14.00 for one year or $25.00 for two years. (U.S.
currency) Single copies, $7.00 per issue. Send payment order to the
editor. Back issues Vol. 1-8, $3.00 per issue. Vol. 9-14, $4.00 per
issue, Vol. 15-19, $5.00 per issue.
Permissions: Copyright held by the International Journal of Reality
Therapy. No part of any article appearing in this issue may be used
or reproduced in any manner whatsoever without written permission
of the editor - except in the case of brief quotations embodied in the
article or review.

Board of Directors
The William Glasser Institute
Canada: Jean Suffield (02)
530 Des Chenes
8eloeil, Quebec
Canada J3G 2H8
450-446-5671
FAX 450-446-5908
E-mail: seville@total.net
Northeast: Albert Katz (02)
12 Edgebrook CI.
New City, N.Y. 10956
914-634-1712
FAX 914-639-7348
E-mail: reality987@aol.com
Southeast: William Abbott (02)
3606 Millington Rd.
Free Union, VA 22940
804-823-2215
FAX 804-823-4680
E-mail: wabbott228@aol.com
Midwest: Patricia Robey (03)
23728 S. Ashland Ave.
Crete, Illinois 60417
708-755-6056
FAX 708-758-8252
E-mail: parobey@aol.com
Mid America: David A. Jackson (01)
20837 Coon Branch Rd.
Lawson, MO 64062
816-580-4275
FAX 816-580-3011
E-mail: djscj77@aol.com
Sunbelt: Nancy Muir Dees (03)
1220 Mockingbird Lane
Edmond, OK 73034
405-341-7226
E-mail: njdees@juno.com
Northwest: David Dyment (03)
1107 SE 187th Ave.
Vancouver, WA 98683
360-892-8103
FAX 360-604-6802
E-mail: daviddyment@aol.com
West: Robert Rapp (04)
800 41st SI.
Silver City, NM 88061
505-538-9548
E-mail: rapper@zianet.com
Mountain States: Thomas J. Smith (01)
1280 Spinnaker Trail
Monument, CO 80132
719-488-2702
FAX 719-488-8038
E-mail: tjsrtacolo@aol.com
2002 International Conference
San Antonio, TX
July 10-13, 2002
2002 Glasser Quality School
Consortium International Conference
Sacramento, CA
October 17-20, 2002

2 • International Journal of Reality Therapy'

Spring 2002 • Vol. XXI,number 2

Editor's Comments
Larry Litwack

This issue marks the end of the 21 st year of publication for
the International Journal of Reality Therapy. The journey has
been both a learning and a growth experience. This issue
continues to demonstrate the influence of the ideas of RT/CT
in other countries as you note that the first six articles
represent contributors from New Zealand, Canada, Cyprus,
Slovenia, and Australia. The articles include both theory and
data-based material. It is hoped that this trend will continue.

Since Fall of 1984, the journal has been based at
Northeastern
University in Boston, Massachusetts.
The
University has been consistently supportive in co-sponsoring
the publication of the Journal, assisting in storage and
mailing. I have been grateful for the University backing. As of

Fall 2002, the Journal will be moving to the Midwest as I
relocate to Highland Park, Illinois. It is hoped that I will be
able to establish a relationship with a college/university in the
greater Chicago area to begin co-sponsorship for the Journal.

As part of the move, I am also getting rid of a number of
copies of back issues of the Journal. If any reader wishes,
I would be happy to send one or more cases of back issues
(I will be glad to mix issues in each case to reflect at least
4-5 different issues) to anyone willing to pick up the shipping
costs. There are usually around SO Journal copies in a case.
If interested, please let me know as soon as possible as I begin
to make arrangements for the move.
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Caring, sharing and daring
(Application of Choice Theory and Adult Learning Theory in Tertiary Education)
Ksenija Napan
The author is a lecturer at UN/TEe. Facultv olArts and Socia/ Sciences, Department of Community SIII"ie:; ill Auckland. New Zealand.
She has been involved ill WGr since /987 and is a Basic m"ek lnstructor.

What do we want?

ABSTRACT
This paper focuses on application of Choice theory, Adult
learning theory and experiential learning in the Bachelor of
Social Practice program at Faculty of Arts and Social
Sciences, UNITEC, Auckland, New Zealand. The process
will be presented and discussed with special focus on effectiveness of the use of learning contracts and self-evaluation in
development of competent social practitioners'.
Introduction
This work was influenced by many people, especially my
students, but I just have to mention here three famous
teachers, William Glasser, Malcolm Knowles and Leo
Buscaglia, William Glasser taught me a practical problem
solving skill and a theory which looked simple enough that it
can be taught to a five year old and still complex and deep
enough that one can spend a lifetime exploring it in depth.
Malcolm Knowles gave me the gift of respect for adult
learners and a practical tool of learning contracts - which I
find so useful for empowerment and clarity of roles in the
teaching/learning process. Leo Buscaglia reminded me how
important is a gift of love in action while we teach, They all
helped me bring into awareness ideas that I always deeply
believed in. They also helped me to focus my thoughts and
put these ideas in practice. One of my outcomes was to share
these gifts with my students hoping that they will be able to
use them in their future practice.
In conducting the Professional Practice course, which is
compulsory for all students who enroll in the Bachelor of
Social Practice program, I was guided with three basic
questions which provide a framework for this paper:
What do we want (my students who want to become
social practitioners and I as a teacher in a tertiary setting)?
What is our common goal?
What are we doing to achieve what we want?
Is it working and how call we improve it?
I see education as a process of engendering changes in
knowledge, understanding, values and attitudes. I also see it
as a joyful and exciting process. The purpose of the
Professional Practice course is to alert students to some basic
principles in social practice and to explore philosophy, ethics,
skills and the multi-faceted nature of social practice. The
course attempts to integrate theory, practice and experience,
and the classroom is used as a laboratory for exploration of
ideas that permeate social practice in its broadest sense
through co-operation and sharing,

Teaching is more than ajob for me. It is truly a calling. To
me, teaching is social practice. If I want my students to
become effective social practitioners, I need to demonstrate
effective social practice in my teaching. My job is to create an
environment where changes in values, skills, knowledge and
attitudes can occur. My job is also to share my values, skills,
values and attitudes but not by making them universal, but
more tentative and open for challenge, with a purpose of
triggering students' interest in exploration of their values and
beliefs which will inevitably guide their practice, I believe
that self-evaluation brings forth the world but my belief is not
enough, I need to equip my students with the skill of selfevaluation as well as communicate the theory that lies behind
it. New understanding may create change in their beliefs and
attitudes. This change cannot happen through coercion or fear
of failure. Eliminating failure in an academic institution,
which builds its credibility on failure, is not an easy task.
My first aim was to eliminate failure but maintain quality,
and prove that by eliminating failure, quality of learning
improves as well as coverage of learning outcomes by
students. Students were keen to be part of that process
because they wanted to eliminate failure too, but they wanted
their degree to be credible, they wanted to learn new skills
and new theories, they wanted to be in charge of their
learning, They wanted to take part in the process where they
can manifest their ability for caring, daring and sharing and 1
wanted the same. My job was to provide a safe environment
where students can take risks and be challenged: their job was
to take part in it. I needed to figure out a way to help students
to become self-directed learners, responsible for continuous
enhancement of their learning, and I soon realized that almost
all of them were self-directed already, it is just that by coming
to a tertiary institution some of them somehow regressed into
"tell me what to do people" who sometimes appeared as
students who just wanted a piece of paper at the end of the
course with the least possible effort invested.
I am pleased that I did not let appearances fool me. I
believe that people are basically good and I knew that rarely
anybody chooses social practice as their profession for
money, same as for teaching; it is just not paid enough' I was
also aware that some students choose a social practice degree
because they have been hurt in life and they believe that by
helping others they may help themselves, I realized that my
job is to reach everyone of my students and I wanted them to
be able to leave the course with dignity if they realized that
this is not what they truly want to do for a living. I wanted to
support them in developing the ability to self-evaluate their

l Our program is focused on educating social workers, counselors and community developers, At the end of their study, students graduate with Bachelors of Social
Practice, majoring either in counseling. social work or community development.
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work and their learning processes, hoping that that skill will
help them to seek supervision when they get stuck or
challenged in their future practice. My aim was to work in
such a way that during the process we'll all develop or
improve our ability to co-operate and to attend to a range of
cultures.
In a group of 55 students, I have a rrurumum of 10
different cultures and a whole range of age groups and sexual
orientations, so a group in itself provides a wonderful practice
ground to attend to issues that they'll inevitably encounter in
their future social practice. I wanted us (and I put "us" here
purposefully because every teaching is learning) to learn in a
variety of ways, to utilize their learning styles, to become
passionate about learning and life, because then, they will be
able to transfer their passion to their clients and communities.
I did not want them to have heaps of information in their
heads and not be able to utilize it - assuming that if their
"cups are too full" they will not be able to make a genuine
contact with their clients. Nevertheless, I wanted them to be
knowledgeable
and able to utilize the knowledge and
resources available. I wanted them to know what they know
and to be aware of what they don't know. I wanted them not
to be ashamed for their mistakes or blocked by them; I
wanted them to learn from them. While discussing my vision
with them, I asked them for theirs and it seemed that we
shared a vision about the outcome and about the process of
our time together. While discussing these issues, we
connected, we shared our quality world pictures, and the next
step was to put them in action.

What are we doing to achieve what we want?
Green Cards
At the beginning of every course, a student gets a Green
Card. It is a short outline of the course and it clarifies course
details, personnel teaching the course, contact phone numbers
and e-rnails, the purpose and the aim of the course, general
learning outcomes, content and other formalities that a
student needs to know. A student also gets a Book of
Readings, which is a collection of updated readings on the
topics a course covers.
When students read the Green Card and browse through
the Book of Readings and suggested literature for the course,
they are ready to create their learning contracts. Each contract
consists of four parts:

I. Critically analyze major conceptual
social practice from a bi-cultural perspective

approaches

to

May be personalized as:
1. I will critically analyze Strengths Perspective in social
practice and Ecological Systems Theory using my knowledge
and experience of being Maori.
Then, they list resources and strategies by specifying at
least two books from the list of recommended readings in the
Green Card or they need to justify why they would prefer to
use any alternative books. Sometimes, students are aware of
a new and relevant book before I am and they are always
experts for their learning processes knowing better than I'll
ever know what works the best for them. They specify names
of people they would like to contact and web-sites or agencies
they would like to visit to achieve their personalized learning
outcomes.
They are then asked what evidence will they provide to
support coverage of learning outcomes, so they choose
assignments they want to do. A contract is a "living
document" in a sense that it can be changed and modified.
Students need to provide deadlines and they may change
them providing that they inform a lecturer at least one week
before it is due. Students love these flexible deadlines
because most of them are mature students (25-65 years old)
with families and part-time jobs. Giving them flexibility to
organize their own time improved their planning skills so
essential for effective social practice. The idea is to provide
an environment where they can practice philosophy, values,
skills and attitudes for their future profession.
At the end of their contract, they list.the criteria - they list
what they want me to focus on while marking their work.
They are asked to list what would be most beneficial for their
learning that I focus on in my feedback'. My feedback is
always in the form of a letter. I never scribble on a student's
work. I find it disrespectful and it is difficult to read.
The contract keeps students focused but it allows
flexibility. In the age of information technology, abundance
of texts and research published in the field, students need to
learn how to be focused and at the same time have the ability
to see the "bigger picture". This is another useful skill they
will need when working with social work and counseling
clients or when working in the community.
Interactive learning

Learning outcomes,
Resources and strategies,
Evidence and
Criteria.
Students personalize learning outcomes from the Green
card in order to make them familiar and relevant for their
learning. For example a learning outcome:

William Glasser developed the idea that learning is fun.
This was one of the most liberating notions in my life and
every time when I share it with students, the atmosphere in
the group changes. It is as if it gives them the permission to
enjoy the process, laugh, share and make mistakes from
which they can learn. When they realize that learning
improves the quality of their lives (Glasser, 1998) they
become even more enthusiastic to participate. Learning is a

2 For example: punctuality, integration of theory, practice and experience. ability to work competently with a range of client populations, knowledge and understanding of theories, ability to work co-operatively, ability to demonstrate application of theory in practice, ability to work in empowering way, ability to develop
a critical analysis of the place of social practice in society. ability to attend to the structures imposed by class, gender. race, ethnicity. sexuality, health status or
geographical location, development of necessary skills and strategies to work safely and effectively with individuals, families, groups and the community, ability
to establish and maintain successful self care strategies including supervision in your role as social service practitioner, ability to become a competent reflective
practitioner who continues to learn from experience and further training, ability to critically think and construct a conceptual framework as a basis for professional practice, ability to value education and ability to show commitment to ongoing professional development ... etc.
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challenging and enjoyable process and students Jove being
stretched and challenged. Because every group has a good
wealth of knowledge, my aim is to utilize it by teaching
students how to co-operate and learn from one another. I hope
they will retain this skill and utilize it when working with
clients, their families and communities. We do not promote
the culture of competition in our department and we do not
have traditional exams. By getting to know our students and
by encouraging them to co-operate in the process of learning,
we are teaching them another useful skill for their future
professions. During this process, we as teachers learn too.
Because of the interactive and co-operative nature of our
papers, it is impossible to teach the same course twice.
Helped by action research and co-operative inquiry methodologies and by opening our ears to students' comments we
cannot avoid improvement of our courses. Quality is not
something one ever arrives at. Quality can always be
improved (Glasser, 1998). This makes my job interesting and
it makes it a real social practice.
Getting to know my students - and letting them get
know me

fa

In every course, my first learning outcome is to learn all
the names. I teach groups of SO-55 students. If I don't know
their names, I cannot relate to them - if I cannot relate to them
- it is not likely that they'll relate to me. I strongly believe
that no one cares how much you know until they know how
much you care. Being interested in their stories, helps me to
understand them better and makes my job exciting. I focus on
students' strengths and potentials in order to help them to
overcome their weaknesses. Sometimes their strengths and
potentials are well hidden under the mask of "Life sucks!" or
"Nobody loves me" or "Poor me". I never give up looking for
strengths - because they are always there, only sometimes,
my vision is not sharp enough or they do not trust me enough
to share their precious jewels with me. Elimination of failure
significantly
contributes
to the development
of the
atmosphere of trust. Attendance is compulsory as well as
submission of assignments in time chosen by the student and
outlined in the contract. Self-evaluation and peer-evaluation
need to be attached to each assignment. Providing all that is
done, a student cannot fail. However, consequences are
clearly stated and every assignment that arrives late is marked
down by one mark for each day of being late. Attendance is
taken seriously - whoever misses more than 20% of the
course cannot pass. It is very visible that failure is closely
related to students' actions for which they are responsible. It
is impossible to honestly answer self-evaluation questions if
the assignment is not a pass, so occasionally I receive a lousy
assignment or two but always without self-evaluation. They
say that they've forgotten to attach it. It never happens to
students who submit an A or B assignment. In most situations
my mark, self-evaluation mark and the peer-evaluation mark
coincide. Getting rid of the marks completely is my goal, but
it will take a while to change the system completely.
Opel! book activities
learning

and encouraging

co-operating

The main point is that education is the process of learning
how to utilize knowledge (Glasser, 1998), it is not the process
of accumulating knowledge. On the last day of every course,
I do a "recap activity" with my students. It resembles a test,

6 • International Journal of Reality Therapy.

Spring 2002 • Vol. XXI, number 2

but it is not a test. It comprises questions on learning
outcomes and retlections on the process we went through.
They have the whole morning to do it. They can do it individually or in groups, they can use all resources they've got
and I don't mark it. I use it to improve my teaching - they use
it to self-evaluate what they've learned. If there are any gaps
- their peers help them, so the recap exercise is the last
chance to cover all learning outcomes. If the whole group is
stuck with a specific question, I help them. Encouraging
partnership and co-operation in this process proved to be
extremely useful.
Self-evaluation
As already
develop the
evaluation is
questions they
they produce:

said at the beginning - we want students to
ability to self-evaluate
their work. Selfthe first step to supervision. These are the
need to answer and attach to each assignment

I. Retlect on your work and focus on what you have
covered in terms of learning outcomes listed in the Green
Card and in terms of your personal outcomes. Please state
where and how you covered them.
2. What have you learned and how do you see it relevant
for your future practice?
3. Which resources were most useful for you?
4. How have you met the criteria you've listed in your
contract?
5. What do you think you need to improve, learn or relearn in order to become an effective practitioner?
6. Which strategies have you employed to overcome the
obstacles you've listed in your contract to produce a quality
assignment?
7. What is missing in your assignment'?
8. How would you grade it in percentages?
Their self-evaluation becomes part of their final mark.
Some students do not feel comfortable doing it, but after the
course they report that it was a major learning experience for
them.
Is it working and how can we improve it?
I have been using learning contracts and self-evaluation in
different forms for eight years now and here follows some
data from student evaluations. At first students were confused
- they asked: "What is the trick?" They didn't believe that
they can do what they wanted to do and that I will be happy
with their work as long as they cover the learning outcomes
and provide evidence. Initially they could not believe that the
pass is guaranteed as long as they participate and do the work
they decided to do at the beginning of the course and that they
can even change their contracts if they like, without any
punishment. They've spent quite a bit of energy trying to find
a "hidden agenda". Only after consulting students who have
already completed the course, they became more relaxed.
This raises a very important issue, which relates to power and
trust. It is not helpful to ignore power issues that are so
ingrained in tertiary education as well as power issues related

to social practice. Exploration of power issues within the
group, including examining my positional power as a lecturer.
provides an opportunity for students to use the similar process
when working with individuals. groups and communities. It is
essential to acknowledge the di fference in power, but also to
explore ways how to minimize its destructive features. Trust
is not something that can be declared or demanded, trust is the
outcome of the process of empowerment. Empowering
education promotes trusting relationships, but one never
completely arrives there, because trust is so fragile. However,
the more transparent the process teaching and learning is. it is
more likely that trust will appear. When the process is
transparent, students start to take responsibility for their
learning.
Disadvantages of this way of teaching are that it may be
initially time consuming, but at the same time it is so
rewarding and energizing that I find that I do tasks quite as
fast because it is interesting and exciting. Computers help a
lot to do boring chores fast and neat. Group dynamics always
fascinated me as weJl as development of trust in big groups.
Being a part of these fascinating processes is a privilege and
a challenge. It is also very exposing and daring. I need to be
aware that I will continuously be challenged and checked
from my students if I am just talking the talk or walking the
walk as well. This approach requires continuous reflection
and courage to be honest in my self-evaluation of my
teaching. It also requires modesty and total absence of righteousness. Not an easy task for any academic with more
degrees than a thermometer.
Each year I tell my students something along these lines:
"Allow yourself to pass this course in flying colors, but also
allow yourself to withdraw if you realize that social practice
profession is not for you. It is not about passing and failing, it
is about living comfortably with yourself because you've
chosen a profession that you will do for a big part of your
life." And this exactly what happens in our courses. Not all
our students are going to become social practitioners, but by
providing them with the tool for honest retlection on their
work, and self-assessment of their needs and wishes, some of
them realize that they would be better off doing something
else for a living. Those who demonstrate
skills and
knowledge and realize where their professional passion lies,
excel by being able to focus on aspects of social practice they
want to perfect.
Here follow some of their reflections on the process and
the content of the papers when self-evaluation and learning
contracts have been used:
1. Great - they should be the basis for all courses.
2. I liked it a lot./t made me focus on what areas I would
like to improve and work on within myself.
3. I believe that my learning contract kept mefocused and
it was helpful in keeping one on track. It assisted me in better
time management, which was my problem.
4. I think it was a good learning process for me. It is a
good idea to put it in our own ideas what we really want to
learn. It gives us an open door to put down what we really
enjoy and challenges us to go beyond our comfort zone.

5. Good - promotes partnership in learning.
6. I really enjoyed the process and the feeling that I have
some input into my own learning. Important and clear
guidelines [ire given at the beginning.
7. They're good because they give us objectives to work
towards during the course and they give us initiatives and
opportunltv to express our perspectives.
8. Giving examples of past learning contracts was good as
this was the first time one lvas properly done - that is
something that is used as the basis of the assessment.
At the beginning, the majority of students did not feel
comfortable self-evaluating their work, because they are not
used to doing it in academic settings. At tertiary institutions
we are more into impressing the teachers and reproducing the
knowledge than into application
of knowledge,
skill
development and creativity. If a student's self-evaluation is
not open and honest, I know that I missed building trust with
the particular student. I cannot force anyone to trust me but I
can demonstrate trustworthiness and teach students the
benefits of honest self-evaluation.
Here follows more data from students on self-evaluation:
J. Difficult but I enjoyed the challenge and got II lot out of"
the reflective process - also having the clarity to articulate it.
2. I found it difficult and challenging. Never really sure if"
my assessment was right. In some ways I am still not.
However same as above, with more practice at this type of
learning, I would become more confident.
3. Yes, I learned from it - it allows me to critically analyze
my own work. It is quite hard actually to self-assess my own
work - but I guess that is another learning process from the
learning outcomes list.
4. Helped to perceive work more objectively which has to
be positive.
5. It was very difficult for me to self-evaluate my work.
6. Enjoyed the process of writing journal. Self-evaluation
was interesting because I realized after, that I tend to
undervalue my own work/talent/strengths.
7. Self-evaluation ,vas good because it helped me review
my work and evaluate my own attitudes and practice and
looked at whether or not I had met my learning outcomes.
8. I'm still uncomfortable with the concept of selfassessment. I found it hard to be fair and not critical of what
I do. I always know I could have done better.
This last reflection relates to our starting point on quality.
Quality can always be improved - and this is the purpose of
self-evaluation - to continuously improve our practices.
Every year I self-evaluate courses that I teach, every year I
change something and learn from my students. Making
assessment transparent and students' input visible improved
the quality of our relationships and consequently quality of
our learning. Student satisfaction with the course, coverage of
learning outcomes, and quality of students' assignments
improved too. Most of all, quality of relationships within the
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group was perceived as very important and students started
developing valuable networks so essential for their future
practice. The process guided me into areas of exploration of
trust and ways of teaching values and attitudes without
imposing them. The empowering nature of experiential and
co-operative learning inevitably touches people on a deeper
level then traditional teaching does, but the transformation
needs to start with the teacher. Values and attitudes cannot be
taught but they can be re-discovered and explored. Can love
be taught? No, but it can be shared in a trusting environment.
This process or collaborative inquiry keeps my practice alive
and dynamic, and yes, it all comes to caring, sharing and
daring!
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ABSTRACT
In the field of counseling. one of the challenges for
counselors is working with persons who have an addiction of
some sort. All addictions can be challenging. This article
introduces and discusses the concept of 'spontaneous choice'
for overcoming any kind of life addiction.

Introduction
Counselors, therapists, social workers, psychiatrists, psychologists, and other mental health professionals will be faced
with the challenges of working with a person who has addicti ve
behavior(s). One of the goals of addiction counseling is to
help people become free from the controlling effects of
addictions. The purpose of this article is to discuss how
Choice Theory may provide some insight into understanding
how many additions are spontaneously started and stopped.
The current research in addictions continues to report that
more people will spontaneously stop their addiction on their
own without relapse, than do those who are supported and
attend addiction counseling. This makes it valuable for
counselors to have a model for better understanding this
phenomenon, and some insight as to how they can help their
clients also become aware of this fact.
The word 'addiction' has been fully assimilated into our
culture, for the most part, as holding a negative connotation.
But what is an addiction, and why do people start and stop
addictions?
Defining an Addiction
All addictions eventually will become attached to a set of
preference behavior(s) that can include one or more of the
following: alcohol, overeating, cocaine, marijuana, amphetamines, benzodiazepines,
barbiturates,
tobacco, ecstasy,
solvents, anabolic steroids, prescription medications, opiates,
sex, gambling, stealing, exercising, or hard drugs. It is
important to note that many people can have more than one
addiction at a time.
Many professionals develop their own criteria as to how
they define an addiction; though it is important that all work
from one universal guideline, so they can help their clients
determine the risk of their behaviors. The single resource that
is most often used to define what is and is not an addiction is
the Diagnostic and Statistical Manual of Mental Disorders
(Fourth Edition) known as the DSM IV. I would expect the
majority of professionals who work with addictions are
familiar with this resource. The criteria for any addiction are
ultimately determined
by measuring amount of use,
frequency and length of addictive behavior activities,
function ability, and impact on normal daily activities and
quality of life.

The intensity of any addictions can fall on a continuum
from mild to severe. Most are very often put into two specific
classifications. The first is defined as 'abuse': psychological
addictive behaviors, which are causing some difficulties in
normal life. The second, much more severe, is defined as
'dependency,' where the addictive behavior is now fully active
daily, to the point that there are psychological and/or physical
drives, and the addiction has taken over the person's life.
It is important to note that behaviors such as gambling,
stealing, eating disorders, and sexual issues can also be found
in the DSM IV, however, they are classified differently than
the traditional addictions such as alcohol and drugs. The
purpose of the DSM IV is to provide a set of guidelines for
professionals to help clients learn and assess what they are
doing, and what this kind of behavior will lead to, as well as
risk. In the end, regardless of the diagnosis, it is up to clients
to choose to attend treatment or to stop their addictions, as
having a label is not a cure. The individual must be
committed to wanting to live life in a more effective manner.
The Path for Addiction
How does a person get addicted? So far, we have reviewed
how addictions are defined, so the next question is how does
one become addicted? A person who uses tobacco (i.e.,
smoking) is a good case study to explore this question. All
smokers started out with one cigarette. This is consistent with
most addictions, as the majority moves through a progression.
This is the norm, though not the law.
One important question is when does the first use of a
cigarette move from a coping habit, or whatever the original
motivation is, to become a dependency issue? Addictions for
the most part are very covert, where the person is usually only
aware of the immediate need, and seldom pays attention to
the long-term costs (e.g., smoking is one of the leading causes
of cancer in North America).
Many addictions start out as habits for the sole motivation
of helping satisfy one or more needs. When the chemical's or
habit's rewards are anchored psychologically and physically,
dependency issues are very likely to occur.
The DSM IV defines two kinds of dependency: physical
and psychological:
I. The psychological addiction is separate
physical addiction. This is the cognitive schema a
that provides the original rationale for starting
tobacco (e.g., social acceptance). Most addictive
start out psychologically in some vein, meaning a
to have some cognition for them to occur, unless
drugged or otherwise influenced.

from the
person has
the use of
behaviors
person has
they were

2. Physical dependency occurs when a person starts to
develop a physical craving to obtain more chemicals
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(e.g., nicotine). The underpinning of the motivation to use
tobacco again is physical withdrawal. Because the body is
used to certain levels of nicotine, if a person stops smoking
for several hours, the nicotine level will drop. The body then
sends urges and/or cravings for the person to obtain more
nicotine, to re-stabilize the levels it is used to.

Some say willpower or weak morals are the main reasons
why people become addicted and cannot stop their
addictions. I do not agree with this! A great proportion of the
population can partake in potentially addicti ve behaviors or
substances such as exercise, caffeine, alcohol, and sex. and
never become negatively addicted.

It is important to point out that regardless of the addictive
kind of behavior (e.g., gambling, drugging or drinking), it
does not always mean participating in them will addict a
person. Some behaviors, such as using cocaine or heroin, are
much more physically addicting, where it is possible to
become addicted after only one use. However, drugs like
marijuana are not physically addictive, but they are psychologically addictive. There are cases where individuals can
choose to have a weekend or two of very risky behaviors, and
never become addicted. However, when the behavior
becomes excessive and a dominant part of daily life, it is
normally a sign that an addiction may be brewing, or is
present. Any addictive behavior that becomes excessive can
impact individuals, their family, and their entire life in a
negative manner.

The question is why do some and not all become addicted.
There are many theories that explain why people become
addicted. A few are:

One telling definition of an addiction is when it becomes
excessive, all controlling, and fully integrated into one's life.
The main pre-occupation of a person's thinking is how to get
more; major life stressors increase (e.g., employment
problems); and nothing seems to be as important as the
addictive behavior, because it is perceived as the only thing
that can give the person any relief, and potentially meet one
or more needs.
It is important to go back to the point that participating in
a behavior does not always mean addiction. The old saying,
"everything is OK in moderation" - of course, I am not
referring to illegal behaviors - may have some truth. For
example, if you want sex every day, are you addicted to it? Or
if you like chocolate every day, or you exercise every day,
does that mean you are addicted? The rub of this is that some
chemicals (e.g., crack cocaine) need only be taken once for a
person to become physically addicted. In other words, risky
behavior like drugging is very often like playing with fire;
people never really know when they will be burned.
In most cases, with the exception of physically addictive
drugs, individuals must first form a habit before they have an
addiction. This means they must first learn or perceive that
they obtain some reward from partaking in the behavior.
Because of this perception of positive reward, they continue
to the point where they no longer believe they have choice!
Models for Overcoming an Addiction
When a person tries to stop an addiction and fails, this very
often creates an internal conflict and frustration. Consider
how many people have tried unsuccessfully to stop smoking.
In addictions counseling, it is commonplace for clients to
share their concerns over failing and/or their perceptions of
being trapped, more than the actual addiction. They have a
new symptom, which I call "addiction conflict." This occurs
when people appear to be more stressed, and are emotionally
paining over the fact that they internally believe the addiction
is now in control, and there is nothing that they can do to stop
it. The bottom line is that users truly believe the addiction is
a life sentence, is in total control, and they are powerless.
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I. Biopsychosocial model - the antecedents and rationale
for one or more of the following combinations can explain all
addictions: biological, psychological or social learning.
2. Medical model - addiction is a disease, and one can
never be cured like an allergy.
3. Excessive appetite model= the person's appetite for the
behavior becomes unmanageable to the point it is doing
him/her harm.
4. Operant model- a person is positively conditioned, has
learned the addictive behavior is a positive reward system.
and this continues to be motivation to use the addictive
behavior to obtain a reward.
5. Pavlov model - the person has conditioned some
neutral stimulus (e.g., tobacco) as being a method to achieve
the conditioned response of relaxation.
6. Tension reduction model - a person uses a behavior
such as drinking to reduce tension anxiety and personal stress
to help better cope with the world. The motivation is to
reduce tension, and the behavior is looked at as the panacea.
7. Neuropharmacological model- the behavior is done to
create a new emotional state and feeling. The person is
motivated to achieve a state of emotion that is perceived as
more effective.
No one model has yet gained universal acceptance as
being the single solution to this question.' Alcoholics
Anonymous, the largest treatment program in the world, has
accepted popular models like the disease model, but with all
the research and studies of AA in the last thirty years, it now
too is showing its limitations as not being foolproof. In the
end, AA works only if a person chooses to follow the
program: thus is it the program or the person's choice?
Spontaneous Choice Model
Spontaneous Choice, the model I use to explain how a
person gets addicted, is one I learned from William Glasser's
Choice Theory. Human beings become addicted because the
behavior(s) which makes up the addiction is perceived in
some manner as being more need fulfilling than the alternatives available for them to meet their basic needs. The
Spontaneous Choice model can be explained by observing the
comparing places component of Choice Theory Situation A.
When individuals put their spontaneous choice into a
program, this choice can then become organized and be a
driver of their total behavior. If they continue choosing the
addictive behaviorts), over time users are at risk of becoming
trained to use this addicting program, regardless of the known
consequences.

When people are in pure pain, they must choose a
behavior. As Glasser says, they have no other choice. He
teaches that individuals do not know if the behavior will work
unless they try it, or have previous knowledge. From a Choice
Theory perspective, those who choose to use addictive
behaviors to meet needs very often know they are not healthy
behaviors; however, at that moment in time their perception
of pain is so great they believe they must do something whatever behavior they believe will help. The experience
with the addictive behavior does not always have to be
rewarding; it only has to be perceived to be better and more
fulfilling than the alternative(s). This is why addictions are
hard for many to understand: the person may be choosing one
pain to offset another. Most addictions start out psychologically, and then physical addiction (withdrawal) becomes the
fuel and motivator for the person to continue the pattern. If it
is repeated enough, it becomes habit, and then the addiction
has an opportunity to become alive.

How a Person Can Stop Addictions
If individuals can start an addiction with a spontaneous
choice, can they stop with one? The above research may lead
the reader to believe that this is highly unlikely because of all
the factors at play, such as withdrawal, habit, limited new
organized behaviors, and a host of other reasons.
Understanding Choice Theory, I would say yes. My'
rationale is that if people used the addictive behaviors to meet
a need, and at a moment in time made a spontaneous choice,
if at another independent moment they determined that the
addictive behaviors were no longer meeting one or more of
their basic needs, and they wanted to get their life back and
find a healthier way to live, this would be an example of
spontaneous remission.
Choice is like a light switch. If it is true a person can get
addicted in a second due to a single choice of using an
addictive substance or partaking in some addictive behavior,
then he/she must also be able to get un-addicted in the same
amount of time.
One challenge with spontaneous choice people will very
often need to overcome is that they will go through a period
of withdrawal. For some drugs, especially alcohol, it is wise
to undergo withdrawal under medical supervision, so it is
important to educate clients about withdrawal and the need
for support. The good news is that physical withdrawal is
usually fairly short-lived, regardless of its original intensity,
and the body will eventually get caught up to the mind.
Psychological withdrawal is one of the biggest factors
behind relapse. People with addictions are most often very
emotionally centered, meaning if they feel bad and have old
negative thinking, they are at risk of relapse. Triggers such as
people, places, and things can be very instrumental in firing
off the compulsion to repeat an old behavior.
In regard to spontaneous choice, this is not a consideration; because individuals have made the commitment that
they are no longer going to look to the addictive behavior as
a solution for meeting needs. For example, Sobel!, Sobell,
and Toneatto (1991) explain that they have evidence that the
majority of excessive drinkers gave up alcohol without expert
help. They were unaided, and made the choice on their own

[0 stop. Biernacki (l986) found the same results with the very
challenging heroin addicted population.

Promote Spontaneous Choice
One of the best interventions we can do to empower
clients is to teach them about spontaneous choice. Without
this knowledge, a person may never take this choice. Not to
simplify the matter, though if we were never taught how to tie
shoelaces, many of us would still have our shoes untied. I
suggest we teach Choice Theory to people who are addicted,
if they are motivated to listen, with the purpose of helping
them learn and create the insight of spontaneous choice for
their consideration of a potential new life choice. In this
teaching, we can explain that the most successful intervention
for stopping addictions is not formal interventions, but
personal choice interventions. Again, the point is that it is
people who know what is possible who are in a more
proactive position to bring this choice to light to help take
charge of their life.
As with anything in life, just because people know what is
good for them does not mean they will do it; however, when
people know that there is a 'get off addiction free card' called
spontaneous choice, this may be the bridge to a new
beginning. As addiction workers, the first step is the hardest;
the choice to want to take charge. Once you get your clients
to this position, you can use all your tools and training to help
them. I am not suggesting clients will not need addiction
counseling, but I do not believe we need to make it harder
than it is. The first step to stopping any addiction is the
choice. The learnings, the hows, etc. can all be worked out.
Change is a process, and not an event; however, all change
starts with one new behavior choice. Smokers may choose to
stop smoking, and even stop on their own, but for long-term
success, the more skills they can learn to meet their needs the
way smoking did, the better their chance for long-term
recovery. The normal rule of thumb in addictions is that to
give one up, individuals must replace it with a new healthy set
of behaviors that meets their needs or they are at risk of
relapsing to the old patterns. As counselors, we know
regardless of what issue we are working with, clients will
need to learn new skills, and this make take time, practice,
and persistence.

Conclusion
If people are able to make a choice to start an addiction,
then they must also be able to stop addictions spontaneously.
One important factor for the promotion of this logic is that
persons with addictions must be made aware of the evidence
of spontaneous choice. It does not matter if people with the
addiction come to this conclusion on their own or if they are
informed about this choice. In the end, it will be up to
individuals to make their own decision as to what their future
will hold. Some will be able to make the choice and need no
help, while others will need all the resources available. The
point is that the decision to stop is the choice users with an
addiction must make for them ever to move beyond the
addictive behavior. Chemicals may fog perception, though
they never, in the end, blind choice. Unfortunately, too many
people never become aware or accept this reality, and they
become lost in an addiction.
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Learning Choice Theory can help clients get rid of guilt,
shame, and other emotions that put them in a position of
weakness.
The science of being "clean and negatively
addiction
free' comes down to individual
choice and
conviction of getting the help people want, or by saying to
themselves "no more, I want to live my life with more
quality." It has nothing to do with being weak or strong, good
or bad; it comes down to knowing and understanding that we
all are in control of our life choices.
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ABSTRACT
This study was carried out in order to identify 'what
parents of children with autism want' and whether their five
basic needs, as defined by Choice Theory. can be met when
they are faced with a life-long challenge in educating, caring,
and raising their children with autism.
Introduction
Autism is a developmental disability characterized by
impairment in three dimensions of human development:
creativity. socialization, and communication. Its causation
remains unknown. Autism is not an obvious disability.
Autistic conditions are characterized by the display not only
of 'bizarre' or 'ritualistic' behaviors but also behaviors known
as 'challenging' which may endanger other people as well as
the person who exhibits them.
Parents, who are the prime caretakers of a child with
autism, on top of accepting and coming to terms with having
a child with such an incapacitating, life-long developmental
disability, are also faced with a number of problems,
concerns, and dilemmas. The chronicity of care and disappointing prognosis, the effects on the family system,
increased financial problems, lack of independence, the
attitudes of the public towards them and their children in
relation to the misunderstood nature of the condition, are all
problems that such parents have to deal with.
Choice Theory was developed by William Glasser (1998)
(by expanding his earlier work on Control Theory), and it is
a theory that focuses on five basic human needs
(love/belonging, fun/enjoyment, self-worth/empowerment,
freedom, and survival/health)
which all humans are
motivated by. These needs are innate and universal, dynamic
and concurrent. Choice Theory argues that we all try to fulfill
these needs by constructing our unique 'quality worlds'
which contains people we like/love, our beliefs, and specific
'wants'. What we do all the time is to behave and this
behavior is always purposeful. However, when there is a
perceived difference between what we want and what we are
getting, we tend to try and eliminate/minimize
this
'frustration' in order to get closer to meeting our needs and
getting what we want.
The present study is an attempt to explore with parents of
children with autism their five basic needs and their 'quality
worlds', and ask them to evaluate their current situations in
order to identify whether what they are getting from the
outside world matches what they want in order to fulfill their
needs.

(I
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The participants
Eight fathers and 28 mothers as well as 2 grandmothers
and I grandfather were interviewed. Four families had a child
with Asperger Syndrome (high functioning autism) whereas
the rest of the families had a child who had been diagnosed as
'classically'
autistic. The interviewees
represented
32
children in total (28 boys and 4 girls). There were no reports
to indicate that any of the participants suffered from a
medical, physical or mental condition.
The research questions
The study was carried out in order to examine whether
• Parental 'basic needs' are not just needs associated with
the children's autistic condition but a reflection of the
parents' 'quality worlds'
• Although parents of children with autism strive to fulfill
their 'basic needs', this is difficult or sometimes
impossible to achieve
• The 'basic needs' of parents whose children have been
diagnosed as 'classically' autistic differ in strength and
importance from those parents whose children have had
another diagnosis (eg Asperger Syndrome, PDD-NOS etc)
• The 'basic needs' of mothers of children with autism
differ in strength and importance from those of fathers
• Parents of children with autism rely mainly on their
personal emotional strength and intuition to cope with
their children's condition and not on relationships they
build with people outside their immediate family
The findings
1) When parents of children with autism find out about
their children's condition, their 'quality worlds' collapse they pictured healthy and full of life children in them and now
these pictures are slowly being replaced by pictures of
'disabled', 'autistic', 'challenging', 'unmanageable' children.
The majority of such children cannot speak for themselves,
are constantly dependent on their parents for emotional!
physical!practical support, find it extremely difficult to make
friends and sustain long-term friendships, have no sense of
danger, and cannot fight for their rights.
Parents therefore reported that their needs are their
children's needs and when their children's needs are met and
fulfilled, theirs are too.
2) Parents reported that it is indeed difficult or even
sometimes impossible to fulfill all five basic needs or even in
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some instances decide which need is more important to be
met first. As far as the need for 'survival' is concerned, they
reported tiredness, lack of sleep, and inability to relax.
The need for 'belonging' was also explored. Parents
revealed that the first years after the diagnosis, they felt closer
to their husbands/wives/partners.
Parents of children with
'classic' autism felt closer together than those whose children
had an Asperger Syndrome diagnosis. Parents said that
because 'classic' autism can be diagnosed as early as 18
months, they know from the very beginning what they deal
with and adapt to the situation (and the news) quicker than the
parents who have to wait for as long as 9-10 years before they
are actually told that their children are not 'stupid',
'unsociable'
or 'mean' but they suffer from Asperger
Syndrome. By that time, parents feel emotionally and
physically exhausted and in many cases blame each other for
their children's problems. Mothers have found support and
understanding in support groups or their local church whereas
fathers are more likely to carryon, blaming their wives for
'creating this autism condition' in their children (worse if the
child happens to be a boy).
As far as 'fun and enjoyment' go, mothers of younger
children with autism report that it can be fun to be with their
children. They try to get involved with fund-raising activities
or participate in local playgroup functions and try to do things
with their children, too. Again, everything they get involved
with has to be child-focused and necessarily what pleases
them or what they would have otherwise chosen to do. This is
actually called 'bargaining' (Duncan, 1977) which means that
they actually define 'having fun' in terms of 'I'm doing
something for my child/to prove that I do care for my child!
I'm a good parent'. Research shows though (e.g. Stewart and
Dent, 1994) that parents who act like this have not fulJy
accepted their child's autism and therefore have not yet
adjusted to the situation.
Parents also reported that they feel powerless over
choosing what is best for their children especially in terms of
their education. They said that they hesitate to take action or
change the way things are between them and the professionals they deal with because they are afraid of the consequences
(e.g. what would happen if I disagree with the Local
Educational Authority? They would probably withdraw the
funds and make me pay for his/her home based educational
program).
Finally, the need for 'self-worth' is fulfilled through what
others say about them and how they feel about themselves.
When other people praise them and make encouraging
remarks about their 'good parenting skills', they feel valued
and positive. When others see them as 'emotionally weak',
they feel worthless and unhappy.
3) Although we all have the five basic needs in our genes,
their strength and importance vary from person to person.
This research has found that parents of children with 'classic'
autism tend to see the fulfillment of the need for 'love and
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belonging' as very important whereas parents of more high
functioning children place more importance on their need to
have fun and enjoy the friends they have made over the years.
Also, mothers tend to put their need for togetherness first,
whereas fathers' need for 'self-worth' and feeling powerful
tends to be given priority over the other needs.
Parents said that during the first years after the
diagnosis, they tend to rely on each other within the
immediate family environment for support of 'fulfillment of
their needs'. As the years go by and [hey learn to accept
autism and what comes with it, they try to free themselves
from the family system and explore other ways for helping
themsel ves and their children. They realize how much they
want to return to work, how they want to spend time with
friends and not just their spouses, how to care for their
appearance, and generally how to enjoy life with a child with
autism.
4)
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Way back when .. .I read Reality Therapy as a college
student and thought I understood what a young upstart psychiatrist was talking about. After all, what he said was only
common sense. For several years after college, I counseled
individuals and families as part of my role as a pastor in
various churches. I believed that I was being quite consistent
with Reality Therapy. I still have the green hardcover, dogeared and high-lighted.
15 years later, I became the Executive Director of a
residential care and treatment facility for adolescent females
and remembered that was where he started. So I pulled out the
book and assured myself that I understood this stuff. But then
after a few years, I took an opportunity to attend a basic
intensive week. He had changed on me! What was this new
stuff about taking effective control of your life? He even had
the nerve to suggest that there was no such thing as common
sense. Crunch point - get serious or get off the bus, Eight
years later, I hung my Advanced Week Instructor certificate
up in my office - proof positive that I understood. I finally
had it nailed down.
Since 1984, every staff person at Anago Resources Inc.
has been offered training in CT/RT to the certification level. I
have lost track of the number of indi viduals that I have trained
at the basic or advanced levels. I was having a great time
spreading the word. In my first career, I was a clergyman, and
I am sure more than a few believed that I had just found a new
gospel and was still on the preaching circuit. But once staff
got into the training, it took little encouragement to keep them
involved. As an agency, we understood what Dr. Glasser was
saying and we applied it in every part of our policies,
procedures and protocols. Whether our client base was young
offenders, children in need of protection, or developmentally
challenged adults, we saw countless ways that understanding
Choice Theory helped us become more effective in our work.
But after all, I was the B.D. The Board of Directors
supported my leadership and trusted my judgment. Together,
we had mapped out a philosophy and mission statement that
embraced Choice Theory and Reality Therapy. We understood
what we wanted. If you wanted to work at Anago, it just made
sense to participate in the training. No coercion here.
Then, about one year ago, I decided to begin to retire. I
asked my employer, the Board of Directors, to appoint a new
Executive Director and free me to do staff training and
treatment consulting for the agency. Anago Resources Inc.
had grown from that small residential treatment facility to a
multi-service agency providing residential care and treatment
to developmentally challenged adults, young offenders' and
adolescent girls. It operates out of 7 different settings in and
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London, Ontario,

COllado,

around London, Ont, Anago has approximately 160 staff
members and is committed to providing Wrn. Glasser
Institute approved training to every employee to the
Certification level. I would have lots to do. But I understood
CT/RT; I could do that!
Shortly after moving to this new position, Mandy Bennett,
the new Executive Director. asked me to move my office into
and focus all of my time and work in a secure detention
facility for phase I young offenders. In Ontario, this is the 12
to 15 year old group. We had just taken over the operation of
this program when I decided it was time to start to retire.
Taking over a program that had been directly operated by the
provincial government was not an easy transition. So I
moved. After all, who was I to question the decision? I had
asked to be relieved of that kind of responsibility, But the
program was new, the staff members were all new to the
agency, there was lots of training to do, and I understood
Reality Therapy. After all, I had been teaching it for 18 years,
Only this time the assignment had a new twist. We decided
to take another page out of Bill's experience and I would
make like he did at the Schwab School, So I bought a pair of
jeans, put my ties and sports coat away, and went to work side
by side with child and youth care workers on the floor at the
Genest Detention Centre for Youth. My assignment was to
assist the managers in stabilizing what was for us' a new
program. That should have been my first clue, I had forgotten
the old saw "Those who can - do: Those who can't - teach".
I found myself on a new, very steep, learning curve.
Let me put it into even more vivid context. As the CEO, I
hadn't done direct child and youth work for better than 20
years, The counseling part was a breeze. I understood what
Bill was talking about. The problem was that I could seldom
get into a place to do counseling. There are generally 18
youth in the center with an average length of stay about IO
days. That means, on average, just less than two new
admissions every day, For security reasons, every transition
from one area to another must be monitored. Youth must
attend court or court appointed assessments whether they
want to go or not. They are still expected to attend an inhouse school. By law, we must provide life-skills training.
And I can go on to describe the nature of the work but you get
the picture. In the most literal sense, we were dealing with a
captive audience. Talk about resistive clients!
I heard myself start to say things like "stop trying to
counsel this youth until he/she follows through on the
expectation that you have". "Don't give them so many
choices". "You let the youth divert you until you lost your
original agenda". What heresy coming out of my mouth.
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Counselors don't have an agenda, do they') It's all about
giving choices. isn't it': After all, I had been providing
counselor training to everyone for 18 years.
Operating the most visible young offender program in the
community got us some feedback we were not used to
hearing. Anago had a reputation for dealing with the hard to
serve. At community placement forums. the most difficult
were referred to as Anago youth. To hear service partners
think we were a bunch of "bleeding hearts" was a wake up
call. How come we had been respected and trusted with some
of the most challenging youth in the province one day and
second-guessed about what we were doing the next?
And for the first time I think I am beginning to understand
why Bill talks about Choice Theory, Reality Therapy and
Lead Management in the same breath. Anazo was not known
first and foremost for treatment capabilities. We were known
for how well we were able to manage situations created by
youth who could be extremely irresponsible and ineffective in
their choice of behaviors. That is what the communitv saw as
the outcome of placing youth with us. We saw ;ffective
management not as the outcome but as the step we have to
accomplish to do effective counseling. And if we were going
to be effective with youth in secure detention and custody. we
had to become much more intentional about learning how and
what to manage.
I want to offer some of the insights that we have gained in
understanding
the relationship between managing and
counseling. If what you read doesn't fit with your understanding ofCT/RT/LM, please clue me in. I don't have it all figured
out anymore. I developed this teaching module as a PowerPoint
presentation, hence the slides that you will see below.
First, I want to give you a working definition of
management within the context of this article. Management is
the art of getting a desired outcome through the energy of
other people. I developed this thesis in some detail in an
article, Total Quality Management and the Worker, published
in the Journal of Reality Therapy, Vol. XII o. 2, Spting
1993. That article came at another point at which I thouzht I
had it all figured out. I do not want to repeat that article; but
if you are interested, maybe you can still find it. I discussed
how effective managers focus on creating a quality
workplace. They create an environment that workers identify
quickly as a need-fulfilling place to be. It is an environment
in which they can fulfill the requirement of the job and meet
their own needs at the same time. I will only put my energy
willingly into something that I can feel good about - that in
some way meets my needs too.
On the basis of that definition I see managing
counseling on the opposite ends of a spectrum.

manage

and

focus as clear as possible. Whether we are managing or
counseling, we are working with at least une other person.
What is characteristic and distinct about each end of the
spectrum is the matter of who carries the agenda. What is
common across the spectrum is the process and fundamental
understanding of human behavior.
When you are managing

When you are counseling

The focus remains on
what you want

The focus remains on what
the other person wants

You provide clear
expectations

The other person has the
ex pectation

There is little to no input
from the other person

There is little to no input
from you

To illustrate what I an trying to say. think about the
manager at a GM plant. He wants to see shiny new Chevrolets
coming off the assembly line. Why, I have never figured out.
[ have only owned one GM product in my life and that was
one too many. But can you imagine me working in that plant
and deciding to produce a Volvo? I would be tolel very clearly
that my input was not welcome. I could try all I wanted to
convince the manager that I would feel so much better
providing the world with high quality foreign cars. He
wouldn't thank me for it and might suggest that I would really
be happier working somewhere else.
Similarly, if a counselor kept trying to sell me on a great
activity program for retireees when I am contemplating
suicide because 1 have no one left to share my life with - well
I hope you get the point.
Before moving beyond, it is important to look more
closely at the counseling end of the spectrum. We have all
learned very well from Dr. Glasser that the ultimate end result
of Reality Therapy, and in my view even a better name for
what we do, is that a person becomes effective at self
evaluation. I remember Bill so clearly stating in front of an
audience in Toronto that we do not teach them to self
evaluate. That is something a choice system does as long as it
is alive. What we do is help them become convinced that it is
in their best interest to act upon that self evaluation - to do
something different to get what they want. The right hand end
of the spectrum might be better represented as selfmanagement. That is ultimately what is behind the quality
world for everyone of us - to behave in ways to get more of
what we want when we want it.
When it comes to working III a residential care and
treatment setting and I believe also in a classroom. the
spectrum is really more accurately represented this way.'

counsel

Managing, as much as counseling, is a people focused
behavior. If I did not need the energy of someone other than
myself to achieve the outcome that I want, I would not have
to concern myself about managing. We use the word in many
other contexts as well, but for this article, I want to keep the

This overlapping of who owns the agenda and makes the
"management decisions" more clearly represents the process.
I do not think it is helpful to try to identify the most effective
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position on this spectrum. I believe that position is constantly
moving according to the level of engagement and the strength
of the relationship that you have with the person. The
manager who doesn't care lets the other person self manage
into personal bankruptcy. The person who doesn't care would
let the manager run his life and he would likely still end up
bankrupt. What I want to illustrate is that the more effectively
we do lead manage, the more quickly and effectively we can
then start the shift to encourage others to become more
effective in living their lives.
To do that we must be very clear not only on when it is
necessary to manage and when we can counsel (support self
evaluation and self management), but we must be very clear
on what we manage. But to a certain extent they are the same
question.
First, what do we manage? I am certainly not claiming to
be original in the following slides. For anyone trained in even
a basic week I am sure the following is quite familiar.
Lead Managers

Manage

The relationship
The Assignment
The Environment

The relationship
Is it strong enough to stand
what I am asking of it?
What is it based on?
Power- - - - - - - - - Respect
Fear - - - - - - - - - - - - Trust

The Assignment

The Environment

Will it meet your
expectations?

Are the boundaries
clearly set?

Does the other person see it
as useful? - in any way need
fulfill ing?

Can the person succeed
within them?
Does it ensure safety and
dignity?
Who is involved
(audience effect)

Let me walk you through a scenario that I am sure many
of you will recognize immediately.
I am working today as the classroom support worker in a
secure detention setting. One of the youth is here, as many
are, unfortunately by default. He is not a criminal. He has
been identified as "high risk and needs" because he has little
structure or support in his life and has likely been in and out
of the social service system for most of his Iife. His first arrest
was for truancy and his charges before the court have
escalated to include serious assaults against peers, staff and
police. Believe me, that is a very common scenario. Statistics,
with which I will not bore you, indicate that the vast majority
of youth who end up in secure custody start with minor
offenses. We don't do a good job from inside the system of
helping youth self-manage more responsibly.
Today he tells a teacher to "get the F--- out of my face"
when he is asked to turn off a game on the classroom

computer because he is expected to work in a math program.
r know that the boundaries of acceptable behavior in the
classroom are very clear. No youth is admitted to the school
without a clear conversation with the teacher about classroom
behavior. I immediately introduce a new assignment. "John,
please come with me into the hallway" Even that might be too
much for the relationship to stand if I hadn't at least greeted
him this morning or introduced myself to him. I might have
been off work for a few days while he was admitted. I decided
very quickly that the classroom audience is counterproductive
to any conversation that might ensue. I have attempted to
manage the relationship, the assignment, and the environment
already in this short scenario. But my work is not finished.
Until I get that outcome, there is absolutely no benefit of
trying to engage him in counseling. He still has a choice to
make but it is very small. Come with me! I know he can walk:
he can complete that assignment. To try to talk to him about
the disappointment he felt when his folks stood him up at an
arranged visit the night before while he is still in the
classroom telling me to "Shut the F--- up" only compounds
the problem. He is not about to reveal his pain to a classroom
of peers. I cannot let go of the agenda and let the youth self
manage because he has demonstrated that he is not able to do
so responsibly within the context of the classroom. No matter
how he tries to engage me I maintain one expectation, Come
with me before we discuss anything else. If he chooses
instead to "stand off", I can still get the outcome that I want
by asking the rest of the class to take their break early and go
to the lounge. I have to continue to maintain the expectation
and manage the environment.
In this instance, a simple question to John will illustrate
what I mean by managing the assignment. "Do you really
want to talk about this in front of your peers or would it not
feel better to do this in the privacy of the hallway?" By that
question, I am also attempting to manage the relationship by
trying to shift toward the right. I have asked for an evaluation.
I did not tell him that he was looking ridiculous making such
an issue in front of his peers. Given a different scenario where
safety and security is at stake, I might have to continue to
manage the environment
by physically restraining
or
removing the youth. The goal nevertheless remains - how
quickly can I shift the balance so that the individual can find
some success in self-management.
It was a sobering wake up call to see the problems that the
training I was providing to all of our staff created. My
training was out of balance. I focused on Choice Theory and
Reality Therapy. Lead management
only affected the
managers so I reserved that discussion for them. Over and
over again, I saw front line staff members trying hard to
counsel with youth and it was going nowhere. It was going
nowhere because the first requirement was to manage a
situation in which the youth, for any number of reasons, was
being irresponsible and less effective than acceptable. We
cannot let go of our fundamental agenda, provide a safe and
secure environment for youth within which they can begin to
self manage in more effective ways.
Many years ago, when I first read "Stations of the Mind",
I was captivated by the concept that Bill developed of the
worlds in which we live. We all know them well. There was
the real world or the source of all of our information. There is
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the world that we create, our reality. the perceived world. And
there is the quality world. special to our mind alone. We are
all very familiar too with the concept of the three filters
through which a person creates his/her perceived world,
When I am managing the information and experience that
another person has, it helps me to think in terms of creating a
fourth filter. As the lead manager. 1 am deciding
what
information from the real world another person has to deal
with. 1 am creating a smaller world within which someone
might become more effective and start to experience success.

o

Real world

employer relationship is also looking for every opportunity to
shift toward the right end of the spectrum as well. What we
manage is still the relationship,
the assignment,
and the
environment.

Dare to manage
Gelling what you want depends on it

Way back when ... really feels like yesterday. I guess
working with youth does keep you feeling young. Being able
to go back to front line work after so long at the other end of
the spectrum has been an incredible gift. This was to be a first
step toward retiring. It sure doesn't feel like it. T am having far
too much fun.

The author

IIW\'

be reached

London, Ontario, Canada.

Yes. it looks like 1 gct into another person's face. I have
been accused of worse. Nevertheless, I believe that this visual
describes accurately what police officers. judges. social
workers, residential staff, and even or especially parents do.
We are often "filtering" or determining what another person
can be expected to deal with at any given time. It can become
quite intrusive. Rather that than allowing a child. or an
adolescent girl, to pi ay her games in the street I After 25 years
of working with youth in residential treatment settings. I have
no question about the need to set limits and frameworks
within which someone might be persuaded to try a new
behavior and experience something that I am convinced will
feel far better than the drug and sex scene in downtown
Toronto.

dare to manage
counseling

depends on it

It is so appealing to try to counsel youth and let them
make choices. You can offer support and help individuals
through a process so that they clarify what they want. what
they are doing, and what is not working for them. It is a great
gift to be able to offer someone who is honestly trying to find
more effective ways to manage his or her life. It take courage
to intercept irresponsible
and less effective behaviors by
becoming the manager. It also takes experience to know that
after you manage well. you will get quality opportunities to
counsel.
Up to this point I have focused my comments to relate to
a Child and Youth Worker in a classroom support role or in a
residential worker role. That in no way exhausts the implications of the relationship between Reality Therapy and Lead
Management. I am sure that you can immediately see the significance of this focus for managers in the most traditional
sense of that role. The Lead manager in any employee
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ABSTRACT
The article presents differences in demands of teaching.
leading and counseling, which result from different individual
motives. It tries to answer the following questions, using
experience and examples from school:
- How do our motives influence our relationships')
- How do they affect our results?
- What does the efficiency
counseling depend on?

of leaching.

leading

and

- What do teachers, leaders and counselors have to pay
attention to in order to accomplish optimal results')

If you ask people why they do something. their responses
could be placed in three categories. The first group will say
that they do something because they have to, and they will list
their reasons: the second group will say that what they are
doing will help them in their achievement of some specific
outcomes or goals; and the third group will say that they are
doing what they are doing because they are interested in it or
because if makes them happy.
If you attempted to check this notion with employees, one
group would say that they have to work to get the money to
feed their families, the second group would say that they want
to excel or climb up the corporate ladder, and the third group
would say that they simply love what they do and that it
fulfills them.
If you choose to do the same with your counselees, you
will get similar answers. The group which is sent by
somebody else (e.g. student sent by the teacher) or institution
(e.g. a parent sent from the social service agency) will say that
they were forced to come and that they had no idea why or
what to talk about with you. The second group would be the
group of people who blame others for their misery (e.g.
drinking husband, sulking wife, or "impossible" boss) and
they will say that they've come to you because they want you
to give them advice or to teach them how to make these
"terrible people" treat them better.
The third group would be the group of people who have
been busy for a while trying to solve this problem. aware that
nobody can solve it for them and that they need to do
something, but nothing creative is coming to their mind. They
will ask you to help them figure it out.
If you ask students the question why cia they go to school.
you will soon notice that there is a group of them who believe
that they are forced to, they believe that they have to go to
school because this is what their parents want. The biggest
group will be the group who perceives that the purpose of

going to school is formal advancement through good marks,
a profession, certificate at the end, or to get a better position
at the workplace. The smallest group will say that they are
going to school because they are interested in the content of
the subjects and that they enjoy school.
It is interesting that you will get the exact same answers
from adult learners, for example, teachers sent by the
Ministry of Education to improve their skills when their
principal has chosen the program for them which they have to
attend.
Although I have much experience working with clients in
the counseling environment, what I want to share with you is
mostly learned by working with adults, specifically teachers
in more than sixty primary and high schools in Slovenia,
teaching them Choice Theory and Quality school ideas.
If I compare this with teaching Choice theory and Reality
therapy in the framework of Reality Therapy Certification.
which attracts people who are, in advance, familiar with
William Glasser's ideas and fed very positive about them,
work with teachers was and still is the most demanding form
of teaching, but also the job from which I've learned the most
about Choice Theory and about myself. Every encounter with
a new group of teachers has been for me a test if CT is really
in my Quality world, or am Ijust thinking and saying that. My
experience of teaching continuously confirms Dr. Glasser's
notion that teaching is one of the most demanding jobs of all,
and therefore we need to learn to respect it.
The first thing I've learned is to notice the difference in
the level of demand when teaching individuals in the same
group. From that experience I tried to find a logical and CTsupported explanation to clarify my premise. The following
are my conclusions:
The level of how demanding the teaching is does not
depend on whom we teach: young, old, educated, not
educated ... but it depends on their motives and the meaning
they see in what they are doing. I am sure that it is very
similar in counseling and managing, which I mentioned at the
beginning. I have chosen the school because it is familiar to
all of us, some of us are teachers, and all of us have been
students - so I hope this will be meaningful to all.

Motives
Students have their reasons for coming to school. As 1 said
before we can fit them into three groups: "COERCION",
FORMAL ADVANCEMENT and INTEREST. I put the word
"COERCION" in quotation marks, because we are not
talking about real coercion. If we did not see any interest in
something we do, we would not do it at all. What is the
interest of a child who says that he/she has to go to school
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because of mum and dad? Who knows, maybe he/she is
avoiding a fight with parents, or does not want to spoil a good
relationship with them. Whatever his/her reasons are, the
interest is there and he or she does not want to see it at the
moment. When we do something we do not want to do or see
it as irrelevant and useless, it is much easier to say that we are
forced to do it, than to say that it was actually our choice. But,
behind this is the belief that we are trapped in our
environment and that our behavior is manipulated and guided
by others. This is the reason why our "coerced student" is
upset and angry.
It is interesting that very often parents, and even some
primary school teachers, see primary education as coercion
coming from society. They explain this belief by the notion
that it is compulsory and regulated by the law. By asserting
this they forget that, in spite of this fact, some kids do not go
to school. This means that primary school is compulsory only
for kids and parents who make that choice.

STl'DE)(TS
PERCEIVI\G
TEACHER
PERCEIVING
RESLUS

THE

It is important to understand in what way student expectations are linked with their motives and what is their
perception. Chemistry and memorizing formulas was for me
totally useless and terribly boring. The only thing I thought of
was, who will sit next to me to prevent me from being bored?
What shall we do during the class, or in other words, how will
I survive in this uncomfortable situation?
We are created in a way that we are continuously
attempting to satisfy our needs, especially when our expectations are different from what we perceive. My expectations
related to math were still coming from my attempts to satisfy
my need to find a bit of fun for me during the class, but
because I also perceived math as something that I will need in
life, my expectations covered that dimension as well.
Croatian language, the subject I really loved, was linked to
very specific expectations closely linked to the content of the
subject. It is interesting that just forming my expectations was
need satisfying, and it seemed to me that I did not have to do
anything else, but discover what I was interested in.
Probably your experiences are similar. For better understanding I've included some concrete student expectations in
Table 1.
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Expectations
Expectations are closely linked with motives. In every
situation, people want to get as much as they can. Our expectations are very specific ideas about what we want to see. hear
or experience in a certain situation. Dependent on motives,
students have very definite expectations related to situations
in the classroom and in school in general. Try to recall your
own school years. Probably, you had a subject about which
you kept telling yourself "I don't need this!" For me, that kind
of subject was chemistry. Then, try to recall a subject that you
did not like, but you knew that, without it, it would not be
possible to continue your education. In my case, that was
math. Finally, try to recall a subject that you really liked. For
example, I liked Croatian language.

I.

LEVEl. OF DE\t\~D

STLDENT'S
\IOmES

STCDE\T

.• TEACHER

' TEACHER

= TEACHER

I\TERRUPT
OPPOSE
:\CTOlT
PLAYGA\IES
READ PAPERS
PLA YTRLiANT
DISRl'PT OTHERS
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WORK
DWDREA.\I

DO THE\IINIMU~I
SUBOPTIMAL
QUALITY
STl:DY CRITERIA
AND MATCH THE\1
CHEAT
TRU ..••NT OFTEN
CmlPETI
~OT PREPARED TO
HELP
CR[~GE

LLIR'I
LOOK FOR NEIl'
POSSIBILITIES
ACTIVE
ASK QUE5TJONS
READY TO WALK AN
EXTRA\lILE
CREATIVE
~OT COMPETITIVE
READYTO HELP

E\DlNG Cl.ASS
..••.S ..-\P
TO DO II'HAT THEY
IVA~T
TEACHER \lILL NOT
CO,IE TO CLASS
~OTTO BE CALLED
ON
TO HAVE FE"
TO HAVE A COMPANY
OFFRJENOS

ASK ONLY
~ECESSARY
I. FOR~IXnON
00 AS UTILE AS
POSSIBl.E OF
REQ\JIREMENTS
BEST "lARKS FOR
S~1AU EFFORTS
TO BE ASKED TO
HELP IF NECESSARY

\IOREI~FO
INTERESTING
LECTVRES
POSSIBILITY FOR
ADVANCEMENT OF
K~OWLEDGE
POSSIBILITY TO TEST
COOPERATE WITH
TEACHER

.COERCIOi'<"

FOR.\IAL
ADVANCEMENT

INTEREST

Belief: I don't need Ihis

Belief: I will need this.

Bdief:llikeihis.
©BoSlljkaLlIJk

Behaviors
In order to satisfy their needs. namely realize their expectations, students use different behaviors. They, as it can be
seen in table 1, differ, but they are well balanced with the
expectations on which they are based. It is important to
understand here that students develop these behaviors in an
attempt to satisfy their needs while at school, in the
environment dictated by the school system. Behaviors
students use are somewhat of a critique of the school system,
because they clearly describe the relationship between the
students and the school. This is important. the data that most
students, and I dare say, that this is 80%, also confirmed by
school practice in Slovenia, belong to the group whose
interest is in formal advancement (good grades, points,
diplomas, career opportunities, etc.) is telling us that our
values are changing. Can you imagine them as future
employees? I am concemed about a few things here. First, I
wonder how many of them will love their jobs enough to do
their job with enjoyment, how many will only chase money
and career, and how many will go to work just to feed the
family. Behaviors they are using to some extent show the
direction of their future movements, but also focus on opportunities missed by the school's system, which needs to be
changed.
Students are not responsible for the way the educational
system is conceptualized, but when they leave. they will use
what they've learned from it. In our system, they are learning
how to compete. That would not be too bad if it was a sports
competition, but school competition is far removed from it.
Everyone wants to be the best, because only the best can get
where they want to go and the number of spaces is limited.

There are points
help a classmate
even threatening.
are better than
operation, which
of environment?

and criteria that some cannot achieve. To
becomes old fashioned, and is sometimes
The only ones who succeed are those who
the others! How do we encourage cois so necessary for our survi val, in that kind

I do not have the answer for this question, but I know that
these circumstances prevent co-operation from taking place.
In our attempt to be more effective, we forget that effectiveness decreases if there is no co-operation, or in other words,
our competition will destroy us if we continue at the same
pace. Is it too late to do something about it?

Results of this kind of teachers' behavior is depicted in
teachers' mood (feelings and physiology) listed in table 2.

TEACHERS
PERCEIVI~G THE
STLDEXT

Only in the group of students who learn because they are
interested in the subject do students and teachers have the
same understanding of results.
Relationship
Initially, students' motives define their relationship with
the teacher. You may be a perfect lecturer or brilliant speaker,
excited about the subject you teach, have endless patience and
refined empathy with people, but if the student thinks: "Why
do I need to learn these stupid things if I cannot use them?",
you can be sure that he or she perceives you as an opponent
and he or she will let you know that a hundred times in more
than a hundred ways.
Teaching people who perceive you as an opponent is the
most demanding. Usually, teachers can hardly resist the
temptation to "retaliate". Retaliation always has catastrophic
consequences for both, the student and the teacher. Why?
Most teachers believe in external control psychology and act
from that belief system. Using various methods, they try to
motivate students, whose behaviors do not fit their expectations, hoping that they will change their behavior. We know
that we cannot change other people's behavior, but teachers
with an external control belief system have difficulties letting
it go and some even believe that it is their "sacred duty" to
change students or make them do something they do not want
to do. Labeling the student as "a problem", they escalate their
behavior to such an extent that they really start behaving as
opponents, and for the sake of what they believe is their duty,
they sacrifice the relationship, unaware that without the relationship, serious teaching is impossible.
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Results
Results follow behaviors because in life we look at
behaviors through the scope of their effectiveness. Seen with
the teacher's eyes, students from the first group do not
achieve any results. I am not sure that we would get the same
answer if we asked students. With the expectations they've
got and with behaviors they use, they are achieving what they
want, even sometimes having great fun and in specific ways
achieving their results, but their results are diametrically
opposed to results expected by teachers. In the second group,
the situation in terms of results, seem to be much better.
Students achieve good marks, as expected by teachers, but
teachers expect students to retain some knowledge as well,
and this is not often the case. In the group, students memorize
using their short-term memory, usually without understanding.

I.

LEVEL OF DE\IAND

© Bosiijka Lojk

Students interested in formal advancement perceive
teachers as an instrument. Teachers, even unwillingly, reatly
behave as "instruments". They put a lot of energy and effort
into enabling students to achieve as much as possible, and this
is, unfortunately, still measured with grades. So, in the name
of results, teachers become instruments and they are seduced
and encouraged to continue doing so by the obedience and
compliance of their students.
If someone asked me if I would rather be an opponent or
an instrument, I would rather be an opponent. It just seems
more human. With an opponent, you can have a good fight,
but being an instrument is like being an object, a tool. It
seems that it is much more comfortable and easier for the
teacher to be an instrument, but the price is pretty high. How
come? I believe that the behaviors of these students (obeying
and complying) is encouraging teachers' belief in external
control psychology so they count students' results as their
own, They also forget, that when a person sets a goal, he or
she will do anything to accomplish it, even suffer a bit if
necessary. This is also the reason why they believe that they
have good relationships with students, and are surprised when
students turn their heads away when they see them after
completing their education. More grateful are the ones who
belong to the opponent group. They stop, smile and ask: "Do
you remember me, teacher? I was one of your "favorite troublemakers" in the sixth grade."
Now, let's say something about the group of students who
are interested in the subject you teach. It is not necessary that
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you be the best teacher in the whole school, you may he all
average teacher. hut for that group, you will be a partner ill
the best meaning of this word and that is how they will treat
YOll. No matter how much this may look appealing,
it is not
easy, because you always have to be "able to cope" when a
student like this continuously interrupts by asking millions of
questions when you are trying to explain something. It can be
demanding,
because sometimes interactions
with students
like this may seem like class disruptions. but the reward is the
good feeling you get when you realize that they value and
care about the same stuff you do. This is a feel ing that you can
give them something they really want and that you can learn
with them. The teacher perceives this kind of student as a
companion, and a teaching is not so demanding as in previous
situations because the student is behaving as a collaborator.
Unfortunately. situations like the one described are rare.
But. is it possible to have more situations like that') I've
heard many teachers saying. "Yes. if we motivate them." But
as described earlier. stude nts are motivated already. If they
are motivated, they know what they want and what they do
not want. Some students are motivated for the same or sim: lar
things a" you are, some for different things, but motives are
already there. Practice shows that all attempts to make them
motivated fail. They always go the way they want to go. "50
what shall we do then, just leave them the way they are und
let them be? Is that what you are advising us')" It is very
difficult for teachers to accept Choice Theory. The old
psychology is deeply rooted.
My experience
has taught me that there are evident
differences between the demands of teaching individuals
within the same group. who come from different motives.
expectations
and perceptions of their teacher - and their
behaviors are dictated by their mati yes. expectations
and
perceptions. This understanding helped me to raise the level or
my teaching and to help teachers to raise theirs. It is necessary
to believe in Choice Theory or at least work along the lines
that it becomes part of our worldview. Student behaviors are
very important information upon which we can base our
,pmehtsi<i'rrs. For a teacher, the mosr valid information is the
behavior, which tells LlS how he or she perceives us. At the
same time behaviors provide guidelines to which relationships we need to devote more attention and improve.

Choice Theory teaches us that what we do is not
conditioned by what others do. That means that no matter
how our students behave, we can choose to behave like
partners. Benefits from this kind of choice are multiple. First,
everyone feels good in the company of a partner, and when
we feel good it is likely that we will cooperate. So, with this
decision we change the system of the relationship. and the
good cooperative
relationship
is a firm foundation
for
teaching, leading and counseling.

in our minds, we cannot have a good co-operative relationship. We have to give it up, forget it. People, and especially
children. have a strong sense for deceit and they will not fall
into that trap' So. if you just recall your own school
experience,
you'll probably remember
one teacher who
attracted you as a person because of the v,:ay he or she treated
you. and then you got interested in the subject although it did
not look very appeal ing at fi rsr sight. Choice theory
encourages us to create these kinds of relationships where we
and people with whom we work will satisfy their needs.
Khalil Gibran in The Prophet says about teaching (as I
remember): "The teacher. who walks in the shadow of his
temple is not giving from his wisdom, but from his faith and
his love. If he is really wise he does not offer to come to the
house of his prudence but rather takes you to the threshold of
your soul".
These are the teachers whom we have always followed.
and [ am sure that we will do the same in the future.
From my point of view leaders and counselors are in a
similar position. The main thing we need to keep ill our mind
is that the demands of teaching, managing and counseling
people depend on their motives. but only a supportive relationship which call be built by the teacher, manager or
counselor
can make significant
progress
111 teaching,
managing or counseling.
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ABSTRACT
This paper provides a comparison between choice theory
and peT. The purpose of the comparison is to enable practitioners of reality therapy to retlect critically on their practices.
This reflection may enable practitioners to become more
effective should they wish to do so. Various aspects of the
theories are examined such as the type of theories they are
and what they are theories of. I conclude that reality therapists
do not achieve the results they do for the reasons provided by
choice theory. Anyone wishing to examine their results as a
reality therapist more closely may require a different
explanation of those results. peT is offered as an alternative
explanation for people to consider.

Reality therapy is a counseling or therapeutic approach
that could be considered to belong in the cognitive-behavioral
category of psychotherapeutic schools. William Glasser is the
creator of reality therapy, and published the first book on this
method in 1965. Since this book was published, reality
therapy has become an enormously popular way of helping
others. It has been used in many different situations and has
been used by and with people from widely different
backgrounds. Regardless of the differences among people, it
seems that large numbers of people who experience problems
in their Jives find it helpful and worthwhile to participate in a
program of reality therapy conducted by a trained practitioner. While empirical evidence for the efficacy of reality
therapy may not be as abundant as the evidence available for
other counitive-behavioral
methods, the evidence that
is
~
.
available certainly indicates that this is an effective and viable
approach for many people.
According to Glasser (1998, p. (16), reality therapy is
informed by the principles of choice theory. The framework
of choice theory, however, was provided some time after the
therapy had be~n established as a useful therapeutic approach.
The original inspiration for choice theory came from another
theory known as perceptual control theory (peT). This theory
was developed by William T. Powers and is described in his
seminal work Behavior: The control of perception (1973) and
a later book Making sense of behavior: The meaning of
control (1968). Glasser spent time learning PCT (at that time
it was called control theory or control systems theory) from
Powers and then made changes to this theory to suit the
approach he had developed known as reality therapy. The first
book in which Glasser described his ideas of this theory was
Stations of the mind (1981). Powers wrote the forward to this
book. The ideas that Glasser formalized were originally
known as control theory but have since been renamed choice
theory.

Glasser's alterations of PCT to arrive at choice theory
were significant. Wubbolding (2000) describes the changes as

(l

Qnecnsland

in Brisbane,

Queensland, Ausrrali.).

a "major development" (p. I) and a "distinguishing contribution" (p. 2). Specifically. he states that changing the name
control theory to choice theory was a "dramatic change" (p.
2). It is those changes I wish to examine in this paper. My
reasoning for examining these changes is not trivial. There is
no doubt that Glasser's changes to the original theory were
pervasive. peT is virtually unrecognizable in the current form
of choice theory. As [ will demonstrate in this paper. the
chancres have been so extensive that it would be inaccurate to
think of these two theories as similar anymore.
While the changes Glasser has made are undeniable, it
does not automatically nor logically follow that change
equals improvement. Often, whether or not a change is an
improvement on whatever has been changed will depend on
the purposes of the individual experiencing the change.
Changing my residence from a warm climate to a cold
climate will be an improvement for me if I enjoy living in
cooler places. If my wife, however, prefers hot days and the
sunny outdoors, then this change will probably not be an
improvement for her.
Sometimes a change can actually lead to a decrease in the
quality or standard that existed previously. People, for
example, sometimes change from a state of mental health to
one of mental illness. This change would not normally be
considered an improvement. In fact, largely the reason that
the services of counselors or therapists are sought is to create
a change back from mental illness to mental health. Most
people+would
consider a change in this direction an
improvement. Change then can, but does not necessarily,
imply improvement.
Even though Glasser used peT as the basis for the
development of choice theory. this does not mean that
comparisons of the two theories are warranted nor justified.
The main purpose for the comparison I am about to make is
to help clarify some of the principles of both theories. One
way of being effective in any given area of expertise is to base
what VOll clo on some theoreticai principles. Many of our
zreatest inventions were arrived at through the application of
the principles of robust theories. Even when working with
other people in a counseling or educative capacity. using
theoretical principles to inform your practices can add a
structure and coherence to your work that might not
otherwise be there. Glasser seems to acknowledge the utility
of this approach when he describes choice theory as
providing a "framework for reality therapy" (Glasser. 1998.
p. 116).

Of course, the assistance you find ill the principles of any
particular theory will depend partly on how successful the
theory is. Many people nowadays would consider Freud's
theories of personality to be inadequate and would attribute
many of the shortcomings of traditional psychoanalysis to the
theory that informs this practice. I say "depend partly"
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because the adequacy of the theory is only part of the
equation in terms of what you will or will not find helpful.
The other part of the equation is your own individual
intentions or purposes. If you are simply interested in finding
out about different ways that the notion of personality has
been conceptualized
throughout
history. then Freud's
accounts will provide a wealth of valuable information. If.
however, you wish to learn some theoretical principles so that
you can better understand the human condition and if, in your
learning, you wish to form hypotheses from the principles of
the theory that you can lest in order to further your understanding, then Freud's theories will be of very little use. They
are simply not that kind of theory. To some people, however,
understanding things in this way and forming and testing
hypotheses are not important.
Some people may not even have considered that theories
can differ in kind or quality. This is one of the notions that r
intend to introduce in this paper. As explained in the
paragraph above, the success or otherwise of any theory will
be determined by the type of explanation that individuals
require for the particular purposes they have in mind. If you
want to construct an historical account of the development of
theories of personality, then Freud's explanations will successfully provide you with useful information. If you are
interested in forming testable hypotheses about internal,
stable, individual characteristics, then the explanations Freud
has provided will not suffice.
I am assuming in this paper that a theory is an explanation
of something. Theories in the physical sciences, for example,
are typically explanations of phenomena in the natural world.
Many theories in the life sciences are not about phenomena as
discrete as events and objects that occur in the natural world,
but they are typically about some kinds of phenomena nevertheless. When discussing theories then, it seems to make sense
to consider how well or how successfully the theories explain
the phenomena they describe. This is the sense in which I use
the term "successfully." Other people might use different
criteria for comparing theories. When drawing a distinction
between peT and choice theory, for example, WubboJding
(2000) refers to peT as being "highly theoretical" (p. 10). I
am unsure of what the term "highly theoretical" means. Does
it mean that somehow choice theory is less theoretical than
peT? Again, what would "less" refer to in this instance? In
this paper, my criterion for considering theories is how successfully they explain what it is they are theories about.
The criterion that I am suggesting here that could be used
to judge the success of a theory is how accurately it explains
a particular phenomenon. Once again, people are likely to
have different standards about how accurate they consider a
theory to be. There may be a point, however, at which some
consensus could be reached about this theory being more
accurate than that theory. By way of analogy it is possible to
imagine that you could observe two athletes running, and
express a preference for Jack's style of running over Brian's
style of running. Brian, however, might be able to run
measurably faster than Jack. You could recognize perhaps
that the speed of the athletes was something that could be
judged independently of your preference for running style.
The accuracy of a theory then is no guarantee that all
people will favor the more accurate theory. An accurate
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theory will only be favored by people who believe accuracy
is important. People may be able to recognize that one theory
is more accurate than another but still prefer the "style" of the
less accurate theory. A theory that can be tested might be
considered a more accurate theory than a theory that can not
be tested. Using Freud again as an example, there is really no
way that we could test whether someone had an id or an ego.
These concepts therefore might contribute to Freud's ideas
being considered less accurate than another theory from
which testable hypotheses could be formed.
As I have already mentioned, however, acknowledging
that a theory is more accurate than another does not
necessarily imply that the more accurate theory will be the
more desirable. There seems to be no way of escaping the
notion of individual purposes. Your own expectations and
attitudes will determine whether or not accuracy is an
important criterion for you. Practically, a more accurate
theory might have greater explanatory power than a less
accurate theory. Also, a more accurate theory may provide
more avenues for testing and more rigorous guidelines for
modifications than a less accurate theory. A broader scope of
explanation, testing, and modification, however, may only be
important in improving one's current level of understanding
in the belief that this might help one to be more effective in
one's work. People who are relatively satisfied with the work
they do may find little benefit in taking the time to learn a
different theory. For people who are interested in improving
how effective they are with others, however, the scenario
might be different. To assist in improving your practices, it
might be advantageous to be familiar with a theory that
explains more rather than less, and that can be tested and
modified by anyone who takes the time to learn how this
might be done.
In writing this paper, I am undoubtedly expressing some
of my own biases. In a professional capacity, for example, I
am interested in the most accurate theory that I can find.
While I enjoy reading about many different explanations of
various phenomena, when I select a theory on which to base
my practice, it is the degree of accuracy of the theory that I
use as my benchmark. I readily accept that other people will
have different criteria, and for these people I believe I have
little to offer in this paper. If it is not important to you which
explanations you inform your practices by, or if you use a
criterion other than accuracy by which to select a theory, then
there is little point in reading any further. I firmly believe that
the physical sciences have demonstrated the power of
accurate theories. In principle, I see no reason to believe the
life sciences should be any different. I am proposing that
people with more accurate understandings of the work that
they do are able ultimately to be more effective than people
with less accurate understandings.
The point of this paper then is not to deny the efficacy of
reality therapy. Reality therapy is, and remains, a respectful,
humane, and effective way of working with troubled people.
It is practiced by many talented and well trained people. It
incorporates a variety of procedures and strategies and is a
tremendously creative and individualized approach to helping
people live more effective lives. If, however, choice theory is
not an accurate theory. then it may be the case that reality
therapy practitioners are not achieving their results for the
reasons that they think they are. If, for example, it could ever

be convincingly demonstrated that people did not have
quality worlds in their heads, then it could not be the case that
people experienced benefits in reality therapy due to the
effect the procedures have on quality worlds. In this instance,
there would have to be a different explanation for the results
that were observed. If the benefits experienced through reality
therapy were deemed to be valuable, then in order to increase
the likelihood that these benefits would occur more
frequently, would it not be necessary to have a more accurate
understanding of how the benefits were occurring? It is for
the purpose of improving our understanding of what we do
that I am suggesting a comparison of choice theory and PCT
might be worthwhile. A greater understanding of what we do
might be useful if we want to improve what it is we do.
I am suggesting in this paper that reality therapy might not
work for the reasons that are currently proposed. This notion
will have no relevance for people who are currently as
effective practitioners of reality therapy as they want to be.
For people who wish to improve their effectiveness however,
what I write may have some utility. If the theory you base
your practices on is limited in its accuracy or scope of
explanation, then these principles will only be of limited
assistance in helping you become more effective at what you
do. So that you might repeat your successes more often, it
would be useful to base your practices on a more accurate
theory.
In this paper, then 1 will examine the differences between
choice theory and PCT and suggest what some possible
implications of these changes might be. When considering
information on choice theory and reality therapy T will refer
mostly to two sources. These are Choice Theorv (Glasser,
1998) and Reality Therapy for the 21 st Centurv (Wubbolding,
2000). I am assuming that these books have the most up to
date information relevant for my purposes. In the forward of
Reality Therapv for the 21st Century, for example, Glasser
describes Wubbolding's (2000) book as "the complete and
definitive book on the subject" (p xi.)
When considering PCf, I will draw heavily from two
books by Powers: Behavior: The control of perception
(Powers, 1973) and Making sense of behavior: The meaning
of control (Powers, 1998). I am aware that other sources of
information exist for both theories and also for reality
therapy. The books mentioned, however, provide comprehensive accounts of these topics and have all the necessary
information I require for my task.
To begin with, it might be useful at a general level to
consider how PCT and choice theory were constructed as
individual theories. I have already mentioned that one aspect
of theories is testing and development. That is, how are
theories constructed and how are they modified if any modifications are necessary? Since I am not reporting from
Glasser or Powers directly, what I am about to suggest should
be considered my interpretation of the various decision
making processes that may have occurred. While these
comments are hypothetical, there is some evidence for what I
am about to suggest in the sources I have mentioned above.
Choice theory seems to have been developed from the
ideas, logic, and intuition of William Glasser. There is no
evidence that I can find of any formal testing of the major

concepts in choice theory such as needs. quality worlds,
scales, or filters. Rather, there is evidence that the way the
theory was constructed was based on the ideas that Glasser
had formed. When Glasser (1998) discussed creating a new
psychology, for example, he states that one of the criteria is
that the new psychology "must be easy to understand, so it
can be taught to anyone who wants to learn it." (p. 5). This
seems like an unusual standard to introduce when constructing a theory. Does it seem likely that Newton or Einstein, for
example, would have considered ease of understanding to be
an important criterion in the construction of their theories?
Throughout the sources I have mentioned (Glasser, 1998;
Wubbolding, 2000) there is much evidence to indicate that
choice theory is a summary of Glasser's own personal ideas
and beliefs. Statements such as "I believe" are common and
when discussing his reasoning for changing the name from
control theory to choice theory he states "1 always disliked
the name of the theory" (Wubbolding, 2000, p. 58). Again,
personal likes and dislikes seem to be an unusual criterion for
making decisions about theory building.
Perhaps the clearest example of Glasser's own personal
opinions influencing his decision making is in the concepts of
needs. The concept of needs in choice theory is pre-eminent.
Glasser is, in fact, in good company when he discusses the
concept of needs. Mentioning just a few of the authors who
have written about the needs concept may help to illustrate
just how popular the idea of needs is. James (1890), for
example, used the idea of instincts as part of his explanation
of human behavior. Among the human instincts that James
outlines in The principles of psychology
(1890) are
"emulation or rivalry", "play", "curiosity", "sociability and
shyness", and "love" (pp. 409-439). These names seem like
they could be capturing similar ideas to Glasser's (J 998)
needs of "power", "fun", and "love, loving sex, and
belonging" (pp. 33-41). Murray (938)
lists about 40
different needs, and Maslow's (1954) hierarchy of needs is
familiar to many people. At a more specific level, Jones and
Jones (1995) describe 12 academic needs. For a more detailed
chronology of the history of the needs concept. see Bourbon
(in Ford, 1999).
Throughout history then, the idea of needs has been
described, discussed, and reinvented. The names and numbers
often change but the underlying idea of an internal
"something" driving, generating, producing, or motivating
our behavior is common. Even in Glasser's own work,
changes in the number of needs is evident. Tn 1965, Glasser
described two psychological needs; the need to love and be
loved, and the need to feel worthwhile to self and others (p
10). He also referred to three physiological needs: food,
warmth, and rest (p. 9). Later however Glasser (1984, pp. 518) claimed that there was one physiological need and four
psychological needs. At this stage, it didn't seem essential to
Glasser that he specify the number or names of the needs. He
stated "It is not important to the thesis of this book that I
establish with any certainty what the basic needs are that
drive us." (p. 16).
By 1998, even though Glasser described four psychological needs and one physiological need, he claimed that the love
and belonging need had both a love component and a
belonging
component.
People could have different
"strengths" of each of these components (p. 104). If this is the
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case. should each of these components be considered a
separate need? Furthermore, Glasser in this text described the
physiological need as encompassing things such as risk
taking (p. J 02) and financial spending habits (p. 94\. Since
risk taking and financial spending could be considered more
psychological than physiological, should the survival need
now be considered another psychological need in addition to
the other four? Wubbolding (2000) adds support to this notion
when he mentions the "five psychological needs" (p. 83) in
the context of conducting
therapy. Later. however.
Wubbolding lists the psychological needs as "belonging,
power, freedom and fun" (p. 110) which seems to support
Glasser's belief of four psychological needs. Wubbolding
(2000). however, also includes terms such as "relationships",
"involvement", "achievement", "recognition", and "fame" in
a table (p. 15) under the heading "relevant needs" so I am
unclear as to whether these are extra needs (as they are called)
or simply sub-components of the original needs.
Let me emphasize at this point that I am not questioning
Glasser's right to adapt and change his theory. Many theories
undergo modifications to their original form during their
development. What. [ am questioning here is the method
Glasser used to arrive at the changes. The reason for the
changes that have occurred generally in the number of names
of these internal forces, drives, or needs may be that there is
no scientific evidence for the existence of any of them. By
"scientific", I am referring to evidence that has been produced
through experi mentation.
Specifically.
Glasser (1998)
provides evidence for a lack of experimental verification
when he stales "1 believe that some of these unknown genes
provide a basis for our psychology ... " (p. 27). Glasser (1998)
may well be right but at this point in time we arc relying on
his beliefs rather than information obtained through scientific
experimentation. Glasser (in Wubbolding, 2000) restates the
importance he places on his beliefs when he says "By 1996,
Powers and I had major disagreements. He didn't believe in
the basic needs ... " (p. 58). It seems to be the case then, that
the only evidence available for the existence of five basic
needs is Glasser's own personal logic and intuition. Logic and
intuition certainly have their place in theory building. In
many scientific approaches, however, the creation of ideas
through logic and intuition would be regarded only as the first
step in building a theoretical explanation of any particular
phenomenon.
Perhaps this is a good place to provide the first direct
comparison between choice theory and Pt.T, In peT,
decisions about what form the theory should take or what
should or should not be included in the theory are made
through testing. Essentially, the decision making process in
peT relies on model building (Powers, 1973), p. 10). When
peT scientists have an idea about the way something works,
they build a model of the thing they're attempting to explain
and then observe what the model does. If the model is able to
accurately reproduce the phenomenon they are attempting to
describe, these scientists would assume that they had a
reasonable explanation of the phenomenon. Powers (1973, p.
73) puts it this way "we are aiming here not for a sufficient
model, but a correct model - one that not only accomplishes
the same results that the human being accomplishes, but does
it in the same way." This means that if someone has an idea
about something that should be added to the theory or that the
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theory should be otherwise changed in some way. then he or
she would need to build a model which incorporates the
changes and demonstrate that the model performs better (that
is. more like the thing that is being explained) with the
changes than it does without them. The only criterion is "how
closely does the performance of the model match the
performance of what I am explaining?" Regardless of how
much the individual believed in his Of her idea, the idea
would be discarded if it did not improve the performance of
the model. This means that anyone is able to contribute to the
development of peT. Anyone who is interested in learning
about this theory is welcome to test it and suggest changes.
The only criterion is that the changes you suggest improve the
performance of the model in terms of its ability to duplicate
the phenomenon it is a model of.
The fact. therefore, that Glasser thought changes to peT
were appropriate could never have been a problem. peT
theorists welcome and are excited by changes that improve
the model. Improvements such as these can often clarify
important aspects of behavior that were previously misunderstood. Glasser was certainly welcome to suggest changes to
peT. In fact. gi ven that Glasser has degrees in chemical
engineering. clinical psychology, and psychiatry (Glasser,
1965) he would be well credentialed to participate in the
model building activities that are undertaken to test and
improve peT. The problem is not that Glasser has suggested
changes, the problem lies in the kind of changes Glasser
suggested and his criteria for suggesting them.
The diagrams provided to explain both peT and choice
theory are good examples of the difference between a theory
where the standard is accuracy and a theory where the
standard has to clo with personal beliefs and ease of understanding. In peT, a diagram such as the one provided by
Powers (1973. p. 58) is regarded as the first stage in building
something that works. Every box in the diagram "represents
something that can be objectively determined by normal
scientific procedures." (Powers, 1973, p. 57). In this regard,
Powers' (1973) diagrams can be thought of as analogous to a
plan for a house. The purpose of a housing plan is to outline
the specifications of a structure that can be built. When
drawing a housing plan, there are obvious conventions that
need to be followed in terms of the symbols that are used to
represent certain physical features. Also, the person drawing
the plan is constrained in particular ways as to where he or
she places certain lines or symbols. Drawing a window on the
t1oor, for example, would not make sense to someone who
was charged with the responsibility of building a physical
structure from the drawing. Since building a physical model
is the ultimate intention of peT theorists, they too are
constrained in certain ways with the types of diagrams they
draw. They are not free, for example, to place boxes and
arrows wherever they like. They are only able to place boxes
and arrows in ways that can be translated into building
something that works.
These kinds of constraints, however, do not appear to exist
for Glasser's diagram. It is doubtful that the symbols ancl
figures used in this diagram represent physical objects.
Rather, decisions about the kinds of figures to use and also
which colors to include seem to have been guided more by
principles of aesthetics than standards of accuracy. Similarly
a person who wished to draw a picture of a "dream house" or

a futuristic dwelling and had no desire to actually build the
structure would be much less constrained in what he or she
drew than a person who wanted to be able to live in the
structure that his or her drawing represented.
Again, whether or not these differences are important to
you will depend on your own preferences. Is a standard of
building something that works better than a standard of
personal beliefs or aesthetics? There is no objective way of
answering that. It is highly likely, however, that phenomena
will be better understood by learning about models that work
than they will be learning about someones personal beliefs.
This is a profound difference between the two theories.
Why does PCT have components such as reference and
perceptual signals? Because the inclusion of these signals into
the model makes the model perform more like the
phenomenon that is being explained than it would perform
without these signals. Conversely, we could ask why does
choice theory have components such as basic needs') The
answer is because Glasser believes there are basic needs.
Regardless of how sensible this belief may be, until it is
subjected to testing through a procedure like model building,
it remains a personal belief. History is replete with logical and
intuitive ideas that were found inadequate and inaccurate
when subjected to testing for verification. Is the idea of basic
needs one of these inadequate or inaccurate ideas') At the
moment we have no way of answering this question.
The differences I have just described relate to another
subtle yet just as significant difference. In choice theory, the
words that are used to teach the theory are an important consideration. I have already illustrated how Glasser (1998)
believes that the theory must be easy to teach and easy to
understand. Glasser (in Wubbolding, 2000, p. 58) also
expressed a clear dislike for the term control "I always
disliked that name of the theory, 'control theory'." Also,
Glasser and Wubbolding (1995, in Wubbolding, 2000, p. 165)
demonstrate the importance they ascribe to the correct words
when they state "In formulating the principles of reality
therapy, a conscious decision was made to use easily
understood words." Consequently, choice theory and reality
therapy are described with words that are familiar and easy to
listen to such as "basic needs", "quality world", "pictures",
"wants", "scales", and "behavioral suitcase" (Glasser, 1998;
Wubbolding,2000).
In PCT, however, the name of the term is of secondary
importance compared to a description of how it functions in
the model. Calling something a "comparator", for example, is
not as important as being able to describe that this is the place
where the reference signal is compared to the perceptual
signal and an error signal is produced. It is the place where
"r - p = e" takes place. This kind of description is almost
entirely nonexistent in choice theory. One exception occurs
when Wubbolding (2000, p. 159) explains the relationship
between actions and feelings and claims that "changing
actions = changing feelings (CA = CF)." Elsewhere, however,
Wubbolding (2000) indicates that the relationship between
actions and feelings and changes in the two might not be
equal. He states "It is as though a person has a range of
behaviors layered in a suitcase with a handle attached to the
action component. Beneath are thinking, feeling, and
physiologv. Grabbing the suitcase by the handle is the best
way to move it from one place to another." (p. 108), "The

entire suitcase is controlled by the handle ... ·' (p. 124).
" ... feelings are not discussed as causes of actions ... ,. (p. 126),
and "feelings will change as a direct result of a change in
actions." (p. 126). These descriptions by Wubbolding (2000)
seem to indicate that CA = CF is an incorrect way of conceptualizing the problem since the equation in this form implies
that both sides are the same. As with the equation 2 + 2 = 4,
you could use either side of the equation to get to the other.
Wubbolding (2000), however, has stated that you can use the
CA side to get to CF but not the other way around. Hence it
would appear to be a misrepresentation to depict this relationship with an "equals" sign.
This kind of discrepancy would be far less likely to occur
if a model building approach was taken. In a model building
approach, it is necessary to describe the function of each
component of the model and how each component relates to
other components. In this approach, a simple relationship like
CA = CF could be clarified. This is the approach that is taken
in PCT. In PCT, then, while accurate and clear communication is considered important, accuracy and clarity are
achieved by specifying concepts and relationships through
model building. Once people understand the function of a
component of the theory and how it operates in the model,
then it doesn't matter so much what it is called. When Glasser
(2000, in Wubbolding 2000) alluded to Powers not believing
in needs, it may well have been that Powers simply requested
a demonstration of how something called a "need" functioned
and how inclusion of this particular "thing" would improve
the performance of the model before he felt it necessary to
consider it as an important concept.
While the way in which these theories were constructed
and developed is an important difference and has direct implications for other differences that exist, it may not be the most
dramatic difference. Perhaps the most significant difference
lies in what they are both theories of. It is this difference that
I will now address.
At a very general level, it could be argued that both
theories are theories of what people do. It is at this point,
however, that the similarities end. What people do according
to choice theory is behave, and this behavior is chosen. As
Glasser (1998) describes "we choose everything we do" (p. 3),
"we can only control our own behavior" (p. 98), and "we
choose all our actions and thoughts" (p. 4). In Wubbolding
(2000, p. 31) Glasser states "all we can do from birth to death
is behave, that we choose all behavior that attempts to satisfy
our needs, and that all behavior should be considered total
behavior. Total behavior is always made up of four
components: acting, thinking. feeling, and the physiology that
accompanies our actions, thoughts, and feelings."
In choice theory then, perhaps not surprisingly, the
process of "choosing" seems to be of ultimate importance.
Despite this, it is difficult to find an unambiguous definition
of the term "choice", nor of the process that this word label
might be representing. Wubbolding (2000) describes choice
as "a behavior that directly effects the external world." (p. 21),
and also states that choice means "that the behavior is
generated from within the person for the purpose of need satisfaction." (p. 67). Choice theory therefore, seems to have
been developed to promote the idea that the origins of
behavior are internal. Wubbolding (2000, p. 165) reflects this
when he states" 'Control theory' became 'choice theory' in
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order to emphasize the internal origin of human behavior and
because the word 'control' has too many negative meanings
and is easily misunderstood."
The central idea in choice theory seems to be that behavior
is internally generated. Glasser (1998) in fact discusses
creating an internal control psychology. He says "Choice
theory is an internal control psychology; it explains why and
how we make the choices that determine the course of our
lives." (Glasser. 1998, p. 7). The idea of control. however,
still seems to be present in Glasser's teachings despite the
change in name, and it is clear that in choice theory it is
behavior that is controlled. References to control of behavior
are common as are notions of behavior being generated or
driven (e.g., "We have almost total control over our actions
and thoughts ... ", Glasser. 1998. p. 74. " ... the only behavior
we can control is our own.", Wubbolding 2000. p. 66. and
" ... all persons generate behaviors in order to fulfill human
needs.". Wubbolding, 2000. p. 67). In summary. choice
theory seems to assert that humans control their behavior. The
behavior is generated in order to satisfy internal needs.
In constructing choice theory then, Glasser can be thought
to have preserved the status quo of the life sciences with
regard to notions about behavior. Control of behavior is a
common axiom throughout modern psychology. The only
difference between separate schools in psychology may well
be the proposed causes of the observed behavior. As is
generally accepted, behaviorists posit that the causes of
behavior are external to the organism. Cognitivists, on the
other hand. point to internal factors as the causes of behavior.
Choice theory fits comfortably into the cognitive school of
psychology.
Choice theory also maintains the status quo of psychology
with its notion of causality. It is clear that choice theory is
based on the notion of linear cause and effect. Statements
such as "The answering of the phone as well as healthy or
unhealthy adult behavior are both fundamentally caused by a
current unmet need and more proximately by specific wants."
(Wubbolding, 2000, p. 2), "behavior is seen as internally
caused" (Wubbolding, 2000, p. 67) and Wubbolding's (2000)
description of "wants as the proximate trigger for all
behavior." (p. 130), seem to clearly indicate that behavior is
considered to be at the end of a cause/effect sequence with
some internal force being at the beginning of the sequence.
In summary, choice theory generally appears to explain
behavior as being internally caused by five needs. I say
generally because there are some deviations from this as
when Wubbolding (2000) writes that "behavior serves a
purpose, which is to close the gap between what a person
wants and what a person has at a given moment." (p. 2 I) and
"behavior, including actions, thinking, and even feelings such
as loss and grief, originate in the gap or difference between
what a person wants and what one receives from the world."
(p. 168). Here then, it appears that it is "the gap" that is the
generator of behavior rather than the need. I will return to this
point later but for now it seems sufficient to conclude that in
this instance the only change that has occurred is in the
location of the internal stimulus. The fundamental notion of
behavior being at the end of a linear causal chain has been
retained. According to choice theory then, what people do is
behave and this behavior is caused by some internal force
such as a need or a "gap".
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PCT represents a radical departure from the ideas outlined
above. The principle» of peT are unusual and initially counterintuitive. PCT does not fit anywhere into existing schools
of thought regarding behavior. For these reasons, it can be a
difficult theory to understand. Once understood. however. if
accuracy of understanding
is important, the tenets of this
theory are compelling and well worth the effort taken to
understand them.
At its core, PCT proposes that what living things do is
control. Life. in fact, is considered to be a process of control.
Control is the natural phenomenon
that occurs when
constancy is maintained in the midst of change. Powers
( 1973). defines control as "Achievement and maintenance of a
preselected perceptual state in the controlling system, through
actions on the environment that also cancel the effects of disturbances." (p. 283). All living things from self-replicating
molecules to human beings control. To live is to control.
Keeping your trees pruned is a control process. Adjusting the
water temperature in the shower is a control process.
Maintaining your physical appearance is a control process.
Building a career you are proud of is a control process.
While developing PCT through the process of model
building, Powers discovered that when living things control,
what they control is an internal signal. In PCT, these internal
signals are called "perceptions" (Powers. 1973. p. 286). What
living things do then is control perceptions. This process of
perceptual control involves perceiving, comparing, and acting
(Powers. 1998, p. 3). In order to control an internal perceptual
signal Powers realized that the means by which the signal was
created had to vary (Powers, 1973, 1998). That is, the output
of the living thing - what traditionally might be called
behavior - must be allowed to vary in order to keep the
perception right. "Right" in this instance is determined by
another internal signal called a reference signal. The process
of control then involves varying behavioral output in order to
keep perceptual input matching the reference signal.
According to PCT then, behavior is not controlled,
perceptions are.
This simple notion has resulted in the .isolation of PCT
within the crowd of theories of living things. There really is
no other explanation quite like it. As far as the PCT story
goes. Iiving things do not control or regulate their behavior.
They don't even choose their behavior. All living things do is
control their perceptual signals which are the effects of their
behavior. The only things that living creatures ever know or
are ever aware of are their own indi vidual perceptions. Li ving
things can never know a world beyond their perceptions.
While we might accept that there is a common "something"
out there beyond our senses, we only ever know it by the way
it is represented in our perceptions. We can never even act on
the external world. All we can act on are our perceptions.
Wubbolding (2000), on occasion, seems to indicate some
appreciation of the idea that we only "know" perceptions. He
states "perceptions are our inner reality" (Wubbolding, 2000,
p. 24) and " ... we only know the world through our
perceptions .. ." (Wubbolding, 2000, p. 134). At other times,
however, he writes "Control refers to aligning the external
world with what we want. . ." (Wubbolding, 2000, p. 2); "We
fulfill our wants in the real world ... " (Wubbolding, 2000, p. 19)
and "In seeking to control our behavior and to shape the
world around us ... ·, (Wubbolding,
2000, p. 24). The

dissonance created by these statements is distinct. If we only
know the world through our perceptions, then our perceptions
are the world, We do not, therefore, align the external world
with anything because we cannot access the external world. If
we are able ""toaccess the external world and align it with
something, then it is clearly not the case that we only know
the world through our perceptions. This kind of incongruity
may not have arisen if choice theorists had relied on model
buildinze rather than ideas and beliefs to develop their theories.
Earlier I mentioned a similar discrepancy when in choice
theory it is discussed on some occasions that behavior is
caused by needs and on other occasions that it is caused by a
gap between what we want and what we have (Wubbolding,
2000). Again, this kind of inconsistency could be examined
through a model building approach. Is behavior caused by
needs, is it caused by the gap, or is it caused by a combination
of the two? By specifying needs and gaps in such a way that
models could be built, a choice theorist would have the
opportunity to clarify what seems to be an important issue. If
behavior is caused by something it would seem necessary to
be clear about what that something was.
Another disparity of ideas is demonstrated when it is
explained what a control system does (Wubbolding, 2000).
When explaining the origins of choice theory, Wubbolding
(2000) claims that control theory "states that the human brain
functions like a control system such as a thermostat, which
seeks to regulate its own behavior (furnace or air conditioning) with the desired result of changing the world around it."
(p~ 10). Once again, if Wubbolding (2000) had explored this
idea with a working model. he would have discovered the
inaccuracy in what he writes. Thermostats do not regulate nor
control their behavior. Thermostats have the equivalent of a
perceptual signal which is a continuous representation of the
temperature that is being sensed. It is this signal that the
thermostat regulates or controls. It varies its output in order to
keep the signal that represents the sensed temperature
matching some internally specified temperature. By doing
this, it controls this internal signal. The heating or cooling of
the room occurs as a by-product of the thermostat controlling
its own internal signal. A thermostat that controlled or
regulated its behavior in terms of its output would not "work"
in the way that we know thermostats to work. Living things,
and objects that mimic living things, control their perceptions
not their behavior. The behavior that we observe in others
results as a by-product of people controlling their internal
perceptual signals. Behavior lli the control of perception.
A simple activity may demonstrate these concepts to you.
While reading these words, take the time to clench one of
your hands into a fist. .. Did you do it? This would be regarded
by most people as a simple action that any able-bodied person
could do in a jiffy. Now for the interesting part. Think
carefully. How did you go about creating the fist that you now
see before your eyes? I'm not asking you to make guesses
about neural signals and muscle fibers. I'm only asking you
to describe your experience of "fist making". Many people
say when they do this activity that they just know how to
make a fist and so they simply "do it". It can be very difficult
to describe just exactly what was involved. The three aspects
to control that were mentioned above, however, capture
succinctly the "how" of this activity. Perception, comparison,
and action.

For the purposes of clarification, we could crudely
classify our muscle activity as the output of our systems and
our sensory information as the input to our systems. In the
example above, then, it is clear that we have no knowledge of
our muscle activity independent of our knowledge of sensory
information. From an internal perspective, a clenched fist
looks a certain way and feels a certain way. It is those sights
and feelings we produce in order to create the perception of
"fist". Undoubtedly there is muscle activity involved in this
process, however, we do not control this activity. We control
the sight and the feeling, and muscle activity occ~rs
accordingly. Efron (1966, p. 492) elegantly captured the difficulties associated with maintaining the belief that we
control behavior when he stated: "In the course of any action
many muscles are contracted in a complex temporal
sequence. We have no voluntary control over the contraction
of each muscle, over the action potentials in the nerve fibers,
the excitatory and inhibitory potentials at each of the millions
of neural membranes, or the biophysical actions at the neuromuscular junction. We do not decide, 'Now I will contract the
triceps, then the supinator, and finally contract the biceps
while relaxing the triceps.' We do decide, 'Now I will pick up
the paper,' Any voluntary control which we can be said to
have over the actions of our muscles follows indirectly from
the conscious choice of the purpose of the movement and the
decision to initiate the movement. The subsequent series of
automatized actions of nerves and muscles is the means by
which this purpose is accomplished."
There is strong evidence then that we do not control our
behavior. While this may seem counterintuitive at first, once
the nature of living things is understood it becomes difficult
to understand how the notion of behavioral control could
have persisted for so long. Living things control their
perceptions. Their perceptions are the only reality they know.
Whereas choice theory is reported to be a theory of the
functioning of the human brain (Wubbolding, 2000, p. 1),
PCT is a theory of life. Anything that lives, controls. Within
this process of controlling our perceptual experiences, a
phenomenon that we might call "choice" may very well exist.
Choice, however, would be considered to be only one small
facet of the totality of the experience of living. Despite
Wubbolding's (2000) claim that control theory "does not
describe the role of choice in the process." (p. 2), the situation
is actually the exact reverse. PCT explains choice but choice
theory does not explain control. Within a framework of PCT,
whatever phenomenon the word label "choice" is referring to
could be tested, modeled, and more clearly understood.
Within a choice theory perspective, however, control is
unexplained.
The final difference I intend to highlight concerns the
notion of causality. In choice theory, I have already demonstrated that the concept of linear causality prevails. As such,
choice theory nestles comfortably amongst the plethora of
linear descriptions in the life sciences that consider behavior
to be the end result of a chain of events. PCT, however,
articulates the idea of circular causality. The concept of
circular causality itself is not new. Dewey (1896), for
example, was perhaps one of the first to challenge the notion
of the simple stimulus-response reflex. He wrote "What we
have is a circuit, not an arc or broken segment of a circle. This
circuit is more truly termed organic than reflex, because the
motor response determines the stimulus. just as truly as
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sensory stimulus determines movement." (p. 363). The contribution of peT perhaps is to demonstrate, for what may be
the first rime. how circular causality occurs in living things.
The process of circular causality can be illustrated in
many ways. In this paper, I will use the humble eye-blink
reflex to demonstrate the wonderful and peculiar relationship
causes and effects have when discussed in the context of
living things.
The eye-blink reflex is instructive perhaps because of its
familiarity to most people. Surely many people are aware of
the "reflexive"
blink that occurs when a puff of air is
delivered to the eye. The eye-blink reflex is easily divided
into its component parts of the air puff, which is the stimulus
or cause, and the eye blink. which is the response of effect. It
is commonly assumed that rhe stimulus (puff of air) causes
the response (eye blink). I use the term "assumed" because
the puff causing the blink is not something that can be
observed. It is certainly the case that the puff comes before
the blink. The placement of one event (a puff) before another
event (a blink) is not sufficient, however. to warrant labeling
the first event as the cause of the second.
In fact, the puff must have some special properties for it to
even be associated with the blink in the way that is commonly
understood. For a start, the puff must land on the surface of the
eye. This may sound mundanely obvious but it vividly illustrates
the point that it is not a puff alone that comes before a blink.
Delivering a puff of air to someone's elbow, for example. will
not result in an eye-blink in any systematic way.
Also, the puff of air must be delivered to an alive eye.
Puffing on a dead eye or the eye of a pet rock will not result
in a blink, For a puff of air and a blink to be related. therefore,
two conditions must be established. Firstly, the eye that is to
blink must be alive. Secondly, the puff of air must land on the
eye. When these two conditions occur, a blink will generally
follow a puff of air.
Have I, therefore, identified a linear sequence of cause and
effect? Hardly. r have identified two events that occur in a
particular order. There are more than these two events that
need to be considered, however, if the eye blink reflex is to be
understood accurately. The fact that the surface of the eye is
in a particular state before the puff arrives needs to be
considered. Why is this important? Because the puff of air has
the effect, when it lands on the surface of the eye, of drying
the surface. Thus, the puff of air alters the surface of the eye.
(It is only when the surface of the eye is altered that a blink is
likely to follow. That is why the eye must be alive, and the
puff must land on the eye surface.) The blink then comes
along and restores the surface of the eye to its original
condition.
What used to be thought of as a sequence of cause (puff)
and effect (blink) can now be understood another way. The
phenomenon that is actually observed is a blink opposing the
effects of the puff. In this way, it could be said that the effect
(blink) causes the effect of the cause (puff) to be eliminated.
Sounds confusing doesn't it? Such is the case when causes
and effects are imposed on living things. The identification of
either a cause or an effect just depends on where you start
and stop your observations. The eye surface is in a particular
state. A puff of air causes a change in the eye surface. The
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change in eye surface causes a blink. The blink causes a
change in the eye surface. The sequence of causes and effects
began with the eye surface and finished with the eye surface.
A change in eye surface. therefore. is both the cause and the
effect of behavior. The loop is closed.
Let's try it another way. Rather than something (puff)
causing something else (blink) to occur, what we have is a
living thing in a particular state (a creature whose eye surface
is moist), something disturbing that state (a puff of air dries
out the eye surface), and the living thing acting to restore the
state to its original condition (a blink restores that condition).
Why is an analysis of this kind important'? Well. apart
from being an accurate account of an observable act, there are
some other reasons I can think of. Firstly, it is clear from this
description that it is not the puff of air that causes the blink to
occur. Nor is it the particular state of the eye surface that
causes the blink. It is both the condition of the eye surface and
the puff occurring simultaneously
that result in a blink. One
can therefore not look solely at either internal or external
factors to explain observable actions.
Also, it is evident from this example that the particular
actions being discussed are not crucial from the perspective
of the behaving creature. In the example of the eye blink
"reflex", what is important is the moisture level of the eye
surface not the blink. There are probably numerous ways to
maintain an appropriate moisture level on the surface of the
eye. If sorneone's ability to blink was impaired, it is not hard
to imagine that he or she would invest in eye drops or perhaps
a water spray to keep his or her eye surface moist. Also, to
prevent puffs of air from reaching the surface of the eye, it is
easy to see that someone could turn his or her head, or put a
hand over his or her eye, or don sunglasses. The point is, to
understand the person's behavior it is important to gain some
appreciation of what effect he or she is trying to produce.
Helping the person to become a better blinker in the absence
of continued air puffing would probably become irritating to
the person.
From a peT perspective then, tile notion of causes and
effects is replaced by the notion of the maintenance
of
perceptual experiences in preferred states. Someone who was
helping other people and who did not understand peT might
try to identify and manipulate either internal or external
effects in order to produce particular behavioral effects. A
helper who understood
peT, however,
would seek to
understand the states that the people he or she was helping
were attempting to create and maintain. Furthermore,
the
helper would also attempt to clarify any problems the people
were experiencing
in keeping perceived
experiences
in
preferred states and the helper would endeavor to assist these
people to create the experiences the people intend.
Although the eye blink sequence may sound simple, from
a peT perspective,
the processes involved in this simple
behavior are exactly the same processes that occur for any
behavior. The particular state of the eye surface is speci fied
internally. This internal specification functions the same way
that more complex specifications function such as the specification about the state a loving relationship should be in. The
puff of air alters the state of the eye surface in the same way
that your lover being late for a romantic dinner might disturb
your perceived state of a loving relationship. Blinking has the

effect of restoring the slate of the eye surface, and calling
your lover's mobile telephone may provide you with
information that wi II restore the state of your loving relationship to its previous condition.

Causality in PCT is circular not linear. Behavior occurs as a
by-product of living things creating and maintaining intended
perceptual experiences. Living things do not know nor have
access to a world beyond their perceptions.

There is perhaps another opportunity at this point to
compare specific aspects of the two theories. Earlier, I
mentioned the term "reference" which in PCT is an internal
signal that specifies what is to be perceived. The reference
signal can be thought of as a goal or perhaps an expectation
or specification. Again, what is important in PCT is not what
it is called but how it functions. People may, at times equate
the reference signal in PCT with the concept of needs in
choice theory. While these concepts may sound similar.
however, they have very different functions as they are
explained in the two theories. In PCT. a reference is a specification about what is to be experienced. Powers states "the
final effect produced by one of these causal loops was
determined not be the environment. but by something we are
calling a reference condition, something inside the person
that defines a particular state of a perception and sets it up as
a target or an intention against which perceptions are to be
matched." (Powers. 1998, pp 15-16). In PCT then, if a
reference generates anything at all, it generates a perception.
This is very different from the choice theory concept of needs
generating behavior.

This is a summary of my current understanding of the
differences between the two theories. There may be more
differences that those [ have listed. My intention was to
highlight the differences I consider to be the most salient and
the most relevant for practitioners. Do these differences
matter? This question can only be answered by individual
readers depending on how clear they want to be about what
they do.
- .

Once again, the differences between the theories are clear.
In PCT, the role of a reference is defined in terms of how it
functions in the model. Understanding how a component
functions in the model is considered important. In choice
theory, however, how a need actually goes about the business
of generating behavior is not articulated. How are needs functionally related to quality worlds and how are quality worlds
functionally related to the behavioral car that is used in choice
theory to represent total behavior? These relationships are not
specified in choice theory. Perhaps if these relationships had
been explored through a working model, the fallacy of linear
causality and the implications of this fallacy for any
explanation of living things would have been discovered.
The simple notion of circular causality represents a major
departure for PCT from other explanations of living. Living
things control. That is the beginning. the middle, and the end
of the story. When living things learn. they are learning to
control perceptual experiences. When living things flourish, it
is because they control perceptual experiences successfully.
When living things tlounder. it is because of disruptions to
the control of perceptual experiences. Human problems are
problems of control.
What then are the differences between choice theory and
PCT? Choice theory is a description of the beliefs of one man.
PCT is a set of principles derived through model building.
Choice theory requires you to believe or to accept on faith the
principles it espouses. PCT requires you accept the results
produced by working models and invites you to contribute to
the development of the theory by building models of your own
to test. Choice theory contends that what people do is control
or choose their behavior. Behavior is generated in order to
satisfy five basic needs. Behavior is caused by unmet needs.
Causality in choice theory is linear. People act on the external
world in order to meet their needs. PCT posits that what
living things do is control their perceptions. Behavior is one
part of a continual process of simultaneous causes and effects.

According to PCT, however, successful reality therapists
are not successful because they have helped people achieve
greater control of their behavior. Wubbolding (2000) states
for example, "When clients gain clear, more effecti ve, and
explicit
control
of
actions
and
thinking,
all
components ... work more harmoniously." (p. 108). To the
extent that reality therapists help clients experience harmony,
it is not because these clients have gained "clear, more
effective. and explicit control of actions and thinking".
People could not control their actions even if they wanted to.
People only ever control their perceptions. To the extent then
that people experience harmony it is because they are SlICcessfully controlling perceptual experiences.
To return then to the issue of whether or not the
differences matter. the answer can best be answered perhaps
by another question. How important is it to you to know what
you are doing? If PCT is an accurate description of the
activity of living, then reality therapists do not help people
change behavior to satisfy needs. Is it important to you to
know what you are really doing when you are doing reality
therapy? What you are really doing from a PCT perspective is
helping people control perceptual
experiences
more
effectively. Knowing what you are really doing when you are
doing reality therapy might help you become better at doing
it, if that's what you want to do. Rather than chasing rainbows
by assuming you are changing behavior or satisfying needs,
you might seek to understand the perceptions the people you
work with have difficulty controlling. With this understanding, you might spend time exploring ways you can help these
people control their perceptual experiences more satisfactorily.
This paper has been my attempt at clarifying some of the
differences between choice theory and PCT and exploring the
implications of these differences for practitioners. It has not
been my intention to criticize or judge but merely to illustrate.
In some ways, perhaps the most defensible conclusion to
reach is that it is not legitimate to compare PCT and choice
theory in their current forms. PCT is a description of the
phenomenon of control that is expressed in precise, quantitati ve terms that allows testing through model building. Choice
theory is the articulate and engaging expression of one man's
ideas about the way in which behavior is produced. Many
people would surely agree it would not make sense to
compare a well-written adventure novel with a report on the
discovery of penicillin. In the same way then, it seems
reasonable to conclude that the disparate forms in which PCT
and choice theory are expressed severely compromises any
sensible comparison between the two. This conclusion,
however, might not have been reached without first
examining the principles of both theories.
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I find choice theory an interesting account of one man's
ideas about people. When working with others. however, I
require more than interesting ideas. Again. this is not a
criticism,
just a statement
of personal
preference.
To
maximize the effectiveness of the work I do. I want to ensure
that I am informed by the most accurate understanding
available. peT, as an explanation of the phenomenon of
control that has been empirically verified through testing by
model building, is currently peerless in the life sciences. PC]'
is an elegant. articulate, and functional expression of what
living things do. By understanding this theory, I consider that
I will be well placed to help people do what they do more successfully should my help be requested. Perhaps. just as
importantly, I will be able to understand more clearly what I
am doing when I am helping people. With this understanding,
I may be able to do what I do more effectively as well. There
may be some of you who think similarly. For those of you to
whom this applies, I offer this paper. It may be of some
assistance to you in the work that you do.
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ABSTRACT
This study compares the profiles of 402 children and
adolescents aged 8 through 16 on the Basic Needs Survey,
which assesses the relative strength of Glasser's four psychological needs (Fun, Freedom, Power and Control, and Love
and Belonging). Young girls expressed a higher need for Love
and Belonging, and lesser need for Fun than young boys.
Adolescents expressed a higher need for Freedom and a lower
need for Power and Control than latency-aged children, The
present study demonstrates
developmental
and gender
differences in drives to meet the basic psychological needs
depicted by Glasser. These differences have clear implications for teachers' curricular planning and counselors'
treatment planning. Variations in the perceived importance of
psychological needs according to gender and developmental
stage warrants further investigation. This research provides
preliminary confirmation for seemingly contradictory psychological theories and contains a discussion of implications
for education and therapy.

William Glasser attributes actions, thoughts, and feelings
as attempts to meet needs for power, belonging, freedom, fun,
and survival (Glasser, 1984, 1989, 1998). Although Glasser
indicated that these basic needs are universal, he also
indicated that individuals learn to meet these needs in specific
ways. If a particular need goes unmet, or a conflict arises
between needs, the unmet need drives an individual's
behavior. As yet, no investigation of gender or developmental
differences in the relative strength of these needs has
appeared.
Popular lore (Gray, 1992) describes the two genders as
quite divergent. Men are portrayed as having strong needs for
autonomy (power and control) and women are portrayed as
having strong needs for affiliation (love and belonging).
Psychological theories and research conflict around this
dichotomous view of gender differences in autonomy and
affiliation, and different theories suggest that affiliation and
autonomy are acquired at different developmental stages
(Harvey, 1999). Traditional psychoanalytic
theory, for
example, asserted that to be psychologically healthy, every
person has the task of achieving an autonomous identity,
independent of social roles (Bios, 1979; Carvalho, 1992;
Freud, 1953; Vannoy, 1991), A lack of autonomy, meaning
dependency on affiliation, was perceived as infantile. Jung
(1933) and subsequent theorists (Bern, 1983; Forisha, 1978;
Heath, J 980; Kegan, 1982; and Rubin, 1983) have all
indicated that both male and female maturity is characterized
by the ability to demonstrate both masculine and feminine

behaviors, including the capacities for autonomy, bonding.
caring, and work. In contrast, Chodorow (1978) differentiated
the development
of the genders. She described girls'
development as characterized by increasingly differentiated
levels
of interpersonal
relationships,
while
boys'
development is characterized by separation, achievement,
autonomy, and individuation. Family therapists define health
and maturity as autonomy, differentiation, independence,
individuation, and rational decision-making for both men and
women. Disengagement from the parents is seen as a major
task and defines a family life cycle phase (Bowen, 1978;
Minuchin, 1974; Minuchin, Rosman, & Baker, 1978).
Psycho-social theory (Erikson, 1950) indicated that the
attainment of autonomy and identity in adolescence preceded
the attainment of the ability to maintain intimate relationships
as a young adult, yet Loevinger and Wessler (1970) described
the development of autonomy as the decidedly adult fifth
stage of ego development. Miller (1976, 1984) and Gilligan
(1982) suggested a gender difference, and stated that women
develop their identity in the context of relationships in
contrast to men, who develop their identity in the context of
autonomy and mastery.
Theories and research on moral development present yet
another perspective. Kohlberg (1973) described the highest
level of moral development as allowing others to gain
autonomy while simultaneously preventing others from
limiting one's own autonomy. Gilligan (1982) contrasted
female-based morality with Kohlberg's male-based theory
and found that interpersonal contexts are critical in the determination of women's sense of self and morality. She indicated
that women's moral values are manifested in caring, consideration of others' needs, being responsible for others, and
maintaining interpersonal connections.
Significant gender differences for adults or children in
various behaviors associated with autonomy, such as
willingness to help others and independence, were not found
by Macoby and Jacklin (1974). Cochran and Peplau (1985)
did not find gender differences in the valuing of attachment,
but did find that women gave more importance to maintaining
autonomy than did men. Similarly, no gender differences
were found by Bar-Yam (1991) in men and women's levels of
self-evolution, expressions of autonomy, and emotional
attachment. Both genders expressed yearnings for autonomy
and community. In contrast, other researchers have found that
women scored higher than men in interpersonal relationships
and lower on autonomy (Chiu, 1990; Greeley & Tinsley,
1988; Lang- Takac & Osterweil, 1992; Pollard, Benton, &
Hinz, 1983).
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Thus, a broad range of theory and research conflict
regarding gender differences in the relative need for autonomy,
power, and control compared to the need for affiliation, love,
and belonging. The question posed in this study was whether
needs expressed by children and adolescents on the Basic
Needs Survey varied by gender and age.
l\Iethod
Participants
This study took place in a mid-sized New England city
near Boston. In 1994, the total population exceeded 81,000.
In 1990, the median family income was $42,666, as compared
with a state median family income of $42,656 and a national
median family income of $34,416 (CACI, 1991). The school
district has a student population of 12,000 students - kindergarten through twelfth grade - in eleven elementary, three
junior high schools, and one senior high school. The
population in the schools, as well as in the city, is 95o/c white.
Within one junior high and one elementary school, heterogeneously grouped third, fourth, fifth, seventh, and ninth grade
classes participated in a voluntary activity during routine
classroom-wide guidance counseling sessions. Resultant Basic
Needs Profiles completed by 402 children and adolescents in
grades 3 through 9 were analyzed for differences by age and
gender. To ensure confidentiality, students' names were not
placed on the profiles. The only demographic information
requested was gender, grade, and age.
Materials
The materials used were the Basic Needs Survey (Harvey
& Retter, 1995; Retter, 1991). Retter (1991) developed the
Basic Needs Survey to help determine the relative strength of
Glasser's four basic psychological needs in children and
adolescents. This instrument can be an effective and efficient
means to rapidly assess the needs drive of referred children
and adolescents before, and often in place of. lengthy psychological assessments. The Basic Needs Survey is composed
of 80 student-generated items, organized into a 20-item
survey with each item containing one choice for each of the
four psychological needs. A sample item follows:

compared with each of the other basic needs for that
individual. Possible scores for each basic need range from 80
(if a need were chosen fourth for all 20 items) to 20 (if a need
were chosen first for all 20 items). Thus a higher score
indicates decreased preference or need drive.
For purpose of analysis, students were divided into two
groups, latency (grades 3 through 5) and adolescence (grades
6 through 9). Means, standard deviations, and standard errors
were computed for scores On the Basic Needs Survey. the significance of group differences on the survey results were
determined using factoral A OVA.
Results
Results are depicted in tables I and 2. Girls expressed a
significantly higher preference than boys for Love and
Belonging LE (1,402) = 27.44, 12<.0001], and boys expressed
a significantly higher preference that girls for Fun [f (1,402)
21.37, 12<.000 I]. Boys and girls expressed similar levels of
need for Freedom [E (1,402) = .69, 12= .41] and for Power and
Control [E (10402) = 2.02, 12= .16].

=

The comparison of age levels revealed that adolescents
expressed significantly higher preference than latency-aged
children for Freedom [E (1,402) = 47.03,12 <.000l] and Fun
[E (1,402) = 9.09, !2 <.OO3J. Adolescents expressed significantly less preference than latency-aged children for Power
and Control [E (1.402)
40.89, 12<.00011 and Love and
Belonging [E (1,402) = 13.ll,!2 <.0003).

=

Some gender differences by age level were evident. With
increased age, normal girls expressed greatly decreased
preference for Love and Belonging, while boys' preference
for Love and Belonging items decreased only slightly. With
increased age, girls expressed a higher preference for Fun,
while boys' preference for Fun remained constant. As noted
earlier, for both genders the expressed preferences for Power
and Control decreased with age while the expressed need for
Freedom increased.
.

Table 1
Basic Needs Survey Scores by Gender and Age

I would like to:
(a) go out to dinner with Mom and Dad. (love)
(b) get all the attention at a party. (power)

£i
Love and
Belonging

(c) watch a funny movie. (fun)
(d) do whatever I want to do. (freedom)
The Basic Needs Survey items were generated in focus
groups of students in grades 3 through 9, and were chosen on
the basis of frequent mention throughout the age range. The
survey has demonstrated short tenn reliability of .66 to .79 in
a test/re-test format, and was found to have an appropriate
reading level for use at the elementary and junior high levels
(Harvey & Retter, 1995).
Data Scoring
When taking the Basic Needs Survey, the respondent
ranks the choices in each item according to perceived desirability. The total responses for each need are tallied and
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Power and
Control
Fun

Freedom

M
SD
SE
M
SD
SE
M
SD
SE
M
SD
SE

Latency
Girls
80
42.46
8.68
.97
48.75
6.18
.69
55.31
7.36
.82
53.48
8.15
.91

Boys
112
48.60
9.71
.92
48.14
5.90
.56
50.54
6.58
.62
52.72
8.38
.79

Adolescence
Girls
Boys
107
103
47.17
50.31
8.42
8.26
.80
.83
51.81
52.95
6.53
5.86
.64
.57
51.61
50.20
6.12
6.68
.66
.59
47.88
47.30
7.72
7.66
.76
.74

Note: a higher score indicates decreased expressed need.
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curricula designed for adolescents
should
substantial opportunities for individual choice.

Table 2
Basic Needs Survey Scores by Gender and Age
Love and
Belonging
ill E p
gender

1 27..l <.0001*
age
I III .0003
gender]
2.84 .09
by age

Power and
Control
ill E
p

P

Freedom
ill E p

I

2lA

<.0001 "

1

,69

,~1

1 ~0,8 <,0001* I

91
632

(,003

~i,O

0] c

(,oaw

,0]

,92

I
J

2.0
,]9

,16
,66

Fun
ill E
1

"p < .01
Discussion
This research provides confirmation for seemingly contradictory psychological theories. The increased interest in
Freedom for both genders as children became adolescents fits
with developmental theories linking an increased need for
autonomy with age (BIos, 1979; Bowen, 1978; Carvalho,
1992; Freud, 1953; Minuchin, 1974; Minuchin, Rosman, &
Baker, 1978; Vannoy, 1991). Similarly, the higher need for
Freedom expressed by adolescents of both genders reinforces
Erikson's definition of adolescence as a time not only to
increase autonomy, but also to develop an individual identity
(Erikson, 1950).
The higher desire for Love and Belonging expressed by
girls - particularly latency-aged girls - reinforces the theories
suggesting that interpersonal contexts are critical to girls
(Chodorow, 1978: Gilligan, 1982; Miller, J 976, 1984). This
finding also supports previous research findings thar women
score higher than men in interpersonal relationships and
lower on autonomy (Chiu, 1990; Greeley & Tinsley, 1998;
Lang- Takac & Osterweil, 1992; Pollard, Benton, & Hinz,
1983). While adolescent girls express much less need for
Love and Belonging than latency-aged girls, their expressed
need in this regard is still higher than that of adolescent boys.
Thus, evidence emerged to substantiate Gilligan's (1982)
observation that interpersonal contests are critical in the
determination of women's sense of self was reinforced.
Both males and females expressed more interest in Power
and Control at young ages than they did as adolescents, which
may be a reflection of the lack of Power and Control that
young children experience. The high need for Power and
control expressed during latency reinforces Erikson's concept
of the latency-aged child's task to successfully resolve the
developmental stage of Industry vs. Inferiority, or successfully mastering skills (Erikson, 1950).
In addition to providing data that supports selected
theories, these results have several implications
for
educational curriculum and teaching methodology. Curricula
and methods emphasizing opportunities for interpersonal
connections are likely to have a greater appeal for young
girls, while curricula and methodology emphasizing opportunities for immediate pleasure (Fun) are likely to have a
greater appeal for young boys. As they mature, these
differences diminish, and adolescent girls are similar to
adolescent boys in their expressed need for Love and
Belonging as well as in their expressed need for Fun. On the
other hand, adolescents of both genders have expressed a high
need for Freedom. This focus on freedom suggests that

incorporate

Determination of unmet needs, or conflicted needs, is
integral in the application of control (choice) theory in
therapy and in the development of quality school programs
(Glasser, 1990). Successful interventions for children and
adolescents experiencing academic or psychological difficulties would, therefore, include identifying additional methods
to meet unmet needs, possibly by linking the unmet needs
with activities, persons, or objects that currently meet a
different need. Such linking renders the needs complementary
rather than competitive (Peterson & Woodward, 1992). HartHester, Heuchert, and Whittier (1989) found that students
with behavior problems could be effectively trained in the
principles of choice theory, learn more appropriate need
satisfying behaviors than their misbehaviors, and subsequently
demonstrate more appropriate behavior. Lafontaine (1990)
suggested using choice theory and considering psychological
needs in the development of programs for special education
students, while Davis (1993) found that the application of
choice theory was an effective tool in determining the
function of misbehavior for disabled children.
Overall, these findings have multiple implications for professionals. Adults should explore opportunities both to
empower younger children appropriately and to enable
adolescents to exercise responsible freedom. Individual
results of the Basic Needs Survey may lead to the
development of therapeutic strategies and to inviting students
to assume more direct responsibility for their own behaviors.
For example, adults often assume that a child who
misbehaves in class does so to seize control, as implied in the
phrase "He's in a power struggle." On the contrary, a
misbehaving child might be attempting to satisfy any of the
basic psychological needs including Love and Belonging,
Fun, Power, or Freedom, in which case a more accurate
expression might by, "He's in a fun struggle." If a child is
found to have an extremely strong need for fun, interventions
that find more appropriate methods to have fun would be
most successful.
In general, because these needs are legitimate and
appropriate, attempting to change an individual's basic need
structure is inappropriate. However, some needs, such as
Love and Belonging, appear to be critical for healthy psychologicalgrowth. Children who do not want to form relationships and have minimal needs for Love and Belonging will be
very difficult to teach and will find working with, and relating
to, others difficult throughout their lives (Goleman, 1995).
Teachers need to be able to "stretch" a child into less intense
needs or drives while building a classroom structure that is
fun, exciting, and full of personal challenges. Therapeutic
time can be used to empower a child or adolescent to explore
and increase methods to meet unmet needs. When conflicting
needs are revealed, successful interventions link activities,
persons, or objects that meet a different need to the unmet
need. Interventions can be developed to help individuals find
additional, socially acceptable methods to meet unmet needs.
This study has several limitations. First, items in particular
categories on the Basic Needs Survey may not be universal
experiences and would therefore result in false or invalid
scores. Although the items were generated in focus groups
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and chosen on the basis of frequent mention. individual
differences are possible. Most individuals rind "Going to an
amusement park" Fun, and the variety contained in the 80
items on the scale should allow for individual needs. Yet
individual differences may have affected the results.
Second. the study took place in a primarily white. midsize
northeastern city. Therefore. extreme care must be made in
generalizing the results to other populations. Replication of
this study in other locations with other cultures, ethnic and
racial groups, and socio-economic classes is highly desirable.
Despite these limitations. this study has demonstrated very
interesting developmental and gender differences in the drive
to meet the basic psychological
needs depicted by Glasser.
These differences have clear implications for curriculum and
treatment planning and warrant further investigation.
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ABSTRACT
This article describes the relationship between music and
choice theory. Rap music is chosen as the medium through
which the authors posit that the family therapist can improve
the treatment relationship. This article is proposed as one way
to view music - as a need fulfilling activity. We begin with a
general overview of the role of music in therapy moving to a
specific look at Rap lyrics as need fulfilling. The lyrics
chosen for connection are those of Tupac Shakur, for many
the quintessential rap artist.

people are the primary consumers of rap music. According to
the Children's Protection Act of 2001 (Introduced in the
Senate as S. 124), "American children and teenagers listen to
music more than any other demographic group. The Journal
of the American Medical Association reported that between
the 7th and 12th grades the average teenager listens to 10,500
hours of rock or rap music, just slightly less than the entire
number of hours spent in the classroom from kindergarten
through high school." Rock and rap are important needful
sounds for the young. The family therapist must be concerned
with these sounds.
Do you hear what I hear?

Introduction
Music is your own experience - your thoughts, your
wisdom. If you don't live it, it won't come out of your horn.
- Charlie Parker

Music is ubiquitous. Music is found everywhere we find
life. Music can be found in the fauna and flora. The intent of
this article is to initiate a discourse on the relationship
between choice theory and music. Music is a key component
in the drive to fulfill our basic needs. Although music may not
universally be accorded the same value by all participants
(listeners), many will value certain sounds or collections of
sounds as more need fulfilling than others. Time, or specifically time measured by age, is the most often used interpreter
to measure changes in music. Each generation seems to
develop its own iteration of music. These sounds usually
represent the spirit and sense of that generation. There are
times when the current generation assumes the sounds of
previous generations, but they may reframe these sounds for
themselves. They "sample" (if you will) and use their reorganizational system to take that which exists and transfer it into
a new invention.
The focus of this discourse will be the hip hop/rap music,
although music in general will be brietly discussed. For the
family therapist, music is an often underutilized tool. There is
the specialized approach called music therapy, although the
generalized therapeutic use of music seems to be limited.
According to the American Music Therapy Association
(AMTA) web site (www.musictherapy.org), "Music therapy
is a well-established allied health profession similar to occupational therapy and physical therapy. It consists of using
music therapeutically to address physical, psychological,
cognitive, behavioral and/or social functioning. Because
music therapy is a powerful and nonthreatening medium,
unique outcomes are possible."
The article is important for all of us who work with
families but is especially significant for those working with
families comprised of school age young people. Young

You've got to find some way of saving it without saying if.
- Duke Ellington
The first step to incorporating music into family therapy is
to understand that, in order to assist others, it is necessary that
you make an effort to understand the sounds that make up
your own as well as their quality world (Glasser, 1998). It is
through knowledge of these quality worlds that therapists
discern similarities and/or differences with other systems.
Self knowledge (key to self evaluation) focuses on always
understanding
your own reality and accepting
that
perceptions determine behavior (Powers, 1973).
People listen to music to fulfill a combination of physical
and psychological needs. Music can indicate whom that
person would like to be. It is our best attempt to match the
pictures in our quality world. These external choices reflect
the internal components of the quality world. Correspondence
(Mickel, 1995) is a principle which describes this process.
Whatever occurs internally, is reflected by what we do,
externally. According to the Three Initiates (1988, p. 24),
"There are planes beyond our knowing, but when we apply
the Principle of Correspondence to them we are able to
understand much that would otherwise be unknowable to us."
In some cultures certain songs or lyrics may carry deep
symbolic meaning which can be interpreted only by the
native or other observer who is familiar with such cultural
systems. For those outside of these systems, the question and
answer approach to understanding is required.
Basic needs
I sing about life. - Marvin Gaye
The choice to sing certain songs or listen to a type or types
of music indicates peoples' attempt to meet their needs. From
the beginning of human interaction, music has been used to
satisfy human desires. Although the general population would
not usually equate human desires with meeting basic needs, a
family therapist using choice theory could make this
connection.
The needs are universal,
although their
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behavioral rnani testation may appear to be differentiated. for
example to meet the survival nee.ds, music is reflective of
one's relationship with the environment.
Music reflects
individuals' feeling behaviors, attitude or morale. Music
choices retlect psychologically based needs. Music may
indicate artistic expression (freedom), or creativity (fun),
which can attract favorable attention (power) and contribute
to social interactions (love and belonging). Music can
indicate whether or not people accept and/or join and
commune within their environment (spiritual). The music one
hears may sound like a cacophony until one therapeutically
fits it into the need fulfilling process. Music fulfills our basic
needs through various wants. The basic needs are the intrinsic
motivators which can be used to explain the choice of music.
Choosing to rap
There are no wrong notes. - Thelonious Monk
There is a multi-music form which is commonly termed
rap music. It is the most recent creation of the Black
community (Southern, 1997). Rap reflects the rhythm of the
Black community through song. It is a work in process which
stands on the shoulder of previous creative progress.
The roots of rap are planted in the soil of the educational
and spiritual practices of the traditional African collective.
The "call and response" that is a significant component of
African historical educational practices places the teacher or
preacher in the position of making a statement (call) and
expecting critique (response) from the student body or congregation. This is the root of the multi-music form known as
rap. According to Bowman (2001, p. 1), "The rap often uses
a call-arid-response format typical of much African American
music. The wordplay in a rap is rooted in African and African
American verbal games, known as the dozens ad signifying.
Precursors of rap who drew upon the same wordplay
traditions include the Jamaican toasters (Djs, also known as
dub artists, who talk over recorded music) of the late 1960s
and 1970s, African American radio Djs from the 19405
through the 1970s, and Black American poets of the 1960s
including the Last Poets and the Watts Prophets." This music
has many critics as well as proponents. The critics are often
the older adults and the proponents are often teenagers and
young adults (BET/NBC Survey, 2001).
Rap is a wide ranging multi-musical form. Rap music
ranges from gospel rap to the "hardcore" gangsta style with
many degrees between.
The groupslindividuals
that
participate in the musical form are as different as the styles.
Historically, rap songs were but one instrument in the battle
for autonomy from the perceived oppressor (Southern, 1997).
The young perceived parents and other elders as oppressive
because they fail to understand their wants. Whether it was
the traditional folk songs, patriotic song or the spiritual, there
was a message in the music. Rap is a radical method by which
many artists expressed personal feelings and their criticism of
outsiders as oppressors, and within which their need for a
frame of secrecy could be expressed.
Rap is a universal language which connects many
generations, from those who listen to KRS-ONE to those who
listen to Jay-Z. Rap music connects many. It takes us (those
who appreciate the music) away from our reality into the
world or mind of someone else. Rap music is so powerful that
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it can intluence those who have "weak minds." Many don't
listen to the actual lyrics but to the hook, which is a repetitive
statement, and to the beat which gives the song power. In one
generation (under 25), the lyrics are lost because many repeat
the lyrics to a song without actually knowing what they are
really saying.
For some members of the musical listening communities,
rap music is need fulfilling. This music has therapeutic implications. According to Elligan (2000, p. 28), "Considering the
ubiquitous presence of rap and hip hop in the lives of,Y0un.g
African American men. psychotherapists who work WIth this
population should become familiar with constructive ways to
utilize these stimuli in the interest of treatment."
Rap's multi-music is exemplified in the works of Tupac
Shakur. According to Michael Eric Dyson, Tupac Shakur 's
life represented a "deflection of death," (Booknotes, 2001).
He has expressed the basic needs in both sounds and lyncs. It
has been noted that Tupac Shakur sold six million albums
during his life but 22 million after his death. He is an
excellent example of how music can be parsed and seen as
reflective of need fulfillment. He is revered by many because
of his talent and his willingness to show vulnerability to a
population that is also talented and vulnerable. Michael E.
Dyson, responding to questions by Brian Lamb (Booknotes,
200 I), describes the complicated life to Tupac Shakur:
As he grew up, his mother became addicted to
crack cocaine. As a result of her addiction to crack
cocaine, Tupac suffered a series of, shall we say, you
know. domestic setbacks. He went from home to
home'. He was homeless. By the time he was 13, he
had lived in 20 different places. He went on to become
a serious actor, joining the 127th Street Ensemble in
New York, where he performed the part of Travis in
"A Raisin in the Sun," the play by Lorraine
Hansberry, for Jesse Jackson's 1984 campaign. So
early on, he enjoyed the spotlight and enjoyed his
comradery with these famous black figures.
He went on to leave New York at about the age
of IS, moved to Baltimore with his mother and
became a member of the Baltimore School of Arts
there, which is a very renowned school. And he was
an enormously gifted actor. Everybody there says he
was tremendous. Even in a school that was known
for its extraordinary thespian talent, he stood out
because of his spookiness, because of his intensity,
because of his mastery of his craft. He also studied
ballet and art, began to write poetry, began to rap a
bit, met the actress that would eventually become
Jada Pinkett Smith, who became one of his close
friends; moved from there at age 17 to Marin City in
California, and there attended what they call Mount
Tem High School. one of the elite schools in a very,
very nicely sequestered school district there and was
known also for his acting, but become disillusioned
with school because it no longer fit his view of the
world. And his view of the world was, 'I'm a young
black person trying to struggle for an authentic
identity and to articulate my viewpoints about the
world, and it's not being supported in school.' So he
became a rapper after that.

Tupac played a positive and negative role in rap music. He
was a great artist who changed the rap world forever. He did
this by making controversial music such as songs which
would uplift his people and also songs which touched on
areas others were afraid to rap about. His music also had a
negative effect because at times he would not follow his great
abilities and thought but would follow the wave and just be
like the rest of the rappers in the industry. He changed the
music "game" because he was not afraid to be different but
kept it the same in some respects because at times he would
perform on a level lower than his true abilities.
What follows are the authors' perceptions of the
correlation of several musical lyrics (Tupac's Greatest Hits,
1998) with the basic needs:

Rap Lyrics

Co-Author's

Still I rise
Please give me to the sky
and there I die
I don' t want you to cry

We all die. and when it is
one's time to go we should
accept it rather than fight it
because death is something
which will come to us all.
It is a part of life.

Survival/Spiritual

If you can make it
through the night there's
a brighter day
Everything will be alright
if ya hold on
It's a struggle everyday,
gotta roll on

This means that even when
adversity strikes one should
never look down but
attempt to look up because
at the end of the darkest
tunnel is a little light.

Power/Survival

We gona make a change
It's time for us as a
people to start makin'
some changes
Let's change the way we
eat, let's change the way
we live and let's change
the way we treat each
other

It is time for Black people
to come together as one.
Let us change our lives
for the better.

Freedom

Let me serenade the
streets of LA
From Oakland to
Sacktown
The Bay Area and
back down
Calif is where they put
the mack down

Enjoy yourself. Party.
An anthem for California.

Fun

To the Lord I'm eternal
Resting in peace
Please take care of all
my seeds
And my unborn child

I'm resting in peace.
Even though I am not here
those whose life I've
touched. Lord please watch
over them and those to

Interpretation

Basic Needs

Love and belonging

come.

Rap music can be used to communicate a perception of
economic, political, social, religious power. Rap music can be
used to communicate political power when it is perceived as
reflecting or giving rights to the singers which are congruent
with the views of their community of listeners. Families play
major roles in transmitting these social-cultural values to the
younger generation,
by teachi ng standards
that are
compatible with the family status within the social system.
The role of the family therapist is to work within the socially

constructed
(Mickel
and
Liddie-Harnilton,
1998)
environment to assist families move to responsible need
fulfi !ling behaviors.
Intervention
Work Izard, study, get vour mind right. - Tupac
The role of the family therapist, using choice theory, is to
determine the sounds. which are need fulfilling. What are the
sounds of power, fun, freedom, love and belonging, survival,
spirituality? What are the sounds that soothe the soul and
reflect a spiritual dimension? Once these sounds are
discerned, we posit that family therapists will be able to
maximize intervention.
Music represents each of the basic needs. The authors
postulate that the quality world is not a silent place. There are
sounds in our quality world that reflect these basic needs.
According to Bates (1998, p. 2), "Listening to any kind of
music helps build music-related pathways in the brain. And
music can have positive effects on our moods that may make
learning easier." It is important to continue the discourse that
it is a place of sounds expressed through rhythm. Music
begins and ends with rhythm. Therapy begins and ends with
rhythm. According to Chandler, (1999, p. 37), 'The principle
of rhythm explains the cycles of life, the truth that everything
has a tide-like ebb and flow," Effective therapeutic intervention has a rhythm. When one watches master therapists, there
is a rhythm to the process, They seem to have a timing
(quality management) which is on time, every time, all the
time. And the helper and helped are in time and space
together. This is rhythm. In order to discern rhythm, you must
not only listen but you must hear the music.
For many, the physical pleasure of music is in part a
function of the psychological processes, Music that is
physically non need fulfilling is rejected by the listener. The
therapist must remember that the physical is not separate
from the psychological, and that the needs are interconnected
and interdependent. The connectiveness of the needs is
reflected in the musical choices that exemplify this need
fulfillment.
Therapeutic intervention begins with the design of the
healing space which is used to conduct education, training
and development as well as therapy. It is not the lyric that the
therapist should focus upon but the perception of the listener
that the music is of value. The valuing filter (Mickel, 1995)
provides one baseline for interpreting the quality world of the
listener. What are the sounds inherent to the environment that
can be construed as music? Music matches different sounds
(auditory pictures) for each family. As a family therapist, are
you creating sounds which are in the final analysis significant
to the family. What is the intent of music, whether vocal or
instrumental? Even more important is the questioning of
silence that must be addressed. What is the intent of silence?
We take the position that the structure of the environment
should be chosen. If you choose silence, what are you
intending to communicate? After answering these questions,
the next step is to use the skills of the family therapist to
intervene and support the change process.
The therapist can begin the treatment process with an
understanding that music is a form of (verbal and non verbal)
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behavior. The therapist in the interview should begin the
discourse on the meaning of music as communicative. Have
counselors search for values system, basic needs in the lyrics
- understand it is the beat (rhythm). Many young people will
say I like the "Beat". Understand that it is the beat. The beat
inherently attaches itself to the rhythm. The authors posit that
these behaviors are the observable (auditory) manifestation of
our best attempt to meet our basic needs. The therapist who
can, with the assistance of the family, learn to properly
interpret music as manifestations of meeting basic needs can
be more effective. The authors present their perceptions based
upon experience and practice. Music is in the Quality World.
The Quality world is that specific place in our memory that is
filled with specific sounds which satisfy one or more of the
basic needs. It should be noted that people may have different
perceptions from the therapist. The only certain method for
understanding is to communicate. In order to effectively
communicate one must inquire for clarity. The following
process is proposed as one method to develop a shared picture
between the practitioner and client:
I. Allow the young person to select the lyrics
2. Ask for his/her interpretation of the lyrics

3. Correlate their interpretation
needs.

with one or more basic

4. Develop a plan (Mickel, 1993)
Conclusion
A family's perception of the real world may be reflected in
their choice of music. The total environment influences music
choices. Understanding why some people may choose to sing
specific songs can add to the understanding of the impact of
cultures, values, attitudes and personality traits on the total
environment. Musical choosing behaviors are especially
influenced by culture and ethnic variance. For example,
culture often dictates the type of popular music used to
identify a particular group, subgrouping of their special celebrations. People within cultures recognize and identify with
their prescribed vocal and instrumental requirements, act or
react to these, based on personality preference and choice.
According to Mickel and Liddie-Hamilton (1998, p. 97) "It is
impossible to encode without understanding culture. It is
impossible to encode without understanding
the total
environment." A basic tenet of systems theory is communication. The foundation for our understanding of musical communication is based in our understanding of total behavior
and systems theory. The family is a system. The family
therapist works for change within the system.
Therapists must learn to encode as well as decode the
quality world of those with whom they work. It is impossible
to decode without understanding culture. It is impossible to
encode without understanding the totality of the environment.
Music is one of the essential communicative components of
most environments. Therapists need to understand both
intrinsic as well as extrinsic contributions. Both are necessary
for effective communication. Therapists, if they are to be
effective, need to investigate the culture (community frame of
reference) of those we choose to assist in the move to
responsible choices (Mickel, 1993).
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The focus of this article from the authors' perspective was
to continue the discourse on transitions in family therapy.
Specifically, the focus was choice theory and music. We
addressed this using the multi-music form rap. Our position is
that it is imperative that family therapists work within the real
world. Rap is an established component of the real world.
Effective reality therapists must include music in the healing
process. Our intent was to provide one method which can be
used to accomplish this task. In the final analysis, music is
ubiquitous.
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