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ABSTRACT

This theoretical study was designed to acquaint educators and associated

professionals with the objectives, rationale, and research on the subject of bibliotherapy,

and to address some of the problems inherent in its conceptualization and use. Its

underlying premise is that teacher-practitioners can use bibliotherapy within the

classroom to the extent that they are knowledgeable in the art. Comprised of three units, it

includes: an overview of the bibliotherapeutic literature; an examination of some of the

issues encountered during normal adolescent growth; and a short guide for teachers,

which highlights the appropriateness and relevance of using bibliotherapy in the

classroom.

It is important for teachers to have a basic knowledge about bibliotherapy, its

definitions, its process, its goals, suggestions for choosing materials, and how it has

evolved into a classroom technique. It is argued that good teachers already possess the

necessary skills to use bibliotherapy in a developmental context. Also, all students fit

somewhere on a continuum of personal needs. An important component of the program

concerns the teacher's abilitv and willineness to work in a consultative and collaborative

manner with the school's mental health lrof.rrionuts, such as the school psychologist and

school counselor. The constructivist theory of learning is introduced to provide support

for the practice of bibliotherapy. Constructivism can be explained from a most general

theoretical vantagepoint; the more general the theory, the more readily it can be translated

into practice.
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PART ONE: BIBLIOTHERAPY



CHAPTER ONE

INTRODUCTION

This thesis examines some of the issues within the bibliotherapeutic literature in

order to illustrate its unique potential for addressing the developmental needs of

adolescents. The fact that bibliotherapy has been underused within the educational setting

is of particular significance to those who want to work more effectively within the school

curriculum using currently available resources. This study is an attempt to acquaint

educators and associated professionals with the objectives, rationale, and research on the

subject of bibliotherapy, and to address some of the problems inherent in its

conceptualization and use. The underlying premise of the thesis is that teacher-

practitioners can use bibliotherapy within the classroom to the extent that they are

knowledgeable in the art. The thesis is comprised of three units, which include: an

overview of the bibliotherapeutic literature; an examination of some of the issues

encountered during normal adolescent growth; and a short guide for teachers, which

highlights the appropriateness and relevance of using bibliotherapy in the classroom.

Background

The concept of bibliotherapy has been in evidence throughout literary history,

suggesting that literature has long been used as a therapeutic medium on an informal and

nonempirical basis (McKinney,1975). However, the systematic and purposive use of

bibliotherapy as a therapeutic medium is regarded as a relatively recent innovation within

the fields of education and mental health (Zaccaria, Moses, & Hollowell, 1978). The

ageless and universal appeal ofusing literature therapeutically underscores the fact that as

nanative beings, we intuitively approach story as a "way [s þ¡e1ry"-as a way to expand



our understanding both of self and others. Dennett refers to the self as a "center of

narrative gravity" (cited in Howard, 1986, p. 161). Narrative, in providing for the cultural

sharing of beliefs and transmission of values, is essentially the primary schema through

which human existence is rendered meaningful. Jacobs (1980) states:

As a way to know, literature becomes for the reader or listener an exploration and
illumination of life and living. Humans' abiding quests for love, acceptance,
belonging, achieving, and being are brought to the person enjoying the writing in
metaphorical, symbolic terms. (pp. xii-xiii)

Jacobs asserts that it is through story, biography, or poem, that an individual can, "with

aesthetic feeling, enter into questings, copings, circumstances, longings, happenings" that

are possible in no other way (pp. xii-xiii). Rubin (1978b) views bibliotherapy as a way of

directing the very potency of literature. It is a way of taking that, which is imaginative,

meaningful, and intensely personal, and using it in a more profound way to achieve

insight, foster understanding, and encourage self-growth.

The status of bibliotherapy not only reflects its multidisciplinary roots, but also

attests to the widespread recognition by many professions of the power of literature to

affect intrapersonal and interpersonal thoughts, feelings, and actions. During the past

century, the social sciences have produced an extensive and diverse body of work on the

subject, which has been interpreted differently by classical scholars, medical doctors,

psychologists, psychiatrists, social workers, nurses, ministers, mothers, teachers,

counselors, and librarians (Smith, 1989). Zealous enthusiasm for the potential benefits of

bibliotherapy has produced a voluminous literature, which gives the "illusion of proof by

quantification without empirical validation" (Gold and Gloade, 1988, p. 237). This

enthusiasm, coupled with a lack of scientific knowledge, has resulted in the technique
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taking on a variety of forms, each employing different methods of data collection,

experimental design, and data analysis. Van Tichelt (cited in Cohen, 1993) has remarked

on the difficulty of generating research questions based on the limited empirical data,

particularly when the theoretical foundation is inadequate. She states that there is a virtual

lack of published qualitative research.

In her literature review of the subject, Sclabassi (1973) affirms that research

difficulties have been compounded as a result of the technique taking on a variety of

forms. She attributes the problem to the use of "different types of literature", for "specific

problems", by "a number of professional disciplines", for "a variety of objectives" (pp.

1O-71).In addition, Sclabassi finds the actual amount of printed information on

bibliotherapy exiguous and repetitive, with the majority of articles citing personal

opinion, case studies, and bibliographic lists. Favazza (cited in Rubin, 1978a) declares

that "the vast majority of the literature on bibliotherapy is repetitiously shallow,

anecdotal, unscientific, conjectural, confusing, propagandistic, and static" (p.213).W.

Willies (personal communication, February 5, 1998) recommends that applications of

bibliotherapy be "home-grown" to avoid the risk of becoming "platitudinous".

Unarguably, there is a host of methodological problems associated with existing

applications of bibliotherapy programs, both within and across professional domains. The

difficulty of evaluating the findings has been attributed to the fact that the literature lacks

a system of classification for studies according to either subject or field of practice. The

result has been widespread confusion and disagreement about virtually every aspect of the

art. The lack of operational definitions and appropriate methodologies has caused some

researchers to dismiss the technique on the grounds that it warrants further study.



I-enkowsky (1987) states, "The absence of systematic, objective, comparative research,

however, suggests that while many believe in bibliotherapy and are using it, sufficient

substantiated evidence of how it works, why it works, or if it works [italics added], is not

yet available" (p. 128). Still, others are inclined to agree with the perspective of

Fuhriman, Barlow, and Vy'anless (1989) who suggest that as bibliotherapists endorse a

multitude of theoretical orientations and approaches, their only, or primary point of

consensus, may be that reading can indeed be therapeutic.

The awareness of therapeutic efficacy raises one of the most contentious issues in

the evolution of the treatment process; namely, who is qualified to conduct bibliotherapy?

Owing to the manner in which the technique has evolved, the therapeutic aspect is often

emphasized, thereby reserving the title of bibliotherapist solely for those mental health

professionals who are highly trained and certified. Rubin (1978b) comments that the

suffix "therapy" is an unfortunate choice, as it is derived from the Greek word for "cure".

Webster's New World Dictionary defines therapy as, "the treatment of disease or of any

physical or mental disorder by medical or physical means" (Rubin, 1978b, pp. 8-9).

Rubin emphasizes that bibliotherapy is not restricted to the medical or physical context,

and it is neither psychotherapy, nor therapy per se. Of greatest importance, "bibliotherapy

does not claim to cure, but to 'enlighten' in the truest sense of the word" (p. 9). She

provides the definition of "enlighten" according to Webster, "to give the light of fact and

knowledge to; reveal truths to; free from ignorance, prejudice, or superstition; to give

clarification to a person as to meanings, intentions, etc." (p. 9). The primary objective of

bibliotherapy should be insight and understanding. Rubin writes:
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To understand is to stand under, to stand away, to stand apart, in order to see
something from a different perspective; to learn; to know, and then to integrate that
knowledge into the self. Insight is the power of a thinking, feeling person to look
within and beneath the surface of things; it is an ability that can be strengthened
through bibliotherapy. (p. 9)

Approximately fifty years ago, Russell and Shrodes (1950) conveyed the reassuring

message that, far from being "a strange, esoteric activity", bibliotherapy "lies within the

province of every teacher of literature in working with every child in a group." It

presumes that the teacher is neither a "skilled therapist" nor the youth "a seriously

maladjusted individual" in need of clinical treatment (p. 335). In surveying the

applications of bibliotherapy with mentally ill patients, Tews (1962) concluded that the

technique could be extended to the educator and others interested in mental health. As a

practicing hospital librarian, she worked as one of several members of a team, which

included the physician, psychologist, librarian, nurse, and occupational therapist. The

librarian is basically an educator, argued Tews; furthermore, "education is not clearly

separable from therapy. ...It is unlikely that [the librarian] can ignore the therapeutic

aspects of reading" (Jackson, cited in Tews, 1962,p.118). More recently, Bernstein

(cited in Doll & Doll, 1997) countered the proposition that only "those well versed in

psychodynamics, neurosis, and psychotherapy" should undertake bibliotherapy, with the

argument that a highly sophisticated degree of expertise in human nature is not a

necessary requirement for working effectively with youth (p. 16). Similarly, Spache

(1978) advocated a broad approach to bibliotherapy, and criticized sources that suggest it

be reserved for serious cases of maladjustment, to be managed solely by trained

physicians or librarians. Spache commented that:



Such sources are obviously too impressed with the connotations of "therapy,"
ignoring the fact that almost any kind of contact between child and teacher has
effects upon the child's personal and social development. We cannot afford to wait
until the pupil's maladjustment reaches serious proportions before attempting to
ameliorate it in the classroom. Nor can we expect physicians to have the time or
training to direct the bibliotherapeutic efforts of teachers. As for librarians, we
would welcome their participation in such efforts, but see no reason to believe that
they are better trained in child development than the average classroom teacher. (p.
24s)

Spache's comment is in response to an article by Witty (1964, pp. 455-456) in

which Tews (1962) is cited verbatim, but unfortunately, out of context. A review of

Tew's article indicates that she does not endorse purely physician-guided treatment

outside of the hospital realm. As a practicing hospital librarian, Tews is one member of a

team, which includes as well, the physician, the psychologist, the librarian, the nurse, and

the occupational therapist. Her comments were made regarding a survey of the

applications of bibliotherapy to mentally ill patients. Tews states that interest in

bibliotherapy is growing, and its applications extend to the educator as well as others

interested in mental health. She remarks, "however carefully the term may be defined, in

practice and discussion bibliotherapy remains an elusive, intangible, highly complex

subject" (p. 100). h building her argument that the librarian is basically an educator,

Tews cites Jackson's premise that, "education is not clearly separable from therapy...It is

unlikely that [the librarian] can ignore the therapeutic aspects of reading" (cited in Tews,

1962, p. i00).

Witty (1964) alleges that the term "bibliotherapy" should be used with discretion

and limited to the clinical setting. Witty's argument, however, is one of semantics, as he

advocates the use of a teacher-directed reading program as "an aim to promote normal,

wholesome growth and development and to serve as a preventive measure" (p. 455). At
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the same time, Witty distinguishes this application from that of bibliotherapy. Thus, it

appears that the concept and influence of bibliotherapy is being used, even when the term

itself, is not in evidence.

Perhaps the most parsimonious view of bibliotherapy is one in which the type of

bibliotherapy being practiced dictates the required level of training. Doll and Doll (1997)

maintain that the current debate needs to be reframed in order to focus on productive

issues. These authors suggest that the ability to advise and share insights is a natural

function of a supportive adult-youth relationship, and it is to be expected that adult

professionals working with youth would have the requisite skills to succeed in these

areas. Books and related materials are logical extensions of the setting, and therefore,

appropriate tools for such mentoring. Doll and Doll suggest that,

as bibliotherapy moves along the continuum from simple reading guidance to
comprehensive therapy programs, its intended audience shifts from typical children
with their every day problems and triumphs toward children with unique needs and

emotional vulnerabilities. Thus, depending upon the program and its intent, any
child or adolescent could be an appropriate participant in a bibliotherapy program.
(p.2)

It is generally expected that teachers would want their students to understand the

as theirworld in which they live, making full use of their senses and imaginations, as well

cognitive faculties. Penticuff (1976) takes the position that there is an inextricable

relationship between the development of self-concept in the child, and the child's

ability to cope with life's stressors. As the self-concept has a pervasive impact on

later

behaviour, and "is derived largely from the opinions of significant others" in the child or

adolescent's life, the influence of teachers is of paramount importance (p. 15).Penticuff

points out that the teacher is in a critical position to influence not only the child's
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developing awareness of self, but also who that self is capable of becoming. According to

lænkowsky and l,enkowsky (1978), the aim of bibliotherapy is consistent with the general

goals of education and reading, and is congruent with the theory that a positive self-

concept is essential to learning.

The notion that all children and adolescents fit somewhere on a continuum of

personal needs lends support to the idea that bibliotherapy can be used appropriately and

successfully as a developmental tool. When the teacher's efforts are directed toward

normal development, which includes the attainment of mental health, life adjustment, and

psychological maturity, then her role is, at least in part, a therapeutic one (Zaccaria,

Moses, & Hollowell, 1978). Within these parameters, the teacher is capable of assuming a

therapeutic role and can function within either a preventive, developmental, or remedial

context.

The findings of Gold and Gloade (1988) suggest that adolescence may signal the

time of greatest demand in responding to change-moving from childhood to adulthood;

consequently, this period marks the time of greatest need for information and insight from

the widest possible range of resources. Imaginative literature serves both "to reflect

reality, so that youth and adults may gain insight into the experience of adolescents, and

to alter reality, so that visions of change may become accessible to youth and their

advocates" (Weiner & Stein, 1985, p. vll). Gold and Gloade recognize that bibliotherapy

has a primary role to play as a preventive agent in emotional dysfunction by serving as

pre-stress simulation and consequent inoculation. Therefore bibliotherapy can prepare the

adolescent for either adversity or adventure, as it permits the reader "paradoxically, both

an illusion of psychic distance and immediacy of experience" (Shrodes, l9J8a, p. 80).
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Statement of the Problem

The teacher is in an essential position to transform the developmental issues facing

adolescents through the effective use of literature. Although many teachers are unaware

of the concept of bibliotherapy, Jalongo ( 1983) maintains that even those who are

familiar with the context of young people's literature require guidance in order to use that

literature in a bibliotherapeutic manner. She advises that training could eliminate the

confusion surrounding the numerous definitions, audiences, and contexts which

encompass bibliotherapy. The slate of certification requirements proposed by Rubin

(1978b, pp. 109-115) is nothing short of formidable. She calls for the certification of

practitioners as well as an independent and interdisciplinary bibliotherapy association.

Developmental bibliotherapists intending to work with "normal" individuals require, an

M.L.S. or B.A. degree in education, a year of internship working as a bibliotherapist

under supervision, plus an additional year in another aspect of library science, mental

health, or nursing. She recommends courses in bibliotherapy per s¿, as well as courses in

psychological survey methods, abnormal psychology, psychology of the personality,

diagnostic testing, group dynamics, group leadership, book selection, literature, reference,

reading interests of adults and youth, program planning and evaluation, and language as

behaviour.

Hynes (1978) supports the need for extensive training, but indicates that character

traits such as reliability, responsibility, consistency, nonexploitiveness, emotional

stability, and discretion in confidentiality, are essential qualities, which precede any

training program. She maintains that these prerequisite attributes are fundamental

requirements for all those involved in the helping professions. In their 1986 handbook,



11

Hynes and Hynes-Beny reaffirm that the fundamental characteristics of the trainee "must

be present from the outset. The training is meant only to increase the effectiveness with

which they are demonstrated" (p. 126). Hynes (1978) recommends ongoing dialogue for

those training programs that develop outside of a clinical setting, in order to sort out,

evaluate, and deal creatively with the inevitable issues that will be raised through time

and experience. For example, as more programs develop, there will be a need to clarify

whether or not adherence to the medical model is warranted, with its subsequent

dependence on bibliotherapeutically-trained psychiatrists and psychologists. The rejection

of the medical/clinical-training model would result in the need for a self-monitoring body

of practitioners, as implemented by other creative arts therapies. Whatever the outcome,

Hynes stresses the need for research and consultation of all kinds, and raises the

following questions for consideration:

For example, is it possible to measure bibliotherapy's effectiveness in bringing out
potentiality? Will it be possible to measure the number and depth of healthy
responses to literature versus appearance of delusional responses? What is the role
of communication, of empathy, of evocativeness, of creativity, of trust, of morale
building and of beauty in relation to bibliotherapy and how can these be tested? (p.
211)

Although many authors, including Altmann and Nielsen (1974), Hynes (1978),

Wahlstrom (1982), Putney (1987), and Cohen (1993) have documented the need for

practical training models, the fact remains that formal training in bibliotherapy is difficult

to obtain. At present, theory and practice are poorly articulated, and "formulations

regarding the nature and use of bibliotherapy tend to be fragmentary" (Zaccaria, Moses, &

Hollowell, 1978, p. 1 16). The paucity of training opportunities, however, in no way
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disconfirms the findings that classroom teachers of adolescents can be effective

practitioners and able proponents of therapeutic literature.

Teachers who are desirous of using bibliotherapy within a developmental

framework require introductory information on some of the various ways in which

bibliotherapy has been conceptualized. They need to be knowledgeable about the

theoretical aspects and process of bibliotherapy, and to possess an awareness of its

limitations and possible contraindications for use. An awareness of the wide range of

adolescent literature and the criteria for selection is mandatory. Hynes and Hynes-Berry

(1986) also recommend that training workshops take place within a group setting as

experiential or participant learning can significantly impact the individual's

understanding of the bibliotherapeutic process.

Purpose of the Study

The purpose of this study is to provide classroom teachers with some fundamental

information about bibliotherapy in order to clarify the objectives, rationale, research, and

implemental aspects of the bibliotherapeutic process. With regard to expressed concerns

that the research in bibliotherapy is not empirically grounded, numerous studies have

been completed that indicate probable, positive effects. In addition, those who are

skeptical about classroom bibliotherapy fail to appreciate that any type of interaction

between an adolescent and her teacher will have an effect on the individual adolescent's

personal and social development. It is important for teachers to have a basic knowledge

about bibliotherapy, its definitions, its process, its goals, and how it has evolved into a

classroom technique. Where the practitioner is a teacher, bibliotherapy can be used as a

natural part of the classroom cuniculum in meeting the developmental needs of children
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and adolescents. Its intuitive appeal is partly attributable to the fact that it is not an

extrinsic method, but rather, takes advantage of an already existing situation.

Bibliotherapy intersects well with the curriculum, in part, because the environment

supports reading and discussing what is read. Thus, bibliotherapy is a particularly

effective technique to use with adolescents, for it provides them with opportunities to

explore developmental issues from a safe affective distance.

Training is considered necessary for classroom teachers in order to eliminate the

confusion caused by numerous definitions, audiences, and contexts. There will be less

chance of misuse if teachers are better informed. Manv teachers need to develoo new

skills in using children's literature and require guidance in order to use literature

therapeutically. It is important for teachers to be aware that they are partly immersed in

the first step of the process when they choose texts appropriate for a child or adolescent's

developmental level. A good teacher already possesses important skills called for in

bibliotherapy, and will have likely developed a productive rapport with the group and a

trusting relationship with individual adolescents. Teachers currently choose books on the

basis of appropriateness; therefore, bringing insight into the selection process can only

enhance the outcome. As interest flows from involvement, there is an assumption that the

increased use of bibliotherapy will ultimately facilitate improved research design.

Interventions can be designed at the primary, secondary, or tertiary levels, with the

third or tertiary level reserved for the deeply troubled adolescent. As all adolescents

require occasional help with issues related to normal development, it has been argued that

the only way to ensure that all members are reached is through the use of the primary or

preventive model. Gold and Gloade (1988) surmise that "an important focus of
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bibliotherapy may be in its application as a primary contributor to the prevention of

emotional dysfunction by pre-stress simulation and consequent inoculation, and in the

support of normal human development" (p.243).

Chapter Summary

Informed teachers can use bibliotherapy appropriately in school settings with

adolescents. A review of the literature shows that teachers are in a pivotal position to

transform the developmental issues facing their adolescent students, as they possess the

knowledge and experience necessary for working in a developmental context. An

important component of the bibliotherapy program concerns the teacher's ability and

willingness to work in a consultative and collaborative manner with the school's mental

health professionals, such as the school psychologist and school counselor. The guide,

which is included in the final section of this thesis, highlights what are felt to be the most

relevant concerns for teachers who are considering using bibliotherapy in a

developmental context.



CHAPTER TWO

REVIEW OF THE LITERATURE

This chapter provides a brief historical overview of the literature and research on

bibliotherapy. This review together with the evolving definitions of bibliotherapy is

intended to aid the reader in understanding its status. The chapter explores various aspects

of clinical bibliotherapy, which distinguish it from developmental bibliotherapy. It

examines the psychological basis underlying the practice of bibliotherapy, and describes

the primary goals of the technique. The theory of constructivism is briefly explained with

an aim to providing a possible unifying framework for the prospective practitioner. The

final portion addresses what is indeed a broad undertaking-the call for teachers to reflect

on their own practice and to consider their theoretical orientation or approach toward

teaching and learning. The chapter concludes with implications for school clinicians,

including psychologist and counselor, thereby highlighting the significance of

collaborative practice among professionals working within the very challenging area of

adolescent education.

Historical Overview and Definitions of Bibliotherapy

The hallmark of any culture resides in its use of written language; history, in fact, is

marked by the emergence of literary societies. The advent of writing allowed man to

record his doings, his achievements, and his beliefs (H. E. Barnes, 1965), and as the chief

vehicle for the transmission and preservation of culture, written language provides a clear

means of distinguishing one culture from another. Rubin (1978b) maintains that the use

of literature for life enhancement is a widespread factor in certain cultures, which makes

them "distinctively different" from those that lack this attribute (p. vii).

l5
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It is an indisputable fact that "written words have influenced the decisions, attitudes,

and behaviours of mankind since the beginning of recorded history" (Pardeck, 1989, p.

215). Furtherrnore, anthropological evidence, which predates written records, suggests

that poetry in the rudimentary form of spells, exhortations, and rites of exorcism was

incorporated into the earliest Stone Age healing rituals (Leedy, 1985). As literary

inhabitants of a post-modern society, this statement is congruent with our own experience

and intuitive understanding, and we accept as self-evident, the fact that literature holds at

its core a remarkable potential to alter, modify, and at times, transform our very thoughts,

feelings, and actions.

The ancient societies of Egypt and Mesopotamia, which set up the cultural and

intellectual signposts for the rise of Hellenic civilization (H. E. Barnes, 1965),

recognized, as did the Roman, Hebrew, Etruscan, Arabic, Teutonic, and Celtic cultures-

that poetry holds an important place in all medical programs. læedy (1985) informs us

that,

evidence bears witness to the surviving place of poetry in medical practice in
disparate areas across the globe-in Siberia and the Orient, in Polynesia, Australia,
Africa, and among the Amer-Indians and the Eskimos. The identification of poetry
with healing is still in evidence among peasant and surviving primitive
communities. (p. xix)

Although of mysterious origin, Ancient Greek (and European) literature is said to

have begun with the Homeric epics, which assumed the Ionic dialect about 1000 BC, and

were recorded approximately two hundred years later, marking at the same time, the end

of tribal society (H. E. Barnes, 1965). Virtually all contemporary literary forms have their

origins in Hellenic culture. From the Greeks, we have derived historical writing, literary

criticism, the scientific monograph, rhetoric, lyrical poetry, the pastoral, the philosophical
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dialogue, the tragic drama and comedy, the character sketch, and the oration (H. E.

Barnes, 1965). We believe that Aristotle attributed the healing power of art, literature, and

the theatre, to the arousal of emotions during engagement with the art form. The

structured intent of the great tragedies of Euripedes, Aeschylus, Sophocles, and

Aristophanes was to induce within the audience a purifying or purging of negative

emotions (such as fear or pity), and to bring about spiritual renewal through the process of

catharsis-a term currentlv in wide usase.

As one of the first cultures to associate books with mental health. ancient Greece

produced extensive testimonials to the power of literature. 'Weingarten (1964) states that

the Greeks considered the training of character to be a "paramount objective", and they

used myths, legends, and great poetry "to mold the values of the young and to present

them with models for emulation" (p. 481). According to Plato, literature was one of the

means through which character development could be enhanced. The term

"bibliotherapy" attests to its early Greek origin-"åiblion" translates as book, whereas

"oepatteid' (Rubin, l9'18a, p. xi) and "therapeia" (Howie, 1983, p. 288) have been

offered as alternative root words for healing. "Biblio" literally means "of the Bible".

Libraries were envisioned as repositories of spiritual medicine; the oft-quoted inscription

above the archway at Thebes reads, "The Healing Place of the Soul", and is reminiscent

of those words above the entrance to the Alexandrian library. During the era of pre-

Christian Egypt, Alexandria was a renowned centre of learning; its library carried the

Greek words, "Medicine of the Mind", alternatively translated as, "A Sanatorium for the

Mind", or "Nourishment for the Soul" (Rongione, 1978,p.268).

These surviving epitaphs not only vividly portray the belief in the curative power of
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words, but also indicate that these beliefs were interwoven within the tapestry of everyday

life. Monroe (cited in Rubin, i978b) states that,

The use of literature for its therapeutic effect is instinctive in poets, dramatists,
novelists. Ancient Greek tragedy's structure to produce catharsis in the audiences of
the day was self-conscious and is widely understood. ...Bibliotherapy, however, as

the more precisely directed reading to assist in the resolution of specific human ills,
is a more recently emerging use of literature. As yet it has not won a widespread
recognition, nor has it yet demonstrated the precision to which it aspires. (p. vii)

Similarly, the Romans associated reading with medicine. Aulus Cornelius Celsus,

an encyclopedist, recommended that patients read the works of distinguished orators in

order to enhance their mental functioning (Brown, l9l5). Quintilian determined that the

merits of Homer and Vergil could benefit youth, even if the youth expressed difficulty in

understanding the great epics of their time. He wrote, "In the meantime, let the mind of

the pupil be exalted with the sublimity of heroic verse, conceive ardor from the

magnitude of the subject, and be imbued with the noblest sentiments" (Vy'eingarten,7964,

p.481).

Within the Judaeo-Christian tradition, the Bible has served as inspiration via the

"sensuous love songs of David, catharsis in the story of Joseph and his brothers, and

instruction in the life and moral teachings of Moses and Christ" (Katz & Watt, 1992,p.

i73). These early civilizations reasoned that literature could perform an essential function

in shaping the values of their youth; the primary objective of the classics was to inculcate

and direct the development of character.

One of the first accounts of the use of books for treatment surfaced in the Middle

Ages. In 1272, the Al Mansur Hospital in Cairo provided readings of the Koran as part of

their medical program, which served as an early model for the inception of institutional
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libraries. The inspiration underlying the provision of books in both mental and penal

institutions has been attributed purely to spiritual dedication.

Although the term bibliotherapy was not yet applied, eighteenth century Europe

witnessed the introduction of moral treatment for the insane, with reading being but one

example. According to Katz and Watt (1992), it was during this period that humanitarian

campaigns spearheaded by Pinel in France, Chiarugi in ltaly, and Tuke in England, were

effective in shaping a new treatment approach toward the mentally ill. Books as well as

medications were prescribed in the Crithon Asylum in Scotland, and British patients were

encouraged to borrow from subscription libraries. As one of the many examples of moral

reform, reading was deemed important because it was considered an important form of

psychotherapy, second only to physical exercise for its curative efficacy (Brown, 1975).

By the end of the eighteenth century, libraries were an essential feature of the most

prestigious mental institutions in Europe-a trend that was to spread to American

institutions by the beginning of the nineteenth century.

Rush, a physician, is often cited as the first person in America to recommend

reading for the sick and the mentally ill (1802-1810). He opposed the view held by Tuke

and others that the reading of fiction could cause, rather than alleviate, mental illness. His

text of 1812, Medical Inquiries and Observations upon the Diseases of the Mind, was

highly influential in shaping the practice of psychiatry in the United States. It directly

advocated the use of imaginative literature and Biblical passages. Rush emphasized that

all prescriptive reading must take into account the specific needs of the individual.

Material, ranging from news media to scholarly or scientific texts, was considered

appropriate provided it took into account the medical (physical), educational, and mental
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status of the patient. By 1850, Rush had articulated some basic principles regarding book

selection, which are still relevant to contemporary practice.

Galt's seminal article (1846) and essay on bibliotherapy (1853) listed several

compelling reasons why reading could be of benefit to mental patients. He recommended

reading "to occupy the mind and impart instruction, to render the patients more

manageable, and to permit the hospital administration to show a kindly disposition

towards the mentally ill" (cited in Katz & Watt, 1992,p.174¡. Galt's writings were said

to be the first detailed treatment of the theory and practice of bibliotherapy (Brown,

1915). As a physician, Galt emphasized that a book ought to be uniquely suited to the

needs of the patient; in fact, he felt this match to be as critical as that of medication for

the alleviation of physical symptoms. Additionally, Galt stressed the importance of

establishing a sufficiently large collection of books to satisfy all case requirements, and

insisted that expert guidance and supervision be readily available. The relevance of such

criteria to current practice is evident. Brown (1975) reports that library services of this

period were surprisingly extensive and sophisticated, and, in some cases, surpassed those

of modern day institutional libraries.

Pardeck (1990a) states that bibliotherapy did not "emerge as a recognized treatment

approach until the turn of the 20th century" (p. 230). Thus, in spite of the awareness of

ancient societies of the inherent therapeutic potential of literature, it was not until the

early 1900s that bibliotherapy was instituted as a "formalized therapeutic technique in

America" (Riordan, Mullis, & Nuchow,1996, p. 169). In 1904, bibliotherapy was

inaugurated as an aspect of librarianship when Jones became the first qualified librarian

to use books in the treatment of the mentally ill. As administrator of the Mcl-ean libraries,
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Jones assumed a leading role in the therapeutic employment of literature (Brown, 1975,

Rubin, 1978b). In a 1916 article, Crothers stated that "bibliotherapy is such a new science

that it is no wonder that there are many effoneous opinions as to the actual effects which

any particular book may have" (p.295). The lack of a consensual definition for

bibliotherapy, coupled with misunderstandings about the therapeutic benefits of literature,

have resulted in both confusion, and generalized discontent regarding the technique. The

lack of a scientific framework was good cause for dismissing the procedure in its entirety.

\ù/orld War I provided a major impetus for the development of bibliotherapy in

America, as the term had come into use one year before the Great'War. Once the war was

over, the U.S. Veterans Bureau established libraries in all army hospitals. Since that time,

the Veterans Administration (VA) has played a prominent role in bibliotherapy. Schwab,

a neurologist, and Green, a librarian, collaborated on an article entitled "The Therapeutic

Use of a Hospital Library", in which they provided a conceptual account of bibliotherapy

(Salup, 1978,p.4).

Pomeroy, a librarian, published the results of 1,538 case studies involving veteran

survivors. She concluded that it was the hospital librarian's duty to "aid the physician in

the recovery of his patient" by bringing the patient into a more contented state, and thus

more amenable to treatment (1918, p. 6). The veterans of V/orld War I played a

touchstone role in promoting the efficacy of therapeutic reading, as a vast number of them

had been left "broken in body and spirit" (Peterson-Delaney, 1978, p.35). In speaking of

men blinded by war, Peterson-Delaney announced that the Library Department for the

Blind "has brought light to men who have been shut out by darkness and has given them a

desire to take an active part in life....aiding them in their adjustment to present conditions
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and fostering hope for a future" (p. 35). Peterson-Delaney's work became the model for

other bibliotherapists working in Veterans Administration hospitals with men who had

been left to deal with the aftermath of war (cited in Salup, L978, p. 4).

In 1928, Starbuck's Guide to Children's Literature for Chøracter Trainirzg was the

first publication of the Institute of Character Research at the University of lowa. The

Institute's plan hinged on a dynamic method of instilling moral precepts through art,

music, and literature, rather than through the usual didactic aspects of the curriculum.

Booklists, representing the first major bibliography categorized by character needs, were

compiled by grade level, genre, moral situation, and specified goals (Rubin, 1978b).

According to Rubin (1978a), the concept of bibliotherapy really came into its own

during the 1930s. She states that the number of published articles tripled, with the

majority published in fields outside of library science. Most of them dealt with

hospitalized patients. As they were staunch proponents of the bibliotherapeutic

movement, Drs. Karl and William Menninger continued the tradition of employing

bibliotherapy at their Minnesota clinic. Their study coincided with the beginning of

bibliotherapeutic research (Brown, 1975), and their input was highly influential in

establishing the technique as an important treatment approach in the fields of psychiatry

and psychology (Pardeck, 1990a). A five year study led the Menningers to conclude that

bibliotherapy had three fundamental purposes. Education served the primary purpose of

reading. It provided "a source of information, to encourage the individual to invest some

interest outside of himself, to establish or to assist the patient in maintaining contacts

with extemal reality, and to gain insight into the nature of his problem" (Menninger,

1978, p. 15). The second goal of bibliotherapy resided in its ability to bring about simple
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gratification or enjoyment. The third goal consisted of helping the patient to identify as

part of a larger group or social order thereby lessening feelings of isolation. The results of

bibliotherapy were partly attributed to recreational and social values inherent in reading;

further benefits were achieved through the processes of identification (including

proj ection), stimulation, and narcissistic gratificati on.

As a result of bibliotherapy's historic affiliation with the medical profession during

the 1930s, the field was dominated by institutional/medical applications of the theory as a

therapeutic adjuvant promising emotional relief to acutely and chronically impaired

patients (l,enkowsky,1987). Somewhat ironically,library journals reported the results of

bibliotherapy with psychiatric patients before they were published in journals of

psychiatry or psycholo gy. Katz and Watt (1992) attributed this situation to the fact that

"literature is not a first order response to psychiatric symptoms" (p. 174).

Bryan, referred to as the "foremost bibliotherapy theoretician of the i930s" (Rubin,

l9'78a, p. 4), published two classic articles in 1931, and wrote a1939 article entitled,

"The Psychology of the Reader". In the latter article, Bryan (1978) rejected the

mechanistic theory of behaviour on the grounds that it oversimplified human nature, and

commented on the "customary lag" between the findings of science and "their application

to educational practice" (p.24). Bryan provided the example of a child acquiring reading

skills by, "first perceiving patterns and meaningful relationships and then proceeding to

analysis" (p.24). However, she maintained, this scientifically derived principle has not

been adequately applied when it comes to understanding "the effects of reading and its

tremendously important role in the educational process" (p. 24). Bryan asked, "If

synthesis should precede analysis in the development of a perceptual skill, such as
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reading, why not in the acquisition of knowledge and in the development of the ability to

think" (p.2$? Subsequently, Bryan recommended the use of guidance to assist the reader

in obtaining insight into the nature of the world's problems. She felt it would help the

individual "retain his emotional and intellectual balance while values and standards shift.

change, and disappear" (p.26).

Notwithstanding the fact that Bryan's article is almost 60 years old, the issues raised

regarding practice are as compelling and as relevant to modern day practice as they were

in her time. She dismissed outright the scientific, mechanistic model for the manner in

which it fragments our understanding of the individual person. Essentially, Bryan asked,

if the child acquires reading skills by perceiving patterns and meaningful relationships,

which are then followed by analysis, why do we not apply this guiding principle, when it

comes to understanding the effects of reading on the child? She emphasized the fact that

insight derived through reading assists the reader in developing resilience in the face of

rapid change and loss. In answering her own question, "Can there be a Science of

Bibliotherapy?" Bryan replied in the affirmative when she stated that "the field already

had a philosophical justification, a working hypothesis, and a definition" (cited in Rubin,

1978a, p. 4). At the same time, she conceded that bibliotherapy was in dire need of

experimental research and scientifically qualified researchers. Some two decades later,

Russell (1952), in agreement with Bryan's philosophy, declared "teaching is an art, and

good teachers have never waited for scientific verification....Teachers are becoming more

concerned, not with the mechanical process of reading, but with the effects of reading"

(pp. 195-196).

An important milestone in the history of bibliotherapy occurred in 1939, when the
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Hospital Division of the American Library Association established the first committee on

bibliotherapy, which promoted it to official status within the field of librarianship. The

first definition of bibliotherapy appeared in Dorland's Illustrated Medical Dictionary

(1941) as, "the employment of books and the reading of them in the treatment of nervous

disease". Although the simplest definition possible is the use of books for healing,

numerous definitions have appeared over the years, ranging from the "simple to quite

complex" and from the "very broad to narrowly specific" (Doll & Doll, 1997, p. 6). In

i940, Twyeffort defined bibliotherapy as:

an aid to treatment which aims at the acquisition, through reading, of a fuller and
better knowledge of oneself and one's reactions, resulting in a better adjustment to
life. It also connotes "the relief of suffering by the psychological processes induced
by reading". (1978, p. 60)

This definition is considered something of an historical transition in the use of the

term, as it addresses bibliotherapy outside of the clinical context. Twyeffort suggests that

the ultimate results of therapy depend upon the patient's ability to attain true insight-an

emotional as well as intellectual appreciation of the cause of illness. Gottschalk (1978)

states that bibliotherapy is simply "a means of psychotherapy through reading";

nevertheless, he stresses the futility of relying on it as a sole tool of intervention. Its value

as a tool in hastening therapy, however, is undeniable (p. 48).

The next three decades produced many more publications and some significant

research. Rubin (1978a) relates that by 1950;there were more than 400 published journal

articles on bibliotherapy with many of them focusing on methodology and research. In

7940,l-nnrow published a major bibliography, specifically linking it to the perceived

emotional needs of the reader. The American Council on Education published the first
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edition of Reading Ladders for Human Relations in 1947, which tailored its bibliography

to meet the needs of youth. In the fifth edition of Reading Ladders for Human Relations,

Combs (cited in Reid, 1972) makes a case for using the curriculum as a way of

investigating the important, yet often neglected, affective dimension of development.

Combs writes:

If we would prepare youth properly for the human world they must live in and for
the human problems they must solve, the curriculum.. ..must provide students

opportunities to explore human questions. Vital questions of values, beliefs,
feelings, emotions, and human interrelationships in all forms must be integral parts

of the curriculum. (p. 28)

The literature of the i940s marked the beginning of the psychodynamic approach as

a way of exploring the underlying philosophical and psychological bases of bibliotherapy.

By the 1950s, the social and behavioral sciences were at a crucial point. This era

witnessed a burgeoning interest in psychology in general and therapies in particular.

Hence, one might speculate that it was during this period that bibliotherapy entered

mainstream consciousness. During the late 1940s and early 1950s several dissertations on

bibliotherapy were completed.

The seminal work of Shrodes, considered one of the most important contributions

of the period, is often cited as having laid the theoretical groundwork for much of present

day theory. Her 1950 doctoral dissertation, entitled, "Bibliotherapy: A Theoretical and

Clinical-Experimental Study", was based on fundamental principles of psychotherapy.

Shrodes theorized that the dynamic process of reading resulted in an aesthetic experience,

one that was congruent in both substance and function with the major phases of

psychotherapy. She drew a parallel between the emotional or aesthetic experiences, which

occurred during bibliotherapy, and the primary stages of psychotherapy (Fuhriman,
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Barlow, & Wanlass, 1989). Monroe and Rubin (1974) state that the "similarity of

response to both books and psychotherapy permits the two techniques to interact with and

facilitate each other to the mutual advantage of patient and therapist" (p. 5). In discussing

the therapeutic use of literature, Shrodes (1978b) highlights the significance of attaining

insight:

In addition to the fact that imaginative literature facilitates identification and
permits both a re-living of old experiences and a symbolic expression of forbidden
or unused emotions, all of which are contributory to the progress of therapy, in
exercising these necessary functions, it also contributes to the achievement of
insight. In addition to understanding emotionally as well as intellectually one's own
motivations and those of persons intimately connected with one, what does insight
signify? It implies areeducation of one's emotions. (p. 110)

The work of Shrodes had a remarkable and far-reaching impact upon the field of

bibliotherapy, and was perceived by some as the first major effort to put the subject into

perspective (Beatty, 1962).In 1950, Russell and Shrodes defined bibliotherapy as, "a

process of dynamic interaction between the personality of the reader and literature-

interaction which may be utilized for personality assessment, adjustment, and growth"

(1950a, p. 335). Shrodes (1955) subsequently revised the definition to read, "a process of

dynamic interaction between the personality of the reader and imaginative literature

which may engage his emotions and free them for conscious and productive use" (p. 24).

Shrodes maintained that reading is similar to all other functions that engage the total

personality; what is notable about the experience of reading is that "we perceive in

accordance with our needs, goals, defenses, and values" (p.24).Russell and Shrodes

(1950a) cautioned that the interaction between the literature and the individual may or

may not take place, explainable, in part, because identification does not necessarily lead

to insight.
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ln 1951, Hartman published her dissertation, which explored the use of imaginative

literature as a projective technique. She felt that literature could embody the

psychological field of her subjects, and observed that the potential for therapeutic gain by

noting the basic elements in the subject's responses. The bibliotherapeutic research of the

1950s and 1960s was particularly relevant, as the theses and dissertations of this period

were to serve as harbingers that would announce the advance and significance of this

emerging field of study. The enormous potential of bibliotherapy was evident to

therapeutically minded practitioners operating within and across a host of diverse

disciplines.

During the 1950s and the 1960s, applications of bibliotherapy expanded beyond the

boundaries of the medical establishment. If bibliotherapy had a legitimate place as a

therapeutic tool with the mentally ill, it stood to reason that it could be applied in a less

restrictive fashion with the "mentally well"-those whose problems were related to issues

encountered during the normal stages of growth and development. From the 1950s to the

1980s, numerous articles appeared in psychiatric, psychological, and rehabilitation

journals advocating the use of bibliotherapy across a wide range of settings, all of which

were geared to facilitate healing (Katz &'Watt, 1992).

As noted by Fierman and Fierman (1978), the majority of articles on bibliotherapy

refer to its use in psychiatric practice. Paradoxically, the non-medical authors outnumber

psychiatrists in contributing to the literature. Many psychiatric texts made no reference

whatsoever to bibliotherapy, presumably for the reason provided by Katz and Watt

(1992)-namely, that "literature is not a first order response to psychiatric symptoms" (p.

174). Fierman and Fierman remarked that the articles varied substantially in both content
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and principle, presumably making it more difficult to delineate the crucial element of

therapy. It is in this respect, note Fierman and Fierman, that "the problems of research in

bibliotherapy are inseparable from those of psychotherapy and social interaction"(p. 139).

The emergence of the social and behavioral sciences in the 1960s effected the

attitudes of interested librarians and educators who began using bibliotherapy in a less

clinical way within the school setting. Developmental bibliotherapy, which coincided

with the emerging social sciences, used both imaginative and didactic materials with

groups of "normal individuals" to promote normal development and self-actualization

(Howie, 1983, p. 289). The fact that bibliotherapy was now being applied to non-clinical

populations led to the formulation of definitions that departed somewhat from the strict

medical or clinical orientation (Putney, 1987).

First published in 1967, Webster's Third New International Dictionary provided the

following definition of bibliotherapy, "the use of selected reading materials as therapeutic

adjuvants in medicine and psychiatry; also,litalics addedl guidance in the solution of

personal problems through directed reading". This definition, which received official

acceptance by the American Library Association in 1966, was significant in establishing

the fact that bibliotherapeutic practice no longer resided within the exclusive domain of

medicine. Also of relevance is the fact that this definition clearly states that bibliotherapy

is not a cure in itself; rather, it is to be regarded as an "adjuvant" or facilitator of

treatment (Bemstein, 1983). In the same year (1961), the Random House Dictionary

defined bibliotherapy as, "the use of reading as an ameliorative adjunct to therapy".

The entire issue of the l962journal, Library Trends, was devoted to the topic of

bibliotherapy, with the intention of clarifying some of the more contentious issues, as
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well as denoting the importance of the approach (Monroe & Rubin, 1914).In 1964, a

similar undertaking led to the first national bibliotherapy workshop, which served as a

base "from which the Trends issue was used to further explore the potentials of the field"

(Monroe & Rubin, 1974,p.6). Meanwhile, Hannigan and Henderson devised an

exemplary project employing bibliotherapy to assist young drug addicts who were nearing

parole; the program was clearly successful. They reported their results using the case

study research method.

In 1969, Jack I-eedy founded the Association for Poetry Therapy (APT), and

published two edited texts on the topic. Poetry therapy and bibliotherapy are terms used

synonymously to describe the intentional use of poetry and other forms of literature for

healing and personal growth. Harrower (1978) credits l-eedy with introducing "the first

systematic presentation of poetry in therapeutic sessions, of the use of poetry as a means

of communicating between therapist and patient" (p. 165). Two different modalities are

subsumed under the classification of poetry therapy: poetry that is read, and that which is

written. Although considered a relative newcomer, Hanower claims that poetry therapy is

perceived as "one of the many ways in which insight can be reached, and inner growth

achieved" (p. 171). Hynes and Berry (1986) insist that both mediums are "synonymous in

most critical respects", as "both emphasize the importance of the interaction between the

triad of literature-participant-bibliotherapist as well as the use of creative writing as

material" (p. l2). Hynes and Berry prefer the use of the term bibliotherapy, however,

because they regard it as more inclusionary.

In 1969, the Dictionary of Educøtion provided the most comprehensive definition to

date extolling bibliotherapy as:
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the use of books to influence total development, a process of interaction between
the reader and literature which is used for personality assessment, adjustment,
growth, clinical and mental hygiene purposes; a concept that ideas inherent in
selected reading material can have a therapeutic effect upon the mental or physical
ills of the reader (cited in Bernstein, 1983, p. 19).

The Poetry Therapy lnstitute, established by Lerner in 1973, used poems as the

basis for both diagnostic and therapeutic sessions. In 1979 lærner wrote:

At the highest level of endeavor both poetry and therapy are arts complementing
each other through metaphor, simile, insight, thought, spontaneity, and honesty of
feelings. The experience of bringing poetry and therapy together offers the
opportunity of recharging our emotional batteries, and the possibility of reaching
deep layers of feeling with a rich and powerful tool. This actually means the
meshing of the unconscious with the conscious, truly leading to a consciousness-
raising experience. Poetry, whatever else it may involve, contains a mystique of
shedding light in dark places when we least expect such to occur (p. V2-la3).

The term bibliotherapy has met with much resistance over the years. Some have

deemed it too broad a designation. Rubin (1978b) agrees that the suffix "therapy" is

unfortunate, and attributes the term's lack of acceptance to the fact that therapy is often

associated with the notion of cure. In order to avoid the connotation of therapy,

practitioners began using terms such as bibliocounseling, biblioeducation, and

bibliopsychology. In addition, terms such as "bibliodiagnostics" have been used

specifically for assessment purposes, while "biblioprophylaxis" has been used to describe

the preventative use of literature. Although all of the above encompass the literal

definition of bibliotherapy in some form, the two latter terms rarely appear in the

literature (Sclabassi, 1973). Activities termed "therapies" are avoided for additional

reasons, some of which include-the interpersonal power structure of therapy and the

exalted position of medical doctors in society. Still, others are concerned about the

political ramifications of therapy. Ultimately, Rubin maintains, it is the nomenclature that
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alienates people, not the use of literature for obtaining insight.

Conversely, other critics have argued that the term bibliotherapy is too narrow; they

argue that "therapy" constrains its application, and have offered broader alternatives such

as "biblioguidance", "bibliocounseling", or "library therapeutics". ln addition, criticisms

are lodged against the use of the prefix "biblio" because it is perceived as too limiting in

this age of multimedia. Rubin (1978b) suggested that, "All types of audio and visual

materials can, and should, be used to promote self growth" (p. 8). The terms "tutorial

group therapy" and "literatherapy" were introduced in order to avoid the narrow

perception which inheres in the older designation.

Shiryon (1977) introduced the term "literatherapy" primarily to emphasize the

literary-imaginative trend, rather than the merely informative-didactic approach.

Literatherapy does not obligate the patient to read; thus, one can tell oral stories or

anecdotes, using them as the basis for discussion and insight. Ultimately, the goals and

basic techniques of poetry therapy, literatherapy, and bibliotherapy are equivalent,

differing only in semantics and details (Monroe and Rubin, 1974). Sartre has commented

that, "for the writer of prose, the words are a means, like a window glass, through which

one is shown the world. For the poet, the words are like a mirror, in which the world is

captured" (cited in Shiryon, 1977 , p.77).

Bibliotherapy flourished during the i970s, evolving into a full-scale movement that

profoundly impacted the publishing of child and adolescent texts used by school

librarians and teachers (Butcher, 1980). Numerous ventures and publications in

bibliotherapy ensued, including an extensive survey of the literature by Brown. In her

summary, Brown (1975) concludes that bibliotherapy has not yet taken its "rightful place
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in current practice as a distinct science or art" (p. 3aÐ. She attributes this state of affairs

to three fundamental obstacles, namely, a lack of training opportunities, a lack of recent,

empirically derived research, and the perceived reluctance of various disciplines to work

collaboratively. The debate as to whether bibliotherapy should be considered an art or a

science is ongoing, with the answer depending entirely on who is doing the questioning.

Brown reasoned as follows:

The prescription of reading in the treatment of actual mental or physical illness may
be regarded as the science of bibliotherapy; whereas the attempt to remedy
personality defects or help an individual solve personal problems through the proper
reading suggestions given by a librarian or other individual outside the medical
field, can be regarded as the art of bibliotherapy. (p. 4)

Rubin (1978b) suggests that attempts to distinguish the art of bibliotherapy from the

science of bibliotherapy have no practical value in segregating its medical and non-

medical usage. She maintains that a procedural approach is required regardless of the

context in which bibliotherapy is used. Scientific research and evaluation are needed in

order to understand the effects of individual variables. These include the specific effects

of reading in specific situations, the effects of intuition on book selection, the importance

of the therapist's knowledge, personality, skills, and training, as well as interactions of all

three variables.

Rubin (1978b), who authored Bibliotherapy Sourcebook and Using Bibliotherapy:

A guide to Theory and Practice, defines bibliotherapy as "a program of activity based on

the interactive processes of media and the people who experience it. Print or non-print

material, either imaginative or informational is experienced and discussed with the aid of

a facilitator" (p.2).She suggests that this concept allows for group work in either

institutional or community settings, and can include one or more professionals. The
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objectives can range from "insight into normal development or changes in emotionally

disturbed behaviour" (p. 2). Zaccaria, Moses, and Hollowell (1978) employ a

conceptually broad definition when they state:

Bibliotherapy is more than a technique. It is an expression of a conception of man
that envisions the individual as a unique and purposive being who strives for better
mental health and personal adjustment. Bibliotherapy is an expression of a
therapeutic, or rehabilitative stance which focuses upon both psychological maturity
and general mental health. Bibliotherapy is an expression of a philosophy and an

adjunctive type of helping relationship in which the practitioner attempts to help the
student (or client) to maximize self-development through the media of didactic and
imaginative literature. (p. 117)

By the 1980s, the use of bibliotherapy with groups of normal children and youth had

become widespread and well established. What, in fact, was emerging, was an

appreciation of the speculative value of children's literature-that is, the ability of

literature "to afford consequence-free opportunities to try on different solutions, different

roles, and approaches to life" (Rovenger, 1988, p. 45). Literature provides models of

behaviour, which Bettencourt et al. (cited in Rubin, 1979) suggests need not be "right " or

"normal", but must be "real enough" to involve the emotions as well as the intellect.

Authentic material enables the group to find a focus. Howie's 1983 definition emphasizes

the role of emotion:

Many people will have experienced the power of literature or other art forms to
offer new insight, to provide sources of identification, to stir the emotions, and to
release feelings litalics addedl. In line with its current usage, bibliotherapy can be

broadly defined as a technique whereby the worker seeks to utilize these interactive
processes therapeutically so that those experiencing the literature or other form of
media can be helped towards preventative, remedial and/or developmental goals.
The literature can be either imaginative or didactic. (p.287)

Some authors contend that bibliotherapy is not effective unless it is accompanied by

activities specifically designed to elicit insight. Hébet (1991) states that successful
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bibliotherapy is linked not only to discussions, but also to counseling, and other activities

that follow the reading, such as role playing and creative problem solving. Pardeck (1994)

maintains that there is near universal agreement among practitioners that discussion

and/or counseling accompany bibliotherapy, either of which is an appropriate activity for

most adolescents.

Self-Help Literature

Another aspect of bibliotherapy found within mental health journals is that of the

"self-help" literature. Typically, self-help materials are used with clients identified as not

functioning well at the socio-emotional level (Glasgow and Rosen, 1978). There is an

increasing trend among behavioral therapists to translate their treatment into written self-

help materials using a variety of cunently popular techniques, such as Gestalt, rational-

emotive, transactional analysis, and hypnotic procedures. Glasgow and Rosen's review

was limited to treatment programs taking a behavioral approach, which entails modeling,

aversive conditioning, desensitization, or operant techniques. The authors comment that

the validation of self-help programs remains extremely variable.

Glasgow and Rosen (1978) distinguish among varying conditions established by the

behavior therapy manuals based on varying degrees of therapist contact. These conditions

include: self-administered, minimal-contact, and therapist-administered programs that

parallel similar treatment groups in well-controlled studies-which are, no-treatment

control, a placebo group, and therapist-directed programs. According to Rosen (1987,

cited in Doll & Doll, 1997), there are times when directed reading takes the place of face-

to-face therapy. This may involve a simple contractual obligation on the part of the client

to read the therapist-recommended book. Conversely, discussion might precede reading in
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order to identify the nature and extent of the client's problem, to monitor for

comprehension and compliance, and to ensure that recommendations are successfully

implemented. ln Cohen's view (1994), bibliotherapy might consist simply of a manual or

book of programmed instruction with little or no client-therapist interaction.

Nonetheless, owing to the mixed outcome of many studies, Riordan and V/ilson

(1989) determined that "the clearest and most consistent promise for effectiveness of

bibliotherapy comes from the behavioral self-help research" (p. 507). They maintain that

behaviorally based reading material-undergirded by the philosophy of social learning

theory-appears to have met minimal empirical validation. In contrast, fiction, poetry, or

inspirational sources-best explained by psychodynamic theory-remain essentially

unvalidated, and are likely to remain so being less amenable to empirical scrutiny.

Numerous experimental approaches have made it difficult to make definitive statements

about the effectiveness of bibliotherapy. In many studies, bibliotherapy is used as a

competing treatment, without any specific theoretical rationale, or in combination with

other treatments. An insufficient number of well-desiened studies. which either isolate

bibliotherapy as a main treatment or covary it, 
"ff."tr'*ith 

other interventions, have

clouded outcome attribution.

At times, bibliotherapeutic routes appear limitless, constrained only by the

imaginative faculties and individual resources of the practitioner. As stated, the task of

evaluating these various diverse applications is onerous, given the myriad number of

contexts and the lack of a classification system for either subject or field of practice. A

standard nomenclature would make it possible to systematize the terms used in varying

contexts and allow for greater definitional precision. Studies that are more conclusive will
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have to depend on our ability to achieve what Cohen (1994) refers to as "conceptual

clarity, consistency in terminology, and a basic understanding of the phenomenon under

study" @. a2$.

Clinical versus Developmental Bibliotherapy

Of primary importance is to distinguish between clinical bibliotherapy and

developmental bibliotherapy, owing to persistent confusion regarding the criteria that

govern their separate applications. For example, Doll and Doll (1997) suggest that

bibliotherapy be viewed on a continuum. Clinical and developmental bibliotherapy

occupy the extremes, and the varying gradations of guided reading described in library

media and mental health publications fall between the two.

We try to unite these varying explanations by considering bibliotherapy as a

continuum: At its simplest, it can be the private and personal insight that a child
gains from a book or video, whereas the other end of the continuum represents the

urgent and complex type of therapy that occurs between the seriously disturbed
client and the highly trained mental health professional. To facilitate our dialogue,
this book uses Lack's terminology of developmental bibliotherapy to refer to the

former and her term clinical biblíotherapy to refer to the latter extremes of this
continuum. (Doll & Doll, 1997,p.7)

This conceptualization would be useful and easily understood were it not for the

fact that it equates developmental bibliotherapy with the simple assignment of reading

material. In attempting to simplify the confusion, which the authors attribute to the use of

diverse and wide-ranging terminology, the issue is further confounded. Developmental

bibliotherapy is not synonymous with the mere reading of a book. Doll and Doll's

conceptualization of bibliotherapy is useful in that it takes into account both the

variability and universality of children's needs. For example, they suggest that,

as bibliotherapy moves along the continuum from simple reading guidance to

comprehensive therapy programs, its intended audience shifts from typical children
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with their everyday problems and triumphs toward children with unique needs and
emotional vulnerabilities. Thus, depending upon the program and its intent, any
child or adolescent could be an appropriate participant in a bibliotherapy program.
(p'2)

Lindeman and Kling (1969) distinguish between types of bibliotherapy based upon

whether one is using it for the mentally ill, the maladjusted, or, as a curriculum measure

for meeting the needs of the normally developing child. As a truly interdisciplinary

venture, bibliotherapy is further influenced, and therefore defined, by the theoretical

perspectives of the practitioners, be they physicians, counselors, or teachers.

Owing to its long-time affiliation with the medical field, the clinical/counseling

mode of bibliotherapy requires a trained therapist in order to use imaginative literature

based on psychotherapeutic principles (lænkowsky, 1987). The use of developmental

bibliotherapy coincided with the emergence of the social and behavioral sciences some

three decades later. Developmental bibliotherapy employed both imaginative and didactic

materials with groups of "normals" to promote normal development and self-actualization

(Howie, 1983).

Rubin conceptualized bibliotherapy according to settings, leaders, participants,

techniques, and goals. In the process, she obtained three distinct classifications of

practice, namely, institutional, clinical, and developmental bibliotherapy (Howie, 1983).

Institutional bibliotherapy, a direct descendent of the psychiatric practice of the 1930s, is

no longer in vogue. As the name implies, it was conducted in hospitals and prisons using

both informational and insight-oriented literature (Bernstein, 1 983).

Opler (cited in Rubin, i978b) delineates four types of bibliotherapy: diagnostic,

clinical, developmental, and protective. "Diagnostic bibliotherapy" involves the use of
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reading materials to assess needs and personality, which in essence, is the same as

Hirsch's "bibliodiagnostics". Opler uses the term "protective bibliotherapy" to refer to the

use of reading "by a patient recovering from a mental breakdown in order to shield his

thoughts from the external world while recovery is progressing" (p. 3). Generally,

however, this form of bibliotherapy is no longer recognized.

Gladding and Gladding (I991) distinguish "reactive" from "interactive

bibliotherapy". They use the term reactive bibliotherapy to refer to the simple assignment

of reading materials to students in the hope that the reading will affect them in a positive

manner. In contrast, interactive bibliotherapy focuses on the processes of growth, change,

and healing, directly connected with the ensuing dialogue about the material. In order to

avoid further confusion, interactive refers specifically to process, and is not a type as

such. Both clinical and developmental practitioners are engaged in an interactive process,

afact that was not evident in Doll and Doll's description of practice.

In their 1986 guidebook entitled, Bibliotherapy-the interactive process: A

handbook, Hynes and Hynes-Berry establish that there are different schools of thought

about bibliotherapy. They use the term "reading bibliotherapy" to describe the healing

that results directly from reading (synonymous with reactive bibliotherapy), which was an

outgrowth of the librarian advisory services in the 1920s. Certain erroneous inferences

drawn from Shrodes' 1949 dissertation suggested that the specific selection of a book for

its therapeutic potential for that person was sufficient for healing to take place. Although

Shrodes associated the "critical interaction" with the manner in which the reader used the

content, the emphasis shifted to one of making appropriate recommendations. The

misinterpretation of her analysis resulted in equating bibliotherapy with the process of
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"prescribing books"-an activity which Hynes and Hynes-Berry (1986) would like to see

clearly differentiated, if not delimited, as "reading bibliotherapy" (p. 10).

In agreement with Rubin's definition of bibliotherapy, Hynes and Hynes-Berry

acknowledge that the critical factor in healing is intimately connected with the ensuing

discussion about the participant's emotional response to the literature. The therapeutic

dimension in "interactive bibliotherapy" is centered in the guided or facilitated dialogue

about the material. [n effect, a dual interaction takes place, involving the personal

meaningfulness or relevance of the story to the individual, as well as the dialogue that

revolves around the response. The reader, likely to confront authentic feelings through

dialogue, is able to achieve an entirely different level of insight. The significant factor

within interactive bibliotherapy is not the "raw feeling" in itself, but rather, the cognitive

recognition, analysis, and evaluation of the feeling response under the guidance of a

skilled facilitator. Hence, in both clinical and developmental groups, the involvement of

facilitator-guided dialogue is germane to the issue of centredness of healing. The major

connotations of therapy per se are relevant to both applications. An important distinction

arises concerning the use of dialogue within the two settings. The "basic techniques" used

to facilitate developmental bibliotherapy groups "are the same as those used in clinical

bibliotherapy, but the depth of the therapeutic probing dffirs" [italics added]. In

addition, the developmental bibliotherapist "often plays a less active role in the

discussion phase than is desirable in clinical groups" (Hynes & Hynes-Berry, 1986, p.

15).

Berry (1978) sought to analyze the field of contemporary bibliotherapy, with the

primary intention of distinguishing clinical bibliotherapy from educational or



41

developmental bibliotherapy. His findings suggest that,

the clinical version of bibliotherapy is a form of psychotherapy; it is practiced by a
wide range of mental health professionals including psychiatrists, psychoìogists,
social workers, counselors, ministers, nurses, art therapists and so on. It is a special
purpose technique for some...and a full or complete method of psychotherapy for
others...The educational or developmental version of bibliotherapy is also practiced
by mental health professionals, especially counselors, working in educational
settings. (p. 185)

As mentioned, bibliotherapy has been construed in the broadest terminology

possible; therefore, it is imperative that the criteria governing usage be specified at the

outset. According to Berry, clinical bibliotherapy is distinguished from educational or

developmental bibliotherapy based on certain fundamental features. These include: (a) the

different facilitator roles and functions (therapist versus general group leader); (b) the

different characteristics of the participants ("sick" versus "well", or patients versus

students); (c) the different goals of the bibliotherapeutic process ("getting well" versus

self-actualization or attainment of some educational goal).

Berry (1978) emphasizes that one can apply the same "literary form" independently

and along the same lines, as literature does not differentiate clinical from developmental

bibliotherapy. Thus, given the basic triad of bibliotherapy-literature, participant, and

bibliotherapist, the critical difference between the two approaches lies in the way in

which the sessions are structured. Berry gives the example of varying the number of

facilitators, and suggests that "co-therapists" will ultimately influence the manner in

which the literature is experienced. In addition, individual versus group sessions will

influence the way in which members share perceptions. Other possible avenues are

"open" versus "closed" groups, homogeneous versus heterogeneous group composition,

and so on. There also exists the dimension of written versus oral literature that uses pre-
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existing literature or participant-generated literature. It is important to note that the oral

versus written tradition examines different aspects of the participant's receptive language

mechanisms. The written component emphasizes visual information processing; whereas,

the oral component emphasizes auditory information processing. Similarly, the nature of

the participant's response is based on either receptive or expressive language abilities.

Thus, Berry distinguishes clinical from developmental bibliotherapy according to

differences in: facilitator roles and functions, participant characteristics, and

bibliotherapeutic goals. Developmental programs have more room to maneuver; that is,

the approach can be employed by teachers, librarians, media specialists, counselors, and

school psychologists, who may choose to work individually or collaboratively. In the

clinical setting, the involvement of specially trained mental health professionals is

imperative.

In summation, the concept or process of interactive bibliotherapy does not serve to

distinguish clinical from developmental applications. Many diverse populations

(including the mentally ill, behaviorally disordered, chemically dependent, etc.) need to

confront personal feelings, improve self-awareness, and enhance self-esteem. For clinical

and developmental participants alike, a cornerstone of the interactive process concerns

the manner in which bibliotherapy appeals to the healthy aspects of the mind. Within the

developmental setting, the process can also be considered a preventive, as it extends to

anticipating and addressing the needs of the participants, before those needs become

problematic.

Wahlstrom's Study

Wahlstrom (1982) recommends the implementation of a regular classroom reading
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program based on bibliotherapeutic principles as a way of achieving "affective

educational objectives". Her study was based on the proposition that self-concept is a

powerful influence on an individual's life goals, both academic and personal, and

therefore, it is of fundamental importance to examine the nature and extent to which self-

concept can be assessed and subsequently altered by school experience.

She cites the Ontario Ministry of Education's (i975) guidelines which state that: the

curriculum will provide opportunities for each child (to the limit of his or her potential) to

develop and maintain confidence and a sense of self-worth. In order to attain these

objectives, teacher responsibilities include: assessing each child's learning on a

continuous basis to ensure learning at a level and rate that are in keeping with individual

abilities and, where warranted, diagnosing difficulties and making appropriate changes in

the program or teacher-learning strategies.

Primary Goals of Bibliotherap)¡

The therapeutic aims or objectives of bibliotherapy are treated extensively in the

literature, and, with few exceptions, were established within the context of a clinical or

institutional setting. The relationships referred to in these contexts were typically those

between patient and therapist. Although the emergence of developmental bibliotherapy

led to specifically distinct educational goals, many goals are sufficiently broad-based to

meet the needs of either a clinical or a developmental program.

Menninger (1978) suggested that the most common therapeutic benefit of reading is

achieved when the patient identifies with events or characters in the book. This can result

in an abreaction of emotion, relief by recognition that others may have experienced

similar problems, or the projection of the patient's traits onto the character. Stimulation
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leads the reader to compare his ideas and values with those of the author-thus assuming

the possible integration of new attitudes. The reader obtains narcissistic gratification by:

maintaining contact with reality; delving into fantasy in order to escape his own conflict

momentarily; and, enhancing knowledge through didactic reading.

Rosenblatt (cited in Rubin, i978b) suggests that literature is a form of intense

personal activity through which,

the reader may explore his own nature, become aware of potentialities for thought
and feeling within himself, acquire clearer perspectives, develop aims, and a sense

of direction. He may explore the outer world, other personalities, other ways of life.
Liberated from the insularity of time and space, he may range through the wide
gamut of social and temperamental alternatives that men have created or imagined.
(pp.28-29)

Increased social awareness or sensitivity enables the reader to view himself in the place of

another. Consequently, shifts in social and personal values may occur as a direct result of

prolonged engagement with literary personalities. In addition, Rosenblatt recognizes that

literature has the potential to serve as a preventive agent. In addition, maladaptive or

neurotic tendencies might be attenuated through the vicarious participation in the lives of

fictional persons. Significantly, she addresses the growth potential of literature for the

guilt-possessed or rebellious adolescent who has a devalued sense of self. Rosenblatt

(cited inZaccaria, Moses, & Hollowell, 1978) suggests,

when the adolescent becomes aware of the fact that his present experiences and

anxieties are not unique and that others have had the same impulses and conflicts,
he may be better able to handle them. Frequently, literature is the only means by
which he can see he is 'normal' and allay guilt and fear thereby. (pp. 242-243)

Bryan recommends bibliotherapy as a viable tool that can assist in the development

of maturity, and in the nurturance and preservation of mental health (cited in Russell &

Shrodes, 1950). She lists the following six objectives:



45

1. to confirm for the reader that the problem is shared by others,

2. to enable the reader to see that more than one solution is possible,

3. to assist the reader in understandine the basic motivation of individuals involved

in similar situations.

4. to help the reader to see the values of experience in human, rather than material,

lerms,

5. to provide facts needed for the resolution of the problem,

6. to encourage the reader to face a given situation realistically by planning and

executing a constructive course of action.

According to the findings of various analyses, Gottschalk (cited inZaccaria, Moses,

& Hollowell, 1978) described specific therapeutic goals for the psychiatric patient. The

potential value of the goals for developmental participants is unmistakably evident. They

include the following objectives:

1. to help the patient better understand psychological and physiological reactions

to frustration and conflict.

2. to enable the patient to verbalize problems that would otherwise be avoided as a

result of fear, shame, or guilt,

3. to dispel the patient's feelings of being different. læarning that others have

successfully faced similar situations might lead to attitudinal change with a

possible lessening of conflict,

4. to lead the patient to think more constructively, and to reflect on attitudes and

typical patterns of behavior. Bibliotherapy provides vicarious life experiences

without exposing the patient to any actual danger,
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5. to reinforce, by precept and example, acceptable social behavior; to inhibit

immature ways of reacting,

6. to stimulate the imagination and enlarge the patient's sphere of interests.

'Waples, Berelson, and Bradshaw (cited in Rubin, 1978b) conducted an early

investigation into the effects of reading, and found that it served five basic functions:

instrumental, prestige, reinforcement, aesthetic, and respite. Rubin feels that two of these

are especially suited to bibliotherapy-prestige and reinforcement. Prestige or self-esteem

effects are defined as the mitigation of guilt and inferiority feelings by increasing self-

approval. Reinforcement includes validation of one's personal views and conversion to

new attitudes. Rubin submits that increased self-esteem and the reinforcement of personal

values are important goals of any therapy.

Maslow (cited in Hergenhahn, 1990) suggested that all human needs are innate and

can be hierarchically arranged in terms of their potency. The most powerful needs are

located at the bottom of the hierarchy and must be satisfied first, as they are primarily

related to survival. Once physiological needs (hunger, thirst, fatigue) and safety concerns

are met, the individual moves up the need hierarchy to satisfy needs of belonging and

love, including affiliation and acceptance. These latter needs are often fulfilled through

the experience of reading. The esteem needs of achievement, strength, and status are

followed by needs of self-actualization, self-fulfillment, and cognition. Rubin (1978b)

likens Maslow's cognitive needs to the instrumental and aesthetic effects of reading

described by V/aples, Berelson, and Bradshaw. The concepts of prestige and

reinforcement effects described by these authors correspond to the belonging, esteem, and

self-actualization needs proposed by Maslow.
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Fierman and Fierman (1978) surveyed the psychiatric research literature, concurred

with the findings that reading can be motivated by individual instinctual needs, and can

result in some measure of need gratification. Under certain suitable conditions, reading

can reduce "psychophysiological tension" and provide "subjectively felt pleasure", which

may be experienced immediately or after the actual reading (Fierman & Fierman, 1978, p.

135). Possible results include: temporary escape from conflicts; vicarious social

experiences through identification with literary characters; conscious and unconscious

satisfaction through symbolic conformity with social behavior; the acquisition of

problem-solving techniques; as well as the modification of morals, ethics, and goals

through the mechanism of identification.

In 1964, Weingarten traced the history of bibliotherapy from classical times onward

and concluded that the awareness of meeting developmental needs is an age-old concept.

Recently, this has been re-emphasized as "the culminating aspect of the reading

process-the ultimate boundary of reading, the effects of a book on the reader" (p. a8\.

'Weingarten cites the objectives of numerous authors, and is in agreement with the

principle tenet that reading can lead to the attainment of mental and emotional stability.

Reid (1972) upholds literature as an "effective means of preserving, transmitting,

and improving the cultures that make up our pluralistic society" (p. 11). She suggests that

books have the ability to bridge the gulf between generations, between past and present,

and "between what is and what ought to be" (p. 11). In addition, literature can be used to

explore moral values, motivate children to explore new interests and tackle new

problems, and to find some measure of belief in a life that is ultimately worthwhile.

Behaviors, which lead to liking and trusting others, tend to increase when feelings are
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shared through literature, suggesting that there is an effective transfer of book learning to

real life. For example, literature has the potential to illuminate the individual's drive to

satisfy both personal and societal needs; thus, the child learns that there is a delicate

balance between achieving personal happiness and approval from society at large.

Rongione (i978) alleges that there is sufficient evidence to support the premise that

carefully selected literature can ameliorate physical, psychological, emotional, and moral

problems. He asserts that bibliotherapy is effective provided one adheres to certain basic

relevant principles; for example book selection is critical. Poorly or carelessly chosen

material may, in fact, be harmful. Rongione's goals are in essential agreement with those

of Bryan and Gottschalk; in addition, he includes three novel objectives:

1. to recognize that one has intrinsic worth as a child of God, as a member of

various social institutions such as family, community, church, and country,

2. to recognize that emotions can be mixed as well as straightforward, and to

extend that understanding to others in complex situations,

3. to make specific therapeutic plans that will empower the reader to face

situations honestly, reasonably, and realistically, and to plan, as well, a

constructive course of action.

Spache (1978) acknowledged that bibliotherapy enables individuals to learn about

themselves, to understand human behavior, and to encourage the expansion of interests

outside the self. The mechanism of insight allows for the surfacing of subconscious

problems, in order to deal with them at a conscious level. Literature can enhance social

skill development by promoting empathy and fostering the growth of social values and

ideals. In the process, it is possible to clarify and strengthen the reader's sense of self as a
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social agent.

The various objectives of bibliotherapy are as diverse as its definitions. Doll and

Doll (1997) suggest that many of the goals mentioned in the literature can be grouped into

seven distinct categories, as follows:

1. to foster personal insight and self-understanding,

2. to release emotional or psychological tension through the process of catharsis,

3. to assist children/adolescents in the discovery and exploration of developmental

issues,

4. to encourage behavioral change,

5. to promote effective and satisfying relationships with other people,

6. to inform youth about specific problems which set them apart from others,

7. to increase enjoyment and alleviate boredom or a sense of futility.

Hynes and Hynes-Berry (1986) list four primary goals of bibliotherapy, which are

comprehensive and complementary rather than sequential. The following goals work

interdependently to address specific needs and areas of the human personality:

1. to improve the capacity to respond through stimulation and enrichment of

mental images and concepts; to help surface the feelings regarding these images,

2. to enhance self-understanding by valuing personhood, and to increase the

knowledge and accuracy of self-perceptions,

3. to increase one's awareness of interpersonal relationships,

4. to improve reality orientation.

Hynes and Hynes-Berry maintain that all goals share one comprehensive purpose-

the improvement of self-esteem and morale. They state, "bibliotherapy-whether clinical
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or developmental-shares the overall growth directive common to most therapies" (p.

24).Even when life is predictable, the failure to recognize and fully use one's strengths is

a common experience for mentally well persons; for the mentally ill, this situation is

virtually universal. Hynes and Hynes-Berry use the term "self-esteem" to refer to an

overarching, global characteristic of the individual rather than a domain-specific attribute.

ln reviewing the literature, Strein (1995) has found at least fifteen different terms used by

various authors to refer to the self. He states that terms such as "self-concept", "sôlf-

esteem", "self-worth", "self-acceptance", and so on, "are often used interchangeably and

inconsistently, when they may relate to different ideas about how people view

themselves" (p. 1).

Regardless of terminology, the importance of self-concept or self-esteem cannot be

overemphasized, owing to the great diversity and inherent complexity of the subject, as

well as its critical role in regulating behavior. According to Markus and Nurius (1986):

The self-concept ì, u -or" expansive phenomenon than is reflected by the typical
descriptions of it. It extends its reach deeper in time. The self-concept reflects the
potential for growth and change, and all the values that are attached to these

possible future states. (p. 957)

Wahlstrom (1982) maintains that the subjective and personal evaluation of self is a

preeminent influence determining success or failure in school. Extensive and '

overwhelming data generated by numerous studies within the research literature indicate

that an increase in cognitive learning coincides with an increase in self-concept

(Wahlstrom, 1982). We can consider self-concept a veritable key to the individual's life.

Sanacore (cited in Wahlstrom, 1982) parallels the concept of self and the concept of self

as a reader:
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Generally, bibliotherapeutic techniques are used to enhance global self-concept
(overall perceptions that a student has of himself) rather than reading self-concept
(perceptions concerning reading ability). However, global and reading self-concepts
are related, since a student's negative experiences with the reading process could
lead to overall feelings of inadequacy. Similarly, poor self-esteem could negatively
affect reading self-concept. (p. 166)

The problem of low self-esteem becomes more pronounced as one encounters

unusually difficult circumstances. Owing to different thresholds, "circumstances that

seem bearable to one will appear to be devastating to another" (Hynes & Hynes-Berry,

1 986, p. 25). In the latter case, various crises can trigger feelings of unworthiness,

isolation, and despair, and further diminish the individual's ability to cope and use

resources effectively, thereby resulting in the further erosion of self-worth. These authors

suggest that bibliotherapy has the ability to intemrpt this downward spiral, as it appeals to

the healthy aspects of the psyche. Maslow (cited in Cox & Theilgaard, 1987) has

insinuated that the powers of regeneration exist alongside the disturbance:

As we learn steadily that the depths are not only the wellsprings of neurosis, but
also of health, of joy, of creativeness, we begin to speak of the healthy unconscious,
of healthy regression, of healthy instincts, of healthy non-rationality, of healthy
intuition. And we begin to desire to salvage these capacities for ourselves. (p.

xxviii)

The failure to resolve a specific problem does not prevent the individual from

deriving meaning from the encounter, as every positive coping experience has the

potential to strengthen morale and self-esteem. In the model proposed by Hynes and

Hynes-Berry (1986), no goal has inherent priority over the others. The four major goals

are achieved independently. Hynes and Hynes-Berry conceive of the goals as virtually

inexhaustible owing to the realization that,

no one ever reaches a point where nothing more is to be learned about one's self or
one's relationships with others. Our capacity to respond can always be enriched, just
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as our perceptions of the multiple aspects of reality can always be improved, (p. 25)

Psychological Basis of Bibliotherapy

Shrodes postulated the first comprehensive theory of bibliotherapy by drawing on

the perspectives of personality and psychoanalytic theories to explain the dynamics of the

aesthetic experience of reading. Some ten years earlier, Bryan had used the concept of

psychophysical interactionism to explain the bibliotherapeutic process. She is cited as the

first author to formulate a general theory of bibliotherapy. However, it is the 1949

seminal work of Shrodes that stands as the pinnacle achievement in that it sets forth the

psychological or theoretical framework from which modern day applications of

bibliotherapy are derived. Shrodes proposed that imaginative literature serves a purpose

similar to that of direct analysis in therapy. She claimed that it is difficult to retain a

neutral stance in the presence of human beings in action. Therefore, by holding the minor

up to nature, the bibliotherapist compels the reader to express an attitude, working in an

equivalent capacity to that of the therapist. When given a chance to interact symbolically

with fictional characters, the reader, in effect, interacts with real people and real-life

situations. For Shrodes (1960), the interaction is a dynamic process, in which "the life he

endows upon them is the life he brings to them" (p. 315). Shrodes explains:

Through the centuries the philosopher, the critic, and the artist have attributed to the
imaginative writer not only intuitive understanding of man's motives and his nature
but also power to influence his thinking, to move his heart, and even to alter his
behavior. More recently psychiatrists and psychologists have acknowledged that the
novelist and playwright have plumbed the deep reaches of man's nature and often
anticipated the discoveries of science. Bibliotherapy, drawing upon the insights of
both artist and scientist, is grounded in the theory that there is an integral
relationship between the dynamics of the personality and the nature of vicarious
experience. It is a process of interaction between the personality of the reader and
imaginative literature, which may engage his emotions and free them for conscious
and productive use. (p. 31 1)
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Freud acknowledged the manner, in which various writers influenced his theory

building, as they seemed to have anticipated many of his ideas and insights. Shrodes

( 1960) has compared the process of bibliotherapy to the primary phases of psychotherapy,

describing them as "parallel in substance and function" (p. 314). Reading induces a

vicarious experience typically characteÅzed by three stages-identification/projection,

abreaction/catharsis, and insighlintegration. Jalongo (1983) explains that, theoretically,

the stages of bibliotherapy represent three interdependent phases of psychotherapy, in

which the process, however, "follows a consistent pattern" (p. 798). The close

correspondence between these stages and the phases ofFreudian psychotherapy is evident

throughout Shrodes' work. Her theory represents a synthesis of earlier theoretical bodies

of work, notably Gestalt psychology, molar behaviour theory, as well as field theory.

Additionally, theoretical constructs drawn from learning theory can be applied to

bibliotherapy. Pardeck (1990a) for example, suggests that a principle tenet of learning

theory-imitation, can assist victims of child abuse to identify with fictional characters in

books through the creation of characters who model positive, adaptive coping behaviors.

Shrodes' eclectic and wide-ranging theory can accommodate divergent attitudes

toward the value of reading. Shrodes held that a few basic concepts, common to all

personality theories, help to establish the relationship between the dynamics of the

personality and those of the aesthetic experience. For example, in arriving at her

definition of bibliotherapy, Shrodes employed a concept from molar theory indicating that

"changes taking place in one part of the personality are the direct result of influences in

the other parts" (1978, p. 35). From Gestalt psychology, Shrodes drew upon the idea that

all previous perceptions are organized into a specific form or gestalt, which then imbues
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the individual experience with meaning. In similar fashion, the specific structuring of

words and images affects the gestalt of the literature, "just as the structures of the human

mind affect that which is perceived" (p. 35).

Russell and Shrodes (i950) caution that an emotional response to a piece of

literature may or may not occur, as each individual brings to the reading "his own

complex perceptions and reactions, based on his particular needs" (p. 336). Thus, material

that profoundly affects one child may leave another utterly unmoved. In her 1949

dissertation, Shrodes ( 1978) wrote:

Just as the psychological field of a given individual may differ from his real

environment (as judged by an objective observer), so the psychological space

traversed in a book differs from reader to reader. For no two persons can there be an

absolute equivalence of symbols, for no two people have identical psychological

fields. The laws of perception and cognition, operating in the reading of a work of
imaginative literature, may account for variations in response. (p. 81)

The initial stage of bibliotherapy, identification/projection, involves the real or

imagined affiliation of self and./or one's problems with a character who may be

experiencing problems similar to the reader. Guided by the facilitator, the reader

interprets the motives of the character, assesses relationships between characters, and

draws inferences regarding the meaning of the story, at which point, the meanings are

applied to the problem. During this stage, Cianciola (1965) recommends a retelling,

which highlights the incidents, feelings, and relevant relationships. In order to make the

identification with the book's character more vivid, she suggests that the probing

investigate shifts of feeling and relationships as well as changes in behavior. The

facilitator can then ask participants to identify similar happenings in their own lives "in

order to lend validity to the concept that literature can extend experience" (p, 899).
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Realism involving the character, setting, or situation is an important factor in aiding

identification. Exploring the consequences of certain behaviors allows the reader to

recapitulate the happening(s) within a specific situation because of some specific

behavior or consequences. Identification can enhance feelings of belongingness, diminish

the sense of isolation, and lessen feelings of shame, guilt, and inadequacy, thereby leading

to subsequent changes in attitude and possible improvement of self-esteem.

Shrodes used the term "projection" to refer to the individual's perception,

appreciation, and cognition of both individuals and the world, and to the unconscious

process in which the individual attributes feelings, motives, thoughts, or attitudes to other

persons. It is during this stage that the character's motives, as well as relationships

between characters, are interpreted and evaluated, and inferences are made about the

author's meaning.

The second stage, abreaction and catharsis, occurs when the individual reader has

identified with the story's character and projection has occurred. This is defined by

Shrodes as " the uncensored and spontaneous release offeelings; the purging of

emotions" (cited in Putney, 1987, p. 27). As a result of identifying with a literary

character, the reader has a sense of becoming the character, subsequently assuming the

motivations and conflicts of the literary character as his or her own (Russell & Shrodes,

1950a). Through the vicarious experience of the character's emotions, the reader is able

to put himself in another's place, which can lead to a critical understanding of the needs

of others as well as the needs of self. Russell and Shrodes (1950a) maintain that "reading

may therefore provide a release of tension through symbolic gratification of socially

unacceptable urges or substitute gratification of socially approved motives" (p. 336).
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They caution that identification does not necessarily progress to insight. One cannot

expect all readers to respond emotionally to the literature. Some may intellectualize the

situation, "imputing one's own motives to others, in reading one's own interpretation into

the behavior of the fictional character" (Russell & Shrodes, 1950a, p.337).

The process of catharsis signifies that the reader has experienced either a verbal or a

nonverbal emotional release. Pardeck and Pardeck (1984a) emphasize the importance,

indeed the necessity, of the facilitator's presence during the cathartic experience. The

facilitator's involvement distinguishes bibliotherapy from the normal reading process

("interactive bibliotherapy" versus "reading bibliotherapy"). Pardeck and Pardeck

consider it essential to monitor the reader's emotional response to the literature, noting

the degree of similarity between the reader's own emotional experience and the problem

under consideration. During the final stage of insight and integration, dialoguing with the

facilitator about the response can lead to entirely new insights (Hynes & Hynes-Berry,

1986). Bibliotherapy is more than a suggestion. It is a therapeutic intervention, which

facilitates new behavior by way of changed or altered perceptions (Fuhriman, Barlow, &

'Wanlass, 1989). The fundamental processes that occur are described by Shrodes (cited in

Pardeck, 1990a):

Identification is generally defined as an adaptive mechanism, which the human
being utilizes, largely unconsciously, to augment his self-regard. It takes the form of
a real or imagined affiliation of oneself with another person, a group of persons, or
with some institution, or even with a symbol. There is usually involved admiration
for the object of one's identification, a tendency to imitate, and a sense of loyalty
and belongingness.

Projection has two common usages in the literature. It consists of the

attributions of others of one's own motives or emotions in order to ascribe blame to
another instead of to oneself. The term is also used to describe one's perception,
apperception, and cognition of the world and people. Catharsis is used

synonymously with abreaction to denote the uncensored and spontaneous release of
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feelings; in the Aristotelian sense, it means the purging of emotions. Insight is

commonly used in psychotherapy to indicate emotional awareness of one's
motivations, experiences, and subsequent abreaction. (p. 23 l)

One can find in Emily Dickinson the type of theoretical inspiration that Freud

gleaned from his literary predecessors. Before the existence of psychotherapy as a

discipline, Dickinson apparently recognized the psychological origins and therapeutic

value of literature for both author and reader. Her interpretation suggests that the aesthetic

quality of literature emanates from suffering. Dickenson suggests that authors create a

universal exposé of the human condition out of their own state of temporary misery,

rather than express their pain forthrightly. Chaliff (1913) attributes the aesthetic appeal of

the work to the reader's encounter with the ineffable feeling within the writing. This is

experienced as a catharsis analogous to that of the writer in the act of creation. Hence, the

aesthetic appeal of literature is a characteristic that serves to foster attitudinal or

behavioral change.

Fuhriman, Barlow, and Wanlass (1989) cite Bruner's belief that as learners, we

have come to value typically, only one kind of thinking-the linear or logical. These

authors suggest that the two modes of learning, the narrative/intuitive, and the

logical/scientific exist alongside each other, yet each differs radically in the way in which

it establishes truth. The scientific method verifies truth empirically; that is, it relies on

rigorous language, while the narrative mode establishes "nonproof likenesses" using

imaginative language and intention. Mythic tales and imaginative stories linger in

memory because they reach the emotional self, and it is the emotional or feeling response

that resides within the very heart of all healing. As Reid (1972) suggests, "these books

have the best chance of 'living for' and with children" (p. 12). Frank (cited in Hynes &
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Hynes-Berry, 1986) addresses the irrefutable link between healing and emotion:

Viewed as a healing art rather than as a form of reeducation, the most effective
ingredients of psychotherapy lie in those aspects of the therapeutic relationship
which raise the patientls morale and inspire him with courage to try new ways of
coping with the stresses that beset him. These healing components lie in the realm

of feelings. Arousal of such emotions as hope, faith, reverence, even sometimes
fear, characterize all forms of healing in nonindustrial societies. Such emotional
states seem to increase accessibility to the healer's influence and facilitate attitude
change. . ..Proponents of all schools of psychotherapy have always agreed that
purely intellectual insight is of little value. (p. i 1)

According to Rothenberg (1973), the tacit relationship between literature and

psychotherapy emanates from our awareness of another human presence, regardless of

context. This relationship can be accessed either from within the therapeutic setting or in

literary form. He ascribes the ebb and flow of movement between the written and spoken

words to the fact that both are propelled by the search for meaning. Each shares a vital

interest conceming the understanding and enhancement of the human heart-its emotions

and its experiences. Dickinson, for example, was aware of the purgative effects of verse.

She was able to outlive psychological pain, not through resolution, but by making the hurt

universal (Chaliff, t973). Chaliff suggests that literature is perceived as a natural

analogue for the psychological aspects oftherapy. The success ofboth depends on the

individual's ability to acknowledge and confront vital emotions.

Limitations of Bibliotherapy

Zaccaria, Moses, and Hollowell (1978) caution that bibliotherapy should not replace other

techniques, nor should it be used indiscriminately. It cannot be used by all individuals, in

all settings, or for all purposes. In addition, they list the following constraints:

1. Some individuals tend to rationalize or intellectualize their problems when

reading about them.
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2. Imaginative literature may cause some individuals to become more defensive

thereby frustrating attempts to help.

3. Some individuals might believe that the mere reading of a literary piece will

resolve the problem.

4. Some individuals may settle for insight and neglect the behavior required to

solve the problem.

5. [n some cases, reading about mental health problems reinforces fears and

anxieties and the reader may actually acquire more problems.

Doll and Doll (1997) state that good stories have the capacity to elicit intense emotional

responses from listeners, which are related to past experiences. Bibliotherapists need to

be alert to the emotional responses of students and to recognize when responses are so

intense or painful that they overpower the listener.

The Constructivist Approach

"World making"...starting as it does from a prior world that we take as given, is constrained by the

nature of the world version with which we begin the remaking. It is not a relativistic picnic...In the

end, it is the transaction of meaning by human beings, human beings armed with reason and

buttressed by the faith that sense can be made and remade, that makes human culture and by culture,

I do not mean surface consensus. (Bruner, cited in Brooks & Brooks, 1993' p. 13)

Constructivism pertains both to learning theory and to epistemology, in that it

addresses how people learn, and how they acquire knowledge. Although constructivism

refers to a philosophy that encompasses knowledge, thinking, and learning, it is not a

theory about teaching per se. Epistemology, derived from two Greek words-epistémé,

meaning knowledge, and logos, meaning discourse-is broadly defined as a division of

philosophy that investigates the nature and origin of knowledge. Authors have examined

the influence of constructivism on pedagogy, and have gone on to prescribe the "best
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practices" of a constructivist teacher. As a result, they have found themselves at odds with

the philosophical gatekeepers who maintain that a philosophy can have no prescribed

merhods. Tobin and Tippins (cited in Crowther, 1997) admonish writers not to reduce

constructivism to a set of methods, as this would "diminish its power as a set of

intellectual referents for making decisions in relation to actions" (p. 7).

Nevertheless, Murphy and Rhéaume (1997) maintain that a commonality of themes

within constructivist literature allows us to derive certain principles, instructional models,

and generalized characteristics. For this reason, theorists describe constructivism in the

broadest manner possible in order to permit multiple inteqpretations. At the same time, it

must be defined with enough precision to explain abstract and complex phenomena. Of

paramount importance is the fact that theory must inform practice. Terman (cited in

Howard, 1986) puts it succinctly, "One of the most serious problems confronting

psychology is that of connecting itself with life...Theory that does not some way affect

life has no value" (p. 109).

The constructivist theory of learning provides a firm conceptual footing for the

practice of bibliotherapy, as the paradigm can be explained from a most general

theoretical vantagepoint. Muqphy and Rhéaume (1997) state that the more general the

theory, the more readily it can be translated into practice. However, the opposing point of

view suggests that an understanding of what it means to construct knowledge is

insufficient to inform our actions as educators. Constructivist theory simply does not

provide a method, approach, or specific pedagogy.

Clearly, we will have to address many issues regarding the way in which we

decipher constructivism as a new paradigm for learning. However, excessive concern
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regarding the manner in which the philosophy is to be operationalized is nothing short of

specious. We define philosophy an inquiry into the nature of things based on logical

reasoning rather than empirical methods. It only becomes necessary to operationalize

one's terms when the intent is to measure or manipulate variables. Whether or not

constructivist theory can be effectively translated from an epistemology into a learning

theory and from a learning theory into practice is beyond the scope of this paper. The

constructivist movement is influencing the way in which many educators think of

instructional design (Wilson, 1997); therefore, the reader needs to become familiar with

both the terminology and concepts involved. Discussions linking epistemology to

learning have been taking place for thousands of years. Murphy and Rhéaume (1998)

provide the example of Socrates leading a group of students through a chain of questions

in order to arrive at a difficult conclusion. As the students were given only questions and

no facts, Socrates maintained that they knew the conclusion from the outset, thus

revealing that the essential truths of life can not be taught, but must be discovered and

appropriated for oneself. The Socratic method highlights a principle tenet of

constructivist thought, which states that meaning requires a fundamental understanding of

the whole. We understand parts within the context of the whole. It is for this reason that

learning must focus on primary concepts rather than on isolated facts.

Since the dawn of antiquity, individuals have pondered such questions as, "How is

it that people learn?", and, "What is the nature of knowledge?" V/hat is truth? What is

reality? Socrates is said to have asked, "Herein lies the difficulty which I can never solve

to my satisfaction-What is knowledge? Can we answer that question (cited in Murphy &

Rhéaume, 1997,p.3)? Gergen (1998) contends that the way in which this question is
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answered has far-reaching implications for the way in which we approach learning. He

states, "Beliefs about knowledge, then, inform, justify, and sustain our practices of

education" (p. 1). The ancient worldview sprang from the observation that physical reality

is illusory and changing. In their attempt to recognize truth and to see things as they really

are,

the ancients differentiated between the world that we see with our eyes and the
"Íeal" world, which was perfect, whole, and divine. The divine, in fact, was what
made it possible for us to catch glimpses of the "real," idealized world. ...Concepts
are divine revelations of the way the world really is-our everyday usage of "ideas"
stems from the ideal forms sought by the ancients. (Wilson, 1997 , p.2)
Wilson (1997) states that the ancient worldview, dominant throughout the Medieval

period, shifted with the emergence of the Renaissance. 'Whereas God had assumed the

central role in the Renaissance universe, the ensuing modern worldview surmised that

man's intellect was sufficient for discerning truth from error. One accesses the truth by

following certain defined methods; henceforth, rationality and the scientific method

would ovemrle superstition and tradition. Through the rapid escalation of scientific and

technological thought, man was now able to "control" nature; however, the philosophical

impasse of knowing and accessing truth continued unabated. Heightened and widespread

acceptance of what is essentially an old idea has caused us to revisit the issues and to ask

these questions anew.

One can detect the seeds of constructivism in the works of many philosophers. In

the 1880s, John Locke claimed that experience or perception was a limiting factor in the

acquisition of knowledge. Kant theorized that we create schemas, and used the term

"phenomenon" to refer to those things which merely approximated reality ('Wilson, 1997,

p.3). Kant argued that the "logical analysis of actions and objects leads to the growth of
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knowledge and the view that one's individual experiences generate new knowledge"

(Brooks & Brooks, 1993, p.23). Over time, philosophers conceded that the truth we seek

is, in fact, unattainable, as each of us is uniquely constrained by time, place, culture, and

experience.

During the 1930s and 1940s, educational theorists and practitioners were widely

influenced by constructivism. Currently, it is being revived as a type of shibboleth within

educational circles, and is serving as the foundation for many current educational reforms.

The theory of constructivism embraces two different schools of thought, "social

constructivism" and "cognitive constructivism", each of which maintains the same basic

assumption about learning. At the core of all constructivist thinking is the idea that a

learner constructs his or her own knowledge base through the personal (and social)

construction of meaning. Hein (1991) maintains that only one kind of learning exists-

that which is achieved through the construction of meaning. He suggests that the

consequences of this view are dramatic and twofold. Now, in response to thinking about

learning, we must focus on the learner, rather than on the subject area or content. Hein

submits that the learner constructs knowledge; knowledge simply does not exist outside

of the meaning attributed to experience.

Postmodernism, in response to the prevailing paradigm of modernity, questioned

the implicitly held scientific notions of the modernist worldview. As described by Wilson

(r9e1):

Postmodernism looked at the culmination of modernity in the 20th century-the
results of forces such as nationalism, totalitarianism, technocracy, consumerism,

and modern warfare-and said, we can see the efficiency and the improvements, but

we can also see the dehumanizing, mechanizing effects in our lives. (p. 3)
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ln rejecting the ancients' idealized worldview, postmodernists declared in its stead,

an eternally changing and dynamic view of the world. By acknowledging a plurality of

perspectives, values, meanings, and methods, postmodernist thought allows for

alternative interpretations and multiple truths. Hein (1991) insists that, in accepting

constructivist theory, we are obligated to relinquish Platonic and all subsequent realistic

views of epistemology. According to Hein, we have to recognize that,

there is no such thing as knowledge 'out there' independent of the knower, but only
knowledge we construct for ourselves as we learn. Learning is not understanding the

'true' nature of things, nor is it (as Plato suggested) remembering dimly perceived
perfect ideas, but rather a personal and social construction of meaning out of the

bewilderin g array of sensations which have no order or structure besides the

explanations...which we fabricate for them. (p. 1)

Wilson finds that many individuals are confused when it comes to differentiating

between postmodemism and constructivism. He suggests that it is helpful to think of

postmodernism as "an underlying philosophy about the world, and constructivism as a

very general theory of cognition, which suggests how the mind works and how we know

things" (p. 8). He advises the reader to bear in mind that terms such as "constructivism"

and "postmodernism" embody a wide range of ideas and methods.

Constructivism has already been interpreted and reformulated into at least seven

different forms (all variants of radical constructivism). These have been variously derived

from the writings and theories of Vygotsky, Piaget, von Glasersfeld, Varela,'Wittgenstein,

and Bateson, among others (Murphy & Rhéaume,1997). Cole and Wertsch (1998) argue

that two theorists in particular, Vygotsky and Piaget have been too narrowly characterized

for the manner in which each has contributed to constructivist thinking. Piaget theorized

that a child constructs his knowledge through his actions on the world (to understand is to
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invent), whereas Vygotsky maintained that understanding is social in origin. Although

this portrayal is accurate, Cole and Wertsch (i998) remark that many commentators

neglect the fact that Vygotsky "insisted on the centrality of the active construction of

knowledge" (p. 1). Furthermore, they point out that Piaget emphasized the importance of

the social world.

There is no longer any need to choose between the primacy of the social or that of
the intellect: collective intellect is the social equilibrium resulting from the interplay

of the operations that enter into all cooperation. (Piaget, cited in Cole & Wertsch,

1998, p. 1)

Cole and Wertsch contend that the theories developed by both Vygotsky and Piaget

can be conceived as complementary rather than oppositional; an active child and an active

environment indeed make a case for co-constructionism. However, they feel that the

debate regarding the primacy of Piaget's psychogenesis versus Vygotsky's sociogenesis

of mind has overlooked the essential presence of a third factor in the process of co-

constructionism--culture-the accumulated resources of prior generations.

For Vygotsky, and other cultural-historical theorists, cultural mediation is at the

core of adult cognition and cognitive development. In effect, culture grants the social

world primacy over the individual. It is the medium within which the two active agents

interact. Vygotsky proposed that the social world is preeminent over the individual, as

"society is the bearer of the cultural heritage without which the development of mind is

impossible" (Cole & Wertsch, 1998, p. 4). h this respect, all psychological functions are

in themselves culturally, historically, and institutionally situated and context specific.

Vygotsky also stated that the relationship between the individual and social

environment is much more dynamic than previously assumed. Inter-mental and intra-
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mental processes are mediated by cultural artifacts, calling for a re-examination of the

very boundary between the individual and society-a boundary, which has decreed much

of our thinking in psychology. Perhaps the most influential aspect of Vygotsky's work is

his concept of the zone of proximal development. Cole and Wertsch ( 1998) describe it as

follows:

ln Vygotsky's now familiar account, this zone is defined as the distance between the
level of actual development and the more advanced level of potential development
that comes into existence in interaction between more and less capable participants.
An essential aspect of this interaction is that less capable participants can participate
in forms of interaction that are beyond their competence when acting alone. (p. 4-5)

The implications of Vygotsky's social-constructivist approach for bibliotherapy are

readily apparent. One conceives of learning as a social activity involving language, which

in turn influences learning. As "the group mirrors the inherently social nature of the

human condition" (Hynes & Hynes-Berry, 1986, p. 218), the success of any bibliotherapy

session is dependent upon the group climate. The facilitator does not achieve the goals of

bibliotherapy. They are met through interactions that increase group cohesiveness and

acceptance. As indicated by Edwards and Mercer (cited in Hein, 1991),

Vygotsky was proposing that children's understanding is shaped not only through
adaptive encounters with the physical world but through interactions between
people in relation to the world-a world not merely physical and apprehended by
the senses, but cultural, meaningful and significant, and made so primarily by
language. Human knowledge and thought are themselves therefore fundamentally
cultural, deriving their distinctive properties from the nature of social activity, of
language, discourse, and other cultural forms. (p. 8)

Mu¡phy and Rhéaume (1997) suggest that an optimal starting point in thinking

about the way in which constructivist epistemology relates to teaching and learning is to

consider opposing theories. Behaviorism-the behaviorist model of learning, often used

interchangeably with objectivism because of its reliance on an objectivist epistemology,
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contrasts sharply with constructivist thinking.

Educational reform has criticized and targeted the objectivist (behaviorist)

approach. The objectivist model involves the "accumulation" of knowledge of the natural

world, and the manner in which the expert (teacher) is able to "transmit" that knowledge

to the novice (student). For objectivists, the object of study is external or observable, and

therefore, measurable. That which is immeasurable does not exist, and this includes all

covert mental constructs of consciousness-images, schemas, strategies, memories,

beliefs, feelings, and the like. Objectivism is characterized as passive, teacher-directed,

and controlled. Jonassen (cited in Murphy & Rhéaume,1997) describes the way in which

an objectivist approaches learning:

Objectivists believe in the existence of reliable knowledge about the world. As

learners, the goal is to gain this knowledge; as educators, to transmit it. Objectivism

further assumes that learners gain the same understanding from what is transmitted

(...) Learning therefore consists of assimilating that objective reality. The role of
education is to help students learn about the real world. The goal of designers or

teachers is to interpret events for them. læarners are told about the world and are

expected to replicate its content and structure in their thinking. (p. 28)

According to Chandler (1998), objectivism and constructivism are not as polarized

as they might first appear. He suggests that theories, which elucidate how meaning

emerges in the relationship between readers and texts, exist on a continuum. Objectivists

who maintain that meaning is entirely transmitted through text are located at one end of

the continuum, whereas subjectivists, who argue that meaning is solely an interpretation

or re-creation of text, occupy the other extreme. For objectivists, the text contains the

meaning and must be extracted by the reader, whereas a subjectivist interpretation insists

that the meaning is totally open without any constraints'

The constructivist model of interpretation lies between these two extremes, for it
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depicts the process of constructing meaning as an act of negotiation between writer and

reader. It is for this reason that the constructivist model is variously referred to as

"constructionist", "social interactive", or "dialogical". Emphasizing negotiated meaning

is to argue that the meanings of texts are neither completely predetermined nor

completely open, but subject to certain constraints.

The constructivist approach is associated with process because it recognizes that

each individual is a self, enmeshed in time and space, within a framework of limits and

necessities. This framework is imbued with a network of meanings acquired over the

course of a lifetime. As a philosophy, constructivism is founded on the premise that we

construct our understanding of the world in which we live by reflecting on our

experiences. Learning is a process of making sense of experience by generating rules and

mental models that are subsequently adjusted in order to accommodate new experience.

Doll and Doll (1997) allude to this when they caution prospective bibliotherapists to be

alert for signs of distress in their students. They state:

It is essential to remember that everyone, no matter how young, brings a personal
life history to a story. Readers use their own experiences and their ways of making
sense out of those experiences as the backdrop for a bibliotherapist's tales. Then,
whenever adults share a book with a young person, they are entering into that
child's world, complete with the fear, worry, sadness, joy, or excitement that lies
beneath the surface. Good stories have the power to evoke intense emotional
responses from listeners in part because they involve these potent and very personal

experiences from the past (pp. 57-58).

Each self has a narrative structure, owing to the fact that unique events encountered

by each person in language and experience occur over time. Throughout a story, the self

maintains its sense of self, and the sense of self is accomplished by the interpretation of

life as a story. As narrative beings, we are open to interpretation in much the same way
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that we derive multiple or layered meanings from text.

Classroom Bibliotherapy-Teachers as Mentors

Furthermore, we have not even to risk the adventure alone, for the heros of all time have gone before

us. The labyrinth is thoroughly known; we have only to follow the thread of the hero path, and where

we had thought to find an abomination, we shall find a God, and where we had thought to slay

another, we shall slay ourselves, and where we had thought to travel outward, we shall come to the

centre of our own existence. And where we had thoueht to be alone-we will be with all the world.
(Campbell, 1988, p. l5l)

In order to develop a comprehensive classroom bibliotherapy using a constructivist

approach, teachers and other prospective practitioners must uphold the basic premise that

the primary focus is upon the learner. Hein argues that if we accept the constructivist

position, we are obligated to follow a pedagogy, which presumes that learners have the

opportunity to interact with others and to constmct their own world. We must turn our

backs on formerly held beliefs that hold the teacher accountable for the transmission of

knowledge. Previously, the challenge for teachers was to present knowledge to the

learner, by providing insights about the world, organized and presented in a rational way.

Von Glasersfeld (cited in Hein, 1997) expresses an underlying benefit that might accrue

from allowing the "self' to engage in knowledge construction.

If the view is adopted that "knowledge" is the conceptual means to make sense of
experience rather than the "representation" of something that is supposed to lie
beyond it, this shift of perspective brings with it an important corollary: the

concepts and relations in terms of which we perceive and conceive the experiential
world are necessarily generated by ourselves. In this sense we are responsible for the

world we are experiencing. (p. 7)

There is a need to alter our perception of the teaching process and the manner in

which we view teachers. Raising the status of teacher from one of "teller" to that of

"mentor" is no easy task. First, it demands that educators abandon the transmission model

of learning and focus instead upon the learners, the individual meaning-makers within
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their classrooms. As the foregoing discussion illustrates, the focus in learning is on the

student; however, the teacher is also a learner as well as a role model. The teacher who

adopts an enthusiastic approach toward new learning is likely to model flexibility and a

willingness to explore altemate ways of approaching content material, thereby inspiring

students to do the same.

In linking motivation to improved learning, Sandoval (cited in Dieberger,1997)

suggests that interest can have a personal and a situational dimension. As the personal

interests of individuals tend to be idiosyncratic, slow to develop, and lasting, Sandoval

encourages the teacher to employ situational interest which can lead to heightened

involvement. Aside from emphasizing such aspects as novelty, surprise, and

uncertainty-known to stimulate interest and increase retention, Sandoval suggests that

the teacher provide textual material, which allows for character identification, novelty,

and the exploration of life themes.

It is clear that the theoretical orientation of the practitioner influences all aspects of

the helping process. Zaccaria, Moses, and Hollowell (1978) state that many practitioners

typically deny the existence or usefulness of theory in their own work, whereas in all

likelihood, they are operating within the constraints of implicitly held beliefs, values or

assumptions. Each individual inevitably operates within the parameters of a personally

held ideology or worldview, implicit or otherwise. Therefore, in order to appreciate the

extent to which theory influences practice, one must engage in careful reflection.

Zaccaria, Moses, and Hollowell (1978) emphasize that theory does not operate in

the sense of a handbook or manual, but rather, "is a guide for thinking about fundamental

problems" (p.4). There is an inherent dialectic or tension between our opposing and
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seemingly contradictory desire to teach the truth, to present the world "as it really is", and

our desire to allow learners to construct their own world. In this respect, constructivist

principles can provide bibliotherapy with the philosophical context for goal setting, and

serve as a guide for understanding, decision-making, evaluation, and súbsequent

intervention. Berlin (cited in Howard, 1986) addresses the breadth and enormity of the

task of consciousness-raising:

The first step to an understanding of men is the bringing to consciousness of the

model or models that dominate and penetrate their thought and action. Like all

attempts to make men aware of the categories in which they think, it is a difficult
and sometimes painful activity, likely to produce deeply disquieting results. The

second task is to analyze the model itself, and this commits the analyst to accepting

or modifying or rejecting it, and in the last case, to providing a more adequate one

in its stead.(p.45)

The concept of reflection in learning applies to the need for educators, in general, to

reflect on their own practice. As the requirements for successful adaptation in society

escalate, educational and mental health practitioners find themselves increasingly

challenged to construct new avenues for learning (Zaccaria, Moses, & Hollowell, 1978).

In his book, Educating the Reflective Practitioner, Schön (1987) observes that the

noffnative curriculum and separation of research from practice in today's schools do not

allow for "reflection-in-action" (thinking what you are doing while you are doing it),

creating a dilemma for educators, practitioners, and students alike. He remarks that those

who have felt overloaded to the point of having no time for reflection may have

unintentionally adopted a passive stance. Perhaps, he suggests, one might be lacking a

practice-related experience on which to reflect. This being the case, an appropriate

reflective practicum might be undertaken, not from the outset of one's career, but rather

in the midst of it. Viewed as a form of continuing education, Schön stresses that a
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reflective practicum can become an important first step in the remaking of the larger

curriculum. He states:

The reflective practicum should include ways in which competent practitioners cope
with the constraints of their organizational settings. The phenomenology of
practice-reflection on the reflection-in-action of practice-should enter the
practicum via the study of the organizational life of practitioners. And here a

constructiorzisr [italics added] perspective is critically important; for the phenomena
of practice in organizations are crucially determined by the kinds of reality
individuals create for themselves, the ways they frame and shape their worlds-and
what happens when people with similar and different ways of framing reality come
into collisi on (p. 322).

According to Vygotsky's sociocultural approach to mind, thinking is the result of

collaborative dialogues that are first internalized as "inner speech". Children are then able

to do later in "verbal thought" what they could only do initially by talking with supportive

adults or age-mates that are more knowledgeable. Miller (1998) reported that the thought

development of students in literacy activities was predicated largely on the social-

cognitive contexts in which language was used in classroom interactions. During a four-

year ethnographic study, teachers encouraged and supported multiple interpretations in

order to determine the impact that such open-forum discussion might have on students'

creative and critical thinking. The evidence supported the contention that new habits of

mind developed as a result of this approach. Miller found that as students became aware

of multiple perspectives, world views and ways of knowing, they were not only forced to

consider conflicting possibilities, but also to choose "one's orientation among them" (p.

2). Miller described the process as follows:

During discussions, teachers encouraged students' response to the text and each

other, guided attention, and scaffolded strategies for questioning, monitoring, and

elaborating-at points when students needed such strategies; in varying degrees

each lent her 'structuring consciousness' (Vygotsky, 1978) to enable students to
think in increasingly complex ways about alternative interpretations. In short, at
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points when students needed support-when they werc puzzled or did not

elaborate-English teachers in their conversational turns used sequences of
questions to scaffold strategies for elaborating and testing meanings. Generally

these strategies supported the move from students' initial responses toward more

reasoned ones in a dialectical procedure that shuttled between text and self,

interpretations and evaluations, personal response and public responsibilities. (p. 3)

One of the important outcomes of the Miller study is that students learned socially

valued ways of responding to initial responses, first in the collaborative group, and later

in their writing. Miller cites the students' newfound ability to connect text and personal

experience, question the text and each other, evaluate inte¡pretations, and identify

difficult passages and suggest plausible explanations. She maintains that these discussion-

based literature classes shaped a new kind of "dialogical thinking", which calls for active

thinking and the production of meaning. Students were able to move "back and forth

from the landscape of actions to speculation about human intentions and consciousness",

creating in the process, imagery, metaphor, and dramatization which served to heighten or

generate new understandings (p. 3). These students displayed "a strong sense of the real",

and spoke of an openness toward their own language, feeling and knowing. They

exhibited a questioning spirit, felt a feeling of purpose, and employed "sense-making"

attitudes toward both talk and activity. Regardless of position, they viewed their teachers

as "real" people, who demonstrated different ways of thinking about the world,

lmplications for School-Based Clinicians

The plan to implement teacher training in developmental bibliotherapy has

implications for the mental health professionals who work in the school, namely, the

school psychologist and school counselor. In their roles as school-based clinicians, both

psychologist and counselor are in a unique position to collaborate with educators in
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bringing psychological insight into the selection process of reading materials. They can

offer inservice programs on bibliotherapy; demonstrate new reading programs; and if

necessary, facilitate the teacher's efforts in employing bibliotherapeutic principles. The

analysis and implementation of new teacher-learning strategies is generally regarded as an

important first step in curriculum planning. At this point, teachers are encouraged to

enlist the services of the school clinicians. Where the teacher takes a curricular

perspective, the psychologist and counselor take a developmental perspective. The

psychologist, in particular, would be enmeshed in the very process of assessment,

remediation, and facilitation of growth and development that comprise her professional

behavioral repertoire. It is invaluable for both counselor and psychologist to meet

periodically with adolescents in a group setting, as the group constitutes the very norm

from which its members, as individuals, deviate (Powell, Stone, & Frank, 1952).

Kelly (lgg4) maintains that too few adults are involved in the lives of children and

adolescents and stresses the need for a wider support system, for both youth and their

families. Today's children are experiencing radical changes in their lives which cannot be

readily accommodated within the present day system. In responding to this dilemma,

school-based clinician services need to be tied in to site-based management. Clinicians

have the skills to facilitate teamwork and to train school faculty and staff in team

concepts as their educational training emphasizes the development of skills in

communication and listening, human relations, conflict resolution, and decision-making.

The proposed collaboration between teacher and school clinician is especially

significant insofar as education and therapy are perceived as complementary phases of a

single process-the learning process, which underlies the attainment of maturity. Powell,
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Stone, and Frank (1952) contend that the shared features of education and therapy have

been obscured as a result of emphasizing their more salient differences. Education

emphasizes mastery in the handling of judgmenfs, whereas therapy emphasizes mastery in

the handlin g of feelings. It is the opinion of these authors that:

Despite the differences in emphasis, the procedures of therapy and education, like
their goals, are more closely parallel than is generally recognized. In part, this is

because the two procedures interpenetrate: the verbal communication which forms

part of the process of therapy requires the making of judgments; and the reshaping

of experience by ideas, which is the vital part of education, requires the involvement

of feelings. (pp. 33-34)

Nevertheless, argues Beane (1992), schools continue to treat "affect" and

"cognition" as separate learning domains, "as if their theoretical distinctions reflected real

life" (p. 2). In assuming that "cognitive" and "academic" are interchangeable terms, we

fail to realize that,

the cognitive domain involves not only the acquisition of knowledge, but its use in

increasingly complex thought processes. At its highest level the cognitive domain

involves evaluation, the determination of value or worth, which obviously includes

value preferences and appreciation. (Beane, t985,p.27)

Rogers (1979) alleges that when individuals are able to live more freely in the

process of their feelings, then significant changes begin to occur in their approach to

values. Individuals who are in touch with their experiencing begin to appreciate and value

sincerity, independence, self-direction, self-knowledge, social responsivity, social

responsibility, and loving inteqpersonal relationships, and to move in that direction. A

bibliotherapy program using a collaborative-consultative model between teacher and

clinician represents an authentic effort to reconnect with the curriculum, to reintegrate the

domains of cognition and affect, and to renew the bond between education and therapy.
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DESCRIPTION OF THE STUDY

Validity depends not only on the data collection and analysis but also on the way a conclusion is

stated and communicated. Validity is subjective rather than objective: The plausibility of the

conclusion is what counts. And plausibility, to twist a cliché, lies in the ear of the beholder.
(Cronbach, cited in Howard, 1986, p.17)

Introduction

Over the past quarter century, an unprecedented growth of non-traditional research

methods in the social sciences has emerged, resulting in large part from dissatisfaction

with the prevailing scientific paradigm, which holds that behaviour can be explained

through objective facts. Research outcomes conducted within the parameters of such

quantitative theories of meaning and behaviour are extremely reductive in character, and

have been rejected, in part, because of their failure to capture the essence of our

humanness. Consequently, the scientific model or traditional pattern of inquiry, which

employs statistical procedures, correlation, and experimental design, no longer dominates

the conduct of educational research.

Alternate research paradigms, often referred to as qualitative methods, have

assumed a more reflective approach toward the social sciences, suggesting a greater

willingness to examine the underlying assumptions and ideologies of research practice

(Morgan, cited in Tsoi Hoshmand, 1989). Tsoi Hoshmand suggests that these alternate

research paradigms are characterized by "an emphasis on understanding or the

illumination of meanings" (p.13). Although the two paradigms are thought to be

incompatible because they exemplify different worldviews, that is, they make different

assumptions about the world and what constitutes valid research, they are not, in fact,
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antithetical.
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Oualitative Research in Education

Jacob (1989) argues that qualitative traditions can play an expansive role in

educational research. In contrast to the educators' traditionally psychologically oriented

viewpoints, qualitative traditions afford educators diverse, alternative ways of viewing

education. The framework of tradition requires researchers to explore their assumptions

about the universe, theories, questions, research designs, methods of data collection and

analysis, as well as the relationships among these components.

It is important that qualitative research focus on theory because a failure to do so

canies with it the implicit message that no theory is needed. Jacobs cautions that the

"openness" of qualitative research does not mean that the researcher has no assumptions.

Rather, the researcher begins with what Whyte (cited in Jacob, 1989) has termed an

"orienting theory":

It is impossible to do research without theory because, at the outset of any project,

theory indicates what phenomena are important to study. . . .[T]o plan a project [a
researcher needs] orienting theory-orienting in the sense that it indicates what

phenomena deserve particular attention and what other phenomena can be

disregarded or be accorded less attention. (p.232)

According to Jacob, it is essential that researchers operating outside of traditions

specify their orienting theories. For example, within anthropological traditions, orienting

theories are linked to the concept of culture in order to examine the ideational aspects of

human life. The tradition framework indicates that qualitative researchers need some

orienting theory to guide their work. In Jacob's view, an analysis or outline of existing

qualitative traditions offers the researcher a range of possible starting points.

Tsoi Hoshmand (1989) states,

'Whereas in traditional experimentation the research process follows a preplanned
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linear sequence, the process of inquiry entailed in alternate research paradigms is

supposed to be organic and emergent, allowing for discovery, unplanned
backlooping, and decisions to change course. . . .It is not a system that can be

simply laid down as matching the standard research report, which suggests a

predetermined uniform structure. This does not mean that it is impossible to
describe the structure but rather that procedural uniformity is not expected. (p. la)

Schwab (cited in Eisner, 1997) has advanced the argument that theoretical

knowledge provides a backdrop, yet has limited utility in the field of practice. This view

of knowledge examines the centrality of practical knowledge in the context of action.

Schwab views teaching and curriculum development as practical activities, in keeping

with the Aristotelian meaning of good decision-making, rather than truth seeking;

contingencies rather than causal laws; and the application of generalized rather than rule-

governed theory. The Greeks referred to these activities as phronesis-a concept that

implied not simply knowledge but wise moral choice. Cox and Theilgaard (1987) state:

Models and theories are vehicles for thought and should, at best, be regarded as

tentative. And related hypotheses are instrumental, to be adapted to the special

demands of the subject matter. One theory does not make another redundant and,

for this reason, we feel justified in adopting an eclectic approach. Man is both a
biological and a social being. Because of this, no solitary perspective has a

monopoly of truth. This means that the reduction of an either-or logic is insufficient
and must yield to the integrated coherence of interdisciplinary synergism. (p. 190)

Types of Bibliotherapy Research

Zaccaria, Moses, and Hollowell (1978) have outlined five basic types of research

related to bibliotherapy:

1. Exhortatory Studíes do not qualify as true research; instead, they provide a

descriptive account of bibliotherapy as it is used in context and recommend more

extensive use of the technique.

2. Theoretical Research is a non-empirically derived study that presents the dynamics
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of bibliotherapy from the point of view and rationale of a specific practitioner

(usually Shrodes), and within a particular context. It may include a taxonomy of

problems, with an (annotated) bibliography of pertinent books relative to the client's

specific problem. The historical study is a related type of theoretibal study, which

sketches the history, and development of bibliotherapeutic theory and practice.

3. General Descriptive Research places bibliotherapy within a particular context:

classrooms, neuropsychiatric hospitals, adolescent treatment centers, or the private

practices of counselors, psychiatrists, psychologists, and librarians. The techniques

are described in detail and results are explained. Additionally, the study may

provide recommendations for future research based on the potential usefulness and

limitations of that particular setting.

4. Case Study Research is also descriptive research, but it includes in addition, one or

more case studies in order to: exemplify bibliotherapeutic principles, illustrate the

different uses of specific literature types, the effectiveness of literature used with

particular individuals, and/or particular types of individuals or problems.

5. Experimental Research Studies are comprised of two basic research designs.

A. Before and After Studies: This design measures a single group before and after

treatment. Criterion instruments measure changes and the changes are then

attributed to the therapeutic effects of the literature.

B. Controlled e*prri*"ntal Studies: This design uses the classical experimental

method. Two matched groups of subjects are selected and measured for

similarity. One group (the experimental group) receives the bibliotherapy

treatment (independent variable) while the other group (control) does not. The
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subjects who are exposed to the treatment conditions are then tested. Any

change (dependent variable) is then attributed to the differential effects of

bibliotherapy.

This study provides an example of theoretical research according to the criteria

suggested by Zaccaria, Moses, and Hollowell. It presents the dynamics of bibliotherapy

and advocates its use within a developmental setting. It includes a brief, historical study

that traces the history and development of bibliotherapeutic theory and practice, and

includes a bibliography of adolescent resources. Eisner (1997) has argued that virtually

any careful, reflective, systematic exploration of phenomena undertaken to advance

human understanding constitutes a form of research. It is within this tradition of

pragmatism, that is, using what works, that bibliotherapy has emerged as a therapeutic

tool for developmental use.



CHAPTER FOUR

LITERATURE: THE TOOL OF BIBLIOTHERAPY

Implicit in literature are all the facts of psychology. The facts constitute the center of the experience

which is literature. But the facts alone are not truth. They become true to the ssientist as his

imagination plays upon them and weaves them together into a consistent and organic whole. They

become true to the poet or dramatist when his imagination has ordered them into a living organism.

But the layman cannot readily enter into the imagination of the scientist, for the scientist separates

human knowledge, and only those who share his technical equipment can see the whole. All persons

are privileged, however, to enter into the imaginative experience of the artist, for a¡t relates all

knowledge to human experience. Art, like poetr!, "attaches emotion to the idea: the idea is the fact!'
All those who possess the capacity of the artist, not as creator or craftsman, but as human being, can

sha¡e his understanding. The artist writing as a man to men calls into exercise our universal heritage

of sympathy and love, fear and hate. He alone can communicate to the emotions as well as to the

intellect our corunon experience of life. While the scientist draws upon the fact and the case study,

thus treating of the partial and the exceptional, the artist, dealing with the same material, by an

imaginative process of selection and synthesis, presents a'higher fact,' that truth which is universal

and functional. (Shrodes, 1950, p. ix-x)

Didactic versus Imaqinative Literature

Historically, the dissemination of information has taken place within a didactic

context (Zaccaria, Moses, & Hollowell, 1978). The use of didactic materials with

individual, institutionalized clients has formed a traditional component of institutional

bibliotherapy. This has included the medical use of bibliotherapy in which mental hygiene

texts were recommended to mental patients. The hospital librarian, in conjunction with

the medical team, was generally responsible for choosing the literature. Also, physicians

in private practice made recommendations on an individual patient basis. Although

institutional bibliotherapy is no longer in vogue, its fundamental premise is the same

today as it was during the heyday of the 1930's. Essentially the purpose of this type of

informational literature is "to teach, to inform, to lead people to understanding" with the

result that, "they know, they understand and they can use the information" (Monroe,

7978,p.260). Rarely, however, is such literature cathartic for the reader, as the

information provides little opportunity for the development of insight. The exception to

8l
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this observation is that of the imaginatively gifted individual who is innately capable of

strong self-projection. There are times however, when specific information is called for,

and practitioners must recognize the need in advance of prescribing literary material.

Ashley (1978) contends that literature, by its very nature, has always been "riddled

with didacticism, existing as a vehicle for instruction such that tale and tenet have often

been inextricably intermingled" (p. 478). The prescribing of didactic literature within

education stems from a mode of thought that associates the achievement of learning with

the accumulation of facts and speculations. Ashley comments that in Victorian times, for

example, one was deemed "educated' according to the amount of material absorbed. This

didactic imperative is currently stronger than ever, if only for the reason that today's

society is far more complex than it has been at any point in history. Ashley supports his

argument by referring to what he calls "a very obvious indicator"-the fact that children's

books are viewed by many "as direct agents for change" (p. 478). He maintains that there

is a lingering suspicion of the inadequacy of fiction works, which stems from an earlier

period in history. According to Ashley,

unless books are useful they are probably detrimental; not much of a change of view
since the first quarter of the nineteenth century when it was widely accepted that
books did as much harm as contact with evil people...Perhaps the term 'printer's
devil' has Freudian overtones. (p. 480)

Ashley condemns the popular approach of prescribing books for specific conditions or

problems, without any apparent appreciation that,

the 'prescription' might well result in attitudes and states of mind quite different
from those anticipated. Indeed, harm is as likely a dividend as a benefit, for there is

as yet no firm understanding of how children are affected by their reading. We may

opine that such and such an incident may have this or that effect because of having

witnessed similar reactions. But we are not able to do more than make inspired

guesses as to possible inner-depth effects on the psyche...The built-in danger of
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prescribing from a position of ignorance is obvious. (p' 480)

Ashley raises the legitimate concern that didactic literature may be used superficially, as a

panacea or quick fix for the troubled child or adolescent. B. Zakaluk (personal

communication, June 11, 1998) states that one should read a story for its own sake;

viewed as a source of enjoyment rather than an agent of change. Sensitive observers are

aware that adolescents will strongly defend themselves against such direct forms of

intervention. Doll and Doll (1997) have remarked that "any indication of condescension

or didacticism tends to alienate young people" (p.42).

By contrast, clinical bibliotherapy uses imaginative literature exclusively with

groups of clients who have emotional or behavioral problems. Participation in a clinical

program may or may not be voluntary. Doctors, psychologists, and clinical nurses for

example, may work in conjunction with librarians or trained bibliotherapists, clearly

specifying goals of insight or behavioral change. Monroe (1978) suggests that creative or

imaginative literature has the capacity to recount, relive, and reconstitute the human

experience. Townsend (cited in Egofl Stubbs, & Ashley, 1980) claims that there is no

substitute in writing for the creative imagination; literary merit is the only criterion for

criticism.

Developmental bibliotherapy employs both imaginative and didactic materials with

groups of "normal" individuals in order to promote the normal development and self-

esteem of child and adolescent participants. When informational or didactic materials are

required, they should be "evaluated by the author's professional qualifications, accuracy,

currency, absence of stereotypes, purpose and scope, intended audience, safety

instructions, and illustrations, in addition to indices and other organizational aids"
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(Barron & Burely, cited in Doll & Doll, 1997).

Heller (1987) recommends imaginative literature for the purpose of healing and

restoration. She uses the Hasidic definition of work to symbolize the three pillars of

biblio/poetry therapy. The three-part definition includes kavanah, avodah, and hitlahavut.

Kavanah, the first, refers to intention, the intention to use literature for the purpose of

healing-"healing, which means not curing, but wholing, that is, making whole, growing

into completeness" (p. 3a1). The bibliotherapist's intention in using words, whether in

rhyme or story is to evoke feelings with the intention of bringing them to the level of

awareness. Heller suggests that the evocativeness of poetry lies with its ability "to call

forth feeling, to provide words for what is known only in images" (pp.34l-342). She

states that bibliotherapy uses the language of symbol, simile, and metaphor, words and

phrases that,

speak on many levels at the same time, that honor human complexity. This is the

language of multi-meaning, multi-feelingt the language of conflict, of paradox, or
cognitive dissonance; that is, the simultaneous imposition of contradictory realities
that many theorists...believe lead to creativity and growth (p.3al.

The second pillar, avodah implies service. Heller interprets its meaning, as

engaging in work which is real, tending to and nurturing the healthy part of self. Cole

(cited in Heller, 1987) discusses the notion of service as it applies to today's youth. He

maintains that in seeking the comforts of the moment, the youth of today are missing

something larger in their lives-the idea of service to something larger than themselves.

Heller suggests that bibliotherapy "serves" by generating images for what is not yet

known, and also provides opportunities for the creation of stories that will bring life,

purpose, and meaning to our struggles.



85

The third pillar, hitlahavut, refers to ecstasy; the root word in Hebrew, lehavah,

means flame. Heller states:

That, then, is our job-to enlighten, to inflame the people we work with so that they

are filled with a love of language, of learning about themselves, of moving towards

growth. We are charged with the responsibility of lighting the firè that Walter Pater

wrote would 'burn with a hard, gemlike flame,' the fire of ideas and ideals.

The significance of language and its association with healing resonates across

disciplines and cultures. Psychotherapists are rediscovering that the "precise technology

of accurately used words" has less to do with psychotherapy than words used as "tools of

effective interpretations" (Pines, cited in Cox & Theilgaard, 1987, p. xxiv). According to

Pines:

The depths of the mind are reached and touched by simpler words that speak in

images and metaphors, speak in a universal, timeless language, pre-dating

contemporary ideas. A language that touches the heart, the ancient seat of the

emotions, that speaks to the soul....They are ways in which man can experience

wholeness, a sense of being a person, a self, whose head, heart, and soul are not

divided by cognitive categories (p. xxiv).

The great latitude of expression, which can be found in poetry, prose, and

narrative-indeed all imaginative literature, reminds us that immense power resides

within the printed word. Genco, MacDonald, and Hearne (cited in Doll & Doll, 1997)

suggest that in choosing materials, we should be looking for "the connecting human

element-the relevance of the story or information to our shared humanity" (p. 42). Karl

(cited in Doll & Doll, l99l) has suggested that,

in a fine work of fiction we are literally seeing a segment of the world-as it is, as it

was, ¿ts it could be, or as the author wishes it were-through the author's eyes. This

does not mean the writer is doing this consciously. Rather the author is writing

about something that so involves him that his deep understandings and perceptions

are revealed in what he writes. (p.42)
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Criteri a for Choosin g B ibliotherapeutic Material s

Hynes and Hynes-Berry (1986) have written at length on the properties that

comprise suitable bibliotherapeutic material. The following discussion has been largely

adapted from their prodigious efforts in this area. Hynes and Hynes-Berry propose that

literary works considered for bibliotherapy can be evaluated by examining eight

dimensions, of which four are thematic and four involve stylistic qualities. Thematic

dimensions, regarded as more significant than the stylistic ones, are broadly summarized

into universal, powerful, comprehensible, and positive categories. The first two thematic

dimensions, universality and power, reflect standards imposed by literary critics; whereas,

bibliotherapy requires in addition, material that is comprehensible and positive.

The universality of theme is the first important criterion for assessing the aesthetic

value of the work and for determining its suitability for bibliotherapy. Hynes and Hynes-

Berry regard universality ¿Ìs an essential component both of good literature and literature

appropriate for bibliotherapy. Their interpretation of universality concerns the treatment

of emotions and experiences, insofar as they can be easily identified and are suitable for

character identification. This element is identified according to its ability to stimulate

recognition. If the story or poem is too narrow in its appeal, it is unlikely to sustain the

remaining three steps of the bibliotherapeutic process.

The second dimension concerns the power generated by the theme. The authors

comment on the capacity of a literary piece to touch the individual in a vital way:

This is not to say that the theme of the work must communicate something that

everyone lcnows but, rather, that it should say something in such a way that each one

feels, on the basis of his or her individual history, that what is said has some

personal truth or meaning. (Hynes & Hynes-Berry, 1986, p. 66)
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In addition, they note that in evaluating the power of a theme, one needs to bear in mind

the very real and critical difference between a piece that is merely simplistic and one that

achieves simplicity. Simplicity is evocative; it has the ability to invoke a response using

simple language without resorting to innovative techniques. Works grdced by simplicity

are not superficially impressive; yet, they have the capacity to stimulate complex issues,

often with rich and fertile results. By way of contrast, simplistic works are trite or

insignificant, offering the participants nothing of real or lasting value.

Thirdly, the idea of a comprehensible theme reflects one of the distinct goals of

bibliotherapy. In terms of group work, that means it must be comprehended or understood

by each member of the group without exception. Literature that contains an obscure

theme is an unlikely candidate for interactive or group bibliotherapy. The thematic

content of stories that derive from a much earlier historical period as well as those that

appeal to restricted subcultures are considered inappropriate for bibliotherapy. The

thematic content must be made explicit; that is, it must not rely on complex metaphors, as

some individuals and populations are unable to engage at an elevated level of abstraction.

Unless there is evidence to the contrary, it is best to work at a concrete, functional, or

explicit level for most students. Although, as the authors point out, developmental groups

are generally quick to look beyond the surface meaning, groups are not homogeneous,

and each group must be evaluated on an individual basis. Similarly, and for equivalent

reasons, highly intellectual works are to be avoided on the grounds that they are too

diffuse to be distilled into "a readily identifiable statement about emotion or experience"

(p. 68). It is prudent to avoid any material that serves as a defense against feeling.

The final thematic dimension proposed by the authors concerns the extent to which
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the work is positive and offers hope to the participants. They maintain that this dimension

is central to an overall understanding of bibliotherapy. In order to further the primary

goals of bibliotherapy-which is to affirm the participant's strengths, to increase self-

esteem, and to help those involved deal more creatively with resistance, the material

should be optimistic, hopeful, or constructive. This final theme leads to another caution-

the bibliotherapist needs to guard against offering a trivial, oversimplified, or unrealistic

message. There is a need to convey realistic and genuine hope, and at the same time, to

affirm the fact that pain, loss, suffering, and struggle are legitimate aspects of reality that

benefit from enhanced awareness and insight. Intriguingly, ambiguity serves an important

function during the discussion phase, as the very nature of ambiguous material elicits

different reactions. Participants are thus made aware of the fact that a given event or

feeling is not always understood or interpreted in the same way. The appreciation of

multiple realities, as well as the freedom to change one's mind, are possible outcomes of

such a process. In the opinion of Hynes and Hynes-Berry (1978),

the ambiguity of the material, which invites such varying responses, may well help

bibliotherapy participants understand a very critical point of good mental health-
that one's personal reaction to the realities of life can change, even if the realities
themselves do not. (pp. 70-71)

Humour is assigned an important role within the positive thematic dimension. A

sense of humor shares an intimate connection with good mental health. Humor affords the

individual some distance from the issues. At the same time that humor allows for

distancing, it invites participants to open up deep issues. Good humor is often premised

on incongruity or irony, which calls for a particular kind of abstraction. Therefore,

facilitators need to be aware of implicit ironies, owing to the tendency of some
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participants to offer too literal an interpretation. The bibliotherapist is advised to make

spare and judicious use of light or playful material in order to ensure that the serious

thematic content is not lost.

The stylistic and thematic dimensions of narratives share certain Ïeatures; namely,

two of the four stylistic dimensions reflect literary standards, whereas the other two

reflect goals of bibliotherapy. The four stylistic dimensions listed by Hynes and Hynes-

Berry are rhythm, imagery, linguistic considerations, and complexity. Rhythm and

imagery are important features of a literary piece from both an aesthetic and

bibliotherapeutic viewpoint; whereas linguistic considerations and complexity are

fundamental considerations when choosing bibliotherapeutic materials.

According to Hynes and Hynes-Berry (1986) rhythm alone "has been observed to

lift deeply depressed and introverted persons out of their private worlds-at least

momentarily-and to release memories that later became the basis of therapeutic

discussion" (p. 7 2-7 3).

Imagery is effective when it introduces the subject or experience in such a way that

it provokes the reader or listener to imagine or remember the description. In order to have

impact, the imagery must "offer a rich source of concepts and feelings to be recognized,

explored, accepted, or rejected by the inner selfl' (p. 73). Hynes and Hynes-Berry (1978)

remark that good imagery goes beyond comprehensibility; good imagery is "telling" in its

ability to "stimulate some insight into the nature of the object or scene, or, by extension,

into the nature of experience. Imagery helps us assimilate our understanding, not just

intellectual ize it" (p. 7 3).

Hynes and Hynes-Berry address some important considerations for bibliotherapy
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under the broad banner of linguistic considerations. Clarity is an issue of supreme

importance, in terms of both the vocabulary and the diction used. The criteria for

selection involve something of a juggling act. Precise terminology contributes to good

imagery yet, at the same time, the meaning is obscured if the terminology is too complex.

Owing to its importance, Hynes and Hynes-Berry emphasize:

The vocabulary of the material can have an impact on the participant's self-esteem

and, consequently, on his or her capacity for dialogue. Indeed, the experience of
struggling with selections whose language is too difficult can demoralize and/or

intimidate those who feel insecure about their ability to learn-and in such cases the

literature becomes another sign of inadequacy rather than a tool for affirmation.
Even if morale were not an issue, thefeeling-response to any work that demands an

excessive degree of intellectual grappling is often sacrificed or at least disrupted (p.

74).

The final stylistic criterion for bibliotherapy-complexity, pertains to both length

and structure. The time allotted for a bibliotherapy session is of pragmatic concern. ln

order to allow sufficient time for presentation, reflection, and discussion, the material

needs to be short enough to accommodate these demands. As the material increases in

length, it tends to overwhelm the participant's ability to focus on the essentials. Material

that contains one or two pages of text or a four to ten line poem is sufficient to sustain a

full session. Complexity involves more than length; therefore, it is essential that the

facilitator be alert to various techniques that cloud the work or make it dense or difficult

to understand. These techniques include allusions, complex interlocking of images,

intentional digressions and the emphasis on implied rather than explicit meanings.

Material characterized as short and succinct includes poems, prose forms, fables, myths,

and parables. l,onger works, including short stories, essays, and novels, can still be used

effectively, providing the facilitator makes appropriate accomodations. Hynes and Hynes-
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Berry give the following examples: extracting key passages, contracting with the group to

read ahead of the session, and reading short segments of the work over several sessions.

The Pragmatics of Choosing Bibliotherapeutic Materials

It is fundamental that the bibliotherapist has a working plan for choosing the

material based on the above-stated criteria, before beginning any sessional work in

bibliotherapy. There is the assumption that the bibliotherapist is directly and solely

responsible for material selection. In the majority of developmental groups, the

bibliotherapist personally selects the items that will be used in any given session. The

bibliotherapist must attune to the legitimate needs of the participants. A most important

skill of the bibliotherapist involves an intuitive knowing of what is likely to work, based

on experience that includes supervisory time and systematic self-evaluation. On the other

hand, allowing participants to choose their own material is in accordance with

constructivist principles. As students learn to extend and question initial responses to the

literature, they may opt to work in collaborative groups or employ creative writing. The

astute bibliotherapist will appreciate the fact that participants express or reveal

themselves through their choices. Allowing participants to make their own choices

encourages them to share that which they have found meaningful and to make

connections across readings. This avenue provides an opportunity for participants to

strengthen interpersonal relationships both with the bibliotherapist and among

themselves. Regardless of who does the choosing, the ultimate goal is to have each

participant working toward his or her own horizon of understanding.

Sources of Bibliotherapeutic Materials

The task of locating sources for bibliotherapeutic materials might seem daunting at
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first, owing to the realization that source material is virtually limitless. An experienced

bibliotherapist regards everything as potential material. Each practitioner is likely to have

his or her prefened method for searching and collecting material that has evolved over

time. The bibliotherapist-in-training who is interested in building files, can consult

bibliographies compiled by expert practitioners in the field. Librarians can serve as an

excellent resource for assisting trainees to locate and use reference tools. Library school

and education departments offer courses in young adult literature, providing useful

compilations of specific titles and resources in the process. Hynes and Hynes-Berry

suggest that trainees enroll in classes, which study the literature of various cultures, in

addition to taking classes in poetry, short stor!, or film. Magazines can be a regular

source of fiction, poetry, and short stories, The following references are provided with the

intention of aiding teachers in their search for materials related to the needs, interests, and

life challenges of their adolescent students. Many of the citations were adapted from Doll

and Doll's 1997 text, Bibliotherapy withyoung people: Librarians and mental health

p rofe s sionals w o rking to g ethe r.

Resources for Adolescents

American Library Association . (1957). Subject index to poetry and young people.
Chicago: American Library Association.

Arbuthnot, M. H. et al. (1976). The Arbuthnot anthology of children's literature.
Glenview, Ill: Scott, Foresman.

Baskin, B. H., & Harris, K. H. (1984). More notes from a distant drummer: A guide to
juvenile fiction portraying the disabled. New York: R. R. Bowker. An annotated

guide to adolescent fiction consisting of 348 titles, relevant for 5 to 18 year-olds,

published between 1976 and 1981. Addresses various disabilities including:
auditory impairment, physical impairment, emotional dysfunction, intellectual
impairment, learning disabilities, neurological impairment, orthopedic impairment,
cardiac and rheumatic disorders, as well as speech and visual impairment.
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Bernstein, J. 8., & Rudman, M. K. (1989). Books to help children cope with separation

and loss: An annotated bibliograp y. Vol. 3. New York: R. R. Bowker. Consists of
five indexes: author, title, subject, interest level, and reading level. Suitable for 3 to

16-year-olds.

Campbell, P. (1986). Sex guides: Books, andfiIms about sexualityforyoung adults.New
York: Garland Publications. Sourcebook for guides to topics related to sex and

sexuality for adolescents, plus a bibliography of fiction/nonfiction works for junior
and senior high-school libraries.

Carlsen, G. R. (i979). Books and the teen-age reader: A guide for teachers, librarians
and parents. New York: Bantam. Contains annotated bibliographies'

Children's books in print. New York: Bowker. Published annually. Author and title
indexes for K to 12 fiction and nonfiction.

Dreyer, S. (1981). The booffinder: A guide to children's literature about the needs and

problems of youth aged 12-15. Circle Pines, MN: American Guidance Service, Inc.

An excellent resource that locates books according to psychological, behavioral, and

developmental categories. Contains author and title indexes.

Dreyer, S. (1935). The booffinder: When kids need books. Circle Pines, MN: American

Guidance Service.

Dreyer, S. (1992). The best of booffinder: A guide to children's literature about interests

and concerns of youth aged 2-18. Circle Pines, MN: American Guidance Service.

Categorizes 676 books for parents, counselors, teachers, librarians, psychologists,

and psychiatrists that can be used to help young people cope with: abandonment,

aggression, courage, emotional deprivation, fear, friendship, gender identity,
inferiority, jealousy, loyalty, mental illness, peer relationships, prostitution , Íape,

self-esteem, sex, siblings, suicide, trust, values, and women's rights.

Friedberg, J. 8., Mullins, J. 8., & Sukiennik, A. W. (1985). Accept me as I am: Best

books of juveníIe nonfiction on impairments and disabilities. New York: R. R.

Bowker. Nonfiction works that include: biography, autobiography, concept, and

information books about individuals with disabilities. Suitable for 2 to l7 years.

Gillespie, J. T., & Naden, C. J. (1987). Juniorplots 3: A book talk guide for use with
readers ages 12-16. New York: R. R. Bowker.

Gillespie, J. T., & Naden, C. J. (1989). Seniorplots:A book talk guide for use with readers

ages l5-18. New York: R. R. Bowker. Both of the above resources serve as a

guidance reading tool. Each version contains 80 titles designed for the teen interests,

including: science fiction and fantasy, historical fiction, sports fiction, biography

and true adventure, guidance and health, and the world in general.
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Hyde, M. O. Sexual abuse: Let's talk about it. Revised edition. Philadelphia: Westminster
Press. Case studies are used to educate readers from preschool to senior high about

sexual abuse, with an emphasis on protection, prevention, and treatment.
Bibliography contains 21 titles and audiovisual materials.

Hipple, T. W., Yarbrough, J.H., & Kaplan, J. S. (1984). Twenty adolescent novels (and

more) that counselors should know about. The School Counselor, 32 (2),142-148.

Index of poetry for children and young people-1970-1975: A title, subject, author, and

first-line index to poetry in collections for children and young people. ( 1 977) New
York: Wilson.

Krickeberg, S. K. (1991). Away from V/alton Mountain: Bibliographies for today's
troubled youth. The School Counselor, 39,52-56. Covers such topics as:

alcoholism, foster care and adoption, divorce and stepfamilies, learning disabilities,
as well as books for gay teens.

Lerner, R. M., & Galambos, N. L. (Eds.). (1984). Expertencing adolescents: A
sourcebookfor parents, teachers, and teens. New York: Garland.

Martin, M., Martin, D., & Porter, J. (1983). Bibliotherapy: Children of divorce. School
Counselor, 30(4),312-315. An annotated bibliography of books for children and

young adolescents concerning the divorce process.

Miller-Lachmann, L. (1992). Ourfamily, ourfriends, our world: An annotated guide to
signíficant multicultural books for children and teenag¿rs. New Providence, NJ: R.

R. Bowker. Includes approximately 1000 fiction and nonfiction multicultural books,
which emphasize cultural diversity. Texts are ordered on a geographic basis with
tiles organizedby grade level within each chapter. Contributors include librarians,
school media specialists, teachers, educational consultants, academicians, and

authors of children's literature. Suitable for readers from preschool to grade 12.

Sutherland,Z.,Heame, B., & Sutton, R. (1990). The best in children's books: The

Uníversiry of Chicago guide to children's literature, 1985-1990. Chicago:
University of Chicago Press. Represents the best in American and British fiction
and nonfiction. Recommended rating reflects selection based on literary merit.
Suitable for six months to grade i0; developmental values index a strength.

Timmerman, L., Martin, D., & Martin, M. (1989). Augmenting the helping relationship:
The use of bibliotherapy. The School Counselor, 36(4), 293-297 .Includes resources

for adolescents (ages 12 and up) on such topics as: abandonment, abortion and

pregnancy, aging, alcoholism, anorexia nervosa, belonging, child abuse, dating,

death, delinquency, divorce, drug abuse, family relationships, friendship, identity
(search for), inferiority (feelings of¡, love (meaning ofl), maturation, prejudice,

rebellion, responsibility, self (attitude toward), sex, suicide, and unwed mother.
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Tway, E. (Ed.). (1981). Reading laddersfor human relations. 6'h ed. Washington, DC:
American Council on education. Designed to promote an appreciation and

sensitivity toward human relations through fiction, nonfiction, and poetry titles.

Indexed by author and title; suitable for readers from preschool to high school.

Wilkin, B. T. (1993). Survival themes infictionfor children and young people.2nd ed.

Metuchen, NJ: Scarecrow. Contemporary, realistic, children's titles that explores

various dimensions of human existence and survival. Titles selected on basis of
literary merit on such topics as: loneliness, peer pressure, and religion. Depicts

characters' introspection and growth. Age levels: preschool to high school.

Winfield, E. T. (1983). Relevant reading for adolescents: Literature on divorce. Journal
of Reøding, 26(5),408-41L suggested books, which explore the various facets of
divorce and its impact on adolescent students.

Zivrin, S. (1992). The best years of their lives: A resource guide for teenagers in crtsis.

Chicago: American Library Association. A selective guide to nonfiction books

suitable for adolescent issues (age 12 to 18 years), such as: family relationships,

school-related attitudes, self-image, substance abuse, rape, incest, physical violence,

stress-related health issues, anorexia, depression, sexuality, pregnancy and

parenting, teen suicide, and bereavement.



CHAPTER FTVE

THE BIBLIOTHERAPIST

Stories connect me to a larger pattern, to the meaning of my life. I listen to the stories people tell, the

stories my aged mother, and before her, my grandmother, told about their lives. The same story over

and over, as though telling it for the frrst time, as though I have not heard this one a thousand times-
so often I can tell it myself, word for word. What wisdom is there to alleviate the pain? The wisdom

of the story, the mothers' stories, mine. I want to pass my story on, give not a solution but courage,

acceptance, Iovefitalics addedl to those who listen. I came through, the story says. I live. My life fits
into some larger whole. (Weber, 1996, p. 118)

Facilitatin g Therapeutic Communication

Although there is, yet, no comprehensive account of "how" the process of

therapeutic communication occurs (Gergen, 1998), it is clear that within bibliotherapy,

the onus for facilitating such communication lies with the bibliotherapist. Ideally, the type

of awareness that emanates from a bibliotherapy session is not an increase in knowledge

of the world around us, but rather a heightened understanding of self. In suggesting that

therapeutic communication lies at the heart of effective therapy, Gergen states, "There is

something about the nature of communicative interchange that engenders change" (p. 1).

Yet, he inquires, "What precisely is it about such communication that precipitates

transformation? What forms of communication are invited...How might we be more

effective" (p. lX J. Newton (personal communication, May 8, 1994) simply asks, "What

heals?"

Constructivists have argued that we each inhabit a world of private experience;

furthermore, we use words to express these differences between worlds. Gergen (1998)

submits that "we do not listen to language in order to find out what is the case, but how

the world is given meaning [italics added] within particular traditions, communities or

relationships" (p. 3). Whether the interaction involves bibliotherapist and participant, or

96
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teacher and student, we recognize that meaning is jointly constructed and that the "locus

of meaning" is situated within the process of interaction.

Language is of fundamental importance because "language is constitutive of

relationships", thus forming an integral part of the relationship itself (Gergen, 1998, p. 7).

Vygotsky (cited in Hein, 1991) proposed that children's understanding is shaped,

not only through adaptive encounters with the physical world but through

interactions between people in relation to the world-a world not merely physical

and apprehended by the senses, but cultural, meaningful and significant, and made

so primarily by language. (p. 8)

Bakhtin (cited in D. Barnes, 1995) explains the inextricable link between language and

learning:

Language is not a neutral medium that passes freely and easily into the private

property of the speaker's intentions; it is populated-over-populated-with the

intentions of others. ...flVhat we say is] as if it were overlain with qualifications,

open to dispute, charged with value. ...It is entangled, shot through with shared

thoughts, points of view, alien value judgments and accents. (Bakhtin, cited in D.

Barnes, 1995, p. 5)

Significantly, notes Gergen (1998), "the potential for meaning is realized through

supplementary action" (p. 5). Simply put, the utterances and words, which comprise

language, begin to acquire meaning when other individuals coordinate themselves with

what is spoken, that is, when they add some form of supplementary action (linguistic or

otherwise). According to Gergen, it may be a simple affirmation such as "yes" or "right",

an extension of the words spoken, or it may take the form of an action, such as nodding in

agreement. These supplementary actions signal the success of the communication. Thus,

an individual can only "mean" when another is available to supplement the action,

thereby giving it a function within the relationship. Gergen is of the opinion that "to

communicate is thus to be granted by others a privilege of meaning....meanings are
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subject to continuous reconstitution via the expanding sea of supplementation" (p. 6).

Rogers was the first therapist to actually measure the effectiveness (or

ineffectiveness) of therapy (Hergenhahn, 1990). Rogers (1957) abstracted several general

psychological conditions, which he felt to be both "necessary and sufficient", for the

purpose of bringing about constructive personality change, defined as:

Change in the personality structure of the individual, at both surface and deeper

levels, in a direction which clinicians would agree means greater integration, less

internal conflict, more energy utilizable for effective living; change in behavior
away from behaviors generally regarded as immature and toward behaviors regarded

as mature. (p. 95)

In setting forth the necessary conditions-those which initiate constructive personality

change, as well as those which appear to be "sufficient to inaugurate that process" (p. 95),

Rogers describes a therapeutically-oriented relationship, which is startling in its

simplicity:

Two persons are in psychological contact. The first, whom we shall term the client,
is in a state of incongruence, being vulnerable or anxious. The second, whom we
shall term the therapist, is congruent or integrated in the relationship. The therapist
experiences unconditional positive regard for the client. The therapist experiences

an empathic understanding of the client's internal frame of reference and
endeavours to communicate this experience to the client. The communication to the
client of the therapist's empathic understanding and unconditional positive regard is
to a minimal degree achieved....No other conditions are necessary. (p. 96)

Rogers maintains that constructive personality change will necessarily follow, provided

these six conditions exist, and continue across an extended period. Therapy is predicated

on the idea that individuals are able to "reconstruct" their worlds. In order to facilitate this

restructuring, the bibliotherapist needs to engage in therapeutic communication, and to

ensure that the necessarv and sufficient conditions exist.
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Personal Traits

There is consensus that certain personality factors serve to distinguish effective

from ineffective helping professionals. Coombs et al. (cited in Rubin, i978b) document

the features of "effective" practitioners:

Their beliefs about others, themselves, their goals, and their methods affected their
ability to be helpful more than did their formal training.. ..These effective
professionals see themselves as identified with others, basically adequate,

trustworthy, wanted, and worthy of respect. Their purposes are identified as freeing,

concerned with large issues, self-revealing, personally involving, process-oriented,

and altruistic. The approaches of a good helper are oriented toward people rather

than objects, and toward perceptual experiences rather than objective facts. These

findings suggest that it is the personality and maturity of the practitioner, more than

the educational background that determines a good bibliotherapist. (p. 102)

Rogers (1951) declares that within the confines of any therapeutic relationship, the

therapist should be a genuine, congruent, and integrated person. This means that "within

the relationship he is freely and deeply himself, with his actual experience accurately

represented by his awareness of himself. It is the opposite of presenting a facade either

knowingly or unknowingly" (p. 97). The therapist should also exhibit "unconditional

positive regard" for the client, defined as, "experiencing a warrn acceptance of each

aspect of the client's experience as being a part of that client...It means a caring for the

client as a separate person, with permission to have his own feelings, his own

experiences" (p. 102). In addition, Rogers maintains, it is essential that the therapist be

capable of "experiencing an accurate, empathic understanding of the client's awareness of

his own experience. To sense the client's private world as if it were your own, but

without ever losing the 'as if' quality-this is empathy, and this seems essential to

therapy" (p. 99).The "as ifl'quality is critical to an ongoing therapeutic relationship,

because it represents the acknowledged boundary between the client and the therapist's
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identities. Rogers' final condition is not a personality trait, but rather, concerns the

client's perception of the therapist. The client must perceive "to a minimal degree, the

acceptance and empathy which the therapist experiences for him. Unless some

communication of these attitudes has been achieved, then such attitudes do not exist in

the relationship as far as the client is concerned" (p. 99).

Hynes and Hynes-Berry (1986) reiterate the findings of Rogers, and others, when

they state that the attitudes of empathy, respect, and genuineness are both therapeutic and

necessary, and should be demonstrated by all persons engaging in bibliotherapy. These

fundamental attitudes represent outgrowths of the personal characteristics of maturity,

integrity, adaptability, and responsibility. They describe the following qualities:

Empathy

Empathy is defined as "the capacity to understand intellectually or imaginatively

another's feelings or thoughts without actually experiencing them oneself' (p. 118).

Carkhuff (cited in Hynes & Hynes-Berry, 1986) views empathy as the preeminent

variable from which all other dimensions flow. The condition of empathy is the

therapist's power to imagine another's experience, and to express it. Empathic

understanding is based purely on evidence, both verbal and nonverbal. It is essential that

in journeying through the participant's private world that the bibliotherapist assume

nothing beyond what is conveyed. Nonverbal responses, including posture, tone of voice,

eye contact, and facial expressions, must all be taken into account. Elser (1982) finds it

necessary "to listen with understanding to see what lies behind the statements, to see their

point of view, to imagine how it feels to be in their position" (p. 651). Empathy is often

perceived as a natural ability. Hoffman (cited in Hynes & Hynes-Berry, 1986) feels that
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with training and practice, one can develop empathy and use it more therapeutically.

Respect

In some ways a facet of empathy, respect concerns the valuing of the participant's

uniqueness and inherent worth, as well as the participant's feelings. Part of the

bibliotherapist's task is to encourage the participant's sense of respect for others. One

grants respect to all persons within the group without exception. Furthermore, the

bibliotherapist must clearly communicate that respect, for example by listening

attentively. Valuing a response that does not fit the prescribed agenda is critical. The

bibliotherapist's attitude toward the unexpected reply informs the participants as to

whether or not their responses are valued and treated with consideration. One must use

humor judiciously. Any hint of ridicule is not only disrespectful, but also potentially

damaging, and a serious violation of the bibliotherapist's role. Hynes and Hynes-Berry

(1986) state, "the facilitator must be very aware of the vulnerability and risk involved in

honestly revealing and dialoguing about feeling-responses" (pp. 122-123).

Genuineness

Genuineness relates to the bibliotherapist's perception of self. Effective

practitioners are essentially honest, and capable of openness and spontaneity. These

individuals "recognize that they must do what they are asking the participants to do: to be

aware of inner experiences, to be honest about them, and to claim them as their own. At

the same time, they are free enough not to impose their personal feelings on others"

(Hynes & Hynes-Berry, 1986, p. 123). A ground of genuineness allows empathy and

respect to flourish. Significantly, note the authors, a bibliotherapist can never be fully

effective without demonstrating the related dimension of self-awareness. In order to tune
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in accurately to a participant's responses, the bibliotherapist must be able and willing to

set aside all issues that are unrelated to the needs of the participant(s). According to Elser

(1982), patients have an intuitive awareness as to whether or not the therapist is truly

interested in them. She states, that "if the bibliotherapist is genuinely iñterested and

motivated, the patients will sense this and appreciate his or her efforts on their behalf, and

this will help overcome any deficiencies in technique (p. 650).

The bibliotherapist must set aside personal needs to ensure that the content serves

the needs of the group. DeRosis (cited in Hynes & Hynes-Berry, 1986) cautions

therapists:

You may believe that your patient wants to return to his mother's womb, but how

would it help him to discuss his dependency in those terms? Is it, further, of any

help to him to discuss his dependency at all? Or might this only add to an already

abiding sense of inadequacy as a human being? If you do insist, however, upon

discussing this point with him, and he finally agrees with you, what does he do

then? Does he try to climb back in, or does he remain forever frustrated and furious
that this is impossible?...What, then, is to be the content of a bibliotherapeutic
session, whether individual or group? (p. na)

As in the above example, Hynes and Hynes-Berry (1986) caution that there is a critical

difference between "leading a discussion without experiencing personal reactions and

doing so without allowing personal reactions to intrude" (p.12Ð. The bibliotherapist's

reactions will inevitably affect the ongoing interactions of the participants. It is preferable

to explore personal issues on a personal basis over a period of time, rather than in passing

with a group. It is the duty of the bibliotherapist to establish appropriate limits and

boundaries.

Maturity

The self-acceptance that accompanies maturity is an extension of self-awareness. As
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such, maturity is not a function of age, but rather an attitude toward self. "In effect,

maturity is a prerequisite for empathy and respect and is a necessary complement to

genuineness" (Hynes & Hynes-Berry, 1986, p. 126). A mature bibliotherapist is tolerant

of others, unselfish, patient, and persevering, and demonstrates the ability to accept his or

her own limits and fallibility. He or she displays a strong sense of "the real", and is well

aware that growth is often slow and almost imperceptible.

Integrity

Hynes and Hynes-Berry (1986) offer this description of integrity:

Integrity goes hand in hand with maturity. Bibliotherapists should consciously work
from a personally integrated moral framework. The inherent respect that they have
for themselves as well as for others means that they will have the integrity to avoid
compromising their own principles or self-esteem as well as to reject anything that
would lead to exploiting another. (p. 121)

Therefore, bibliotherapists model respect. They appreciate their own power, and for that

reason, strive to empower others. They scrupulously avoid taking advantage of anyone.

They honor the private and complex world of participants, and work to elicit only those

responses that participants are willing to share. They maintain strict confidentiality and

advise group members of their obligation to do the same.

Responsibility

In the broadest sense, responsibilù) implies a serious undertaking on the part of the

bibliotherapist. Elser (1982) states that, there is a commitment not only to the routine of

having a group...but especially to maintaining the trust and reliance that the group

members, it is hoped, come to have in the therapist" (p. 650). The bibliotherapist is

required to help the participant understand the emotions that accompany a feeling-

response in order to achieve some degree of closure. Bibliotherapists also have a
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responsibility to themselves and to their profession. They must be willing to learn the

theory behind the art, practice the necessary skills, and explore and evaluate their own

understandin g and performance.

Adaptability

Although different from the other qualities identified thus far, adaptability is an essential

trait for the bibliotherapist. The practitioner can draw no assumptions about how the

session might unfold; nothing is assured. As there are no "right" or "wrong" ways to

conduct a bibliotherapy session; "the potential always exists for a unique interaction

between the literature and the participant" (Hynes & Hynes-Berry, 1986, p. 128).

Adaptability requires the bibliotherapist to attend to the moment, to develop an

appreciation for the "immediacy of the experience". IJnexpected responses or moments of

insight require skillful maneuvering or perhaps sudden shifts in the direction of the

discussion in order to maximize the effect of such responses. There are times when a

bibliotherapist allows for a misreading. For example, if it appears that a participant's

interpretation has self-meaning, which might lead to insight or catharsis, the

bibliotherapist ought to proceed without correction.
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CHAPTER SD(

THE PARTICIPANT

Participant Responsibilities

Participants, as well as the bibliotherapist, have a responsibility-to themselves,

each other, and the process. They each have an active role to play because each individual

is responsible for his or her own learning. When participants share the responsibility for

communicating effectively, they are engaging in what is termed, "task-supportive"

behavior (Hynes and Hynes-Berry, 1986). It is fundamental that participants comprehend

both the content and the ensuing discussion about the material. If they have difficulty

comprehending the material, they are encouraged to ask for information, probe issues,

express their understanding of the topic, or restate the theme in such a way that it builds

on previous comments.

If they are comfortable in their understanding of the material, participants are

encouraged to suggest new ideas and offer alternative interpretations for the way in which

they view material. They are invited to make connections between the ideas expressed

and to note differences in interpretation. They have the right to question the direction of

the discussion if they feel that the group is losing its focus. Participants are able to share

their reactions to the material, whether they agree, disagree, or remain ambivalent. The

participant can help "crystallize the focus of the dialogue" by recognizing and reviewing

what has been said (Hynes & Hynes-Berry, 1986, p.191).

Negative Behaviors

It is imperative that the bibliotherapist recognize behaviors that interfere with

effective communication. It is counterproductive to allow any behaviors to persist that
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contravene the rights of others. Hynes and Hynes-Berry (1986) suggest that it is

"strategically advantageous" to allow others in the group to impose limits on behaviors

that destroy group cohesiveness (p.198). They caution that these negative behaviors are

rarely extreme, but often take many subtle and sophisticated forms. PaSsive-aggressive

behaviors can effectively divert the flow of communication. [n disallowing this type of

activity, the bibliotherapist needs to assure group members that it is not the "feeling" that

is being denied, but rather the destructive manner in which it is being expressed. These

include:

Aggression

It is unlikely that the aggression will manifest at a physical level, but usually takes the

form of destructive criticism, angry comments, blaming, and belittling. It is critical that

aggressive behavior be dealt with promptly.

Resistance

Members might employ diversionary tactics in an attempt to prevent the discussion of a

painful or uncomfortable issue. They might be quite vocal that the issue holds no

relevance for them and refuse to allow others to discuss the idea.

Seeking Attention

Some individuals have an excessive need to command attention, which they accomplish

by dominating the conversation, boasting, using shock value, or engaging in loud or

excessive behavior.

Dominating

The need to control others might take the form of intemrpting, telling others what to say,

or intimidating.
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Obsessing

Some participants may try to use every opportunity to talk about a theme, concern, or

issue that fascinates them without any apparent appreciation of how they are interfering

with others.

Withdrawing

Withdrawal may consist of an active show of indifference, or it may show as reticence,

minimal responses, or even involve private conversations during the discussion.

Group Dynamics in Bibliotherapy

The advantages of a group setting for bibliotherapy become evident when an

individual group member obtains a therapeutic experience or insight that would not have

been obtained otherwise. Hynes and Hynes-Berry suggest that a developmental

participant might be able to confront and acknowledge feelings, when it is sensed that

other group members share those feelings. The authors maintain that the group mirrors

the "inherently social nature of the human condition" (p. 218). ln offering support,

reassurance, or sharing insights with others, the group members become self-affirming.

In developing group climate, the bibliotherapist establishes and communicates the

idea that the group embodies cohesiveness and acceptance. Having successfully

communicated these objectives, individual members come to feel some assurance that

"any genuine expression of thoughts or feelings will be accepted by the other

participants" as well as by the bibliotherapist (Hynes & Hynes-Berry, 1986, p. 218). It is

important to note that these goals are not met through a prescribed form of cooperation,

but rather, through interactions that effectively serve [o enhance cohesiveness and

communicate acceptance.



PART TWO: ADOLESCENCE



CHAPTER SEVEN

RMES OF ADOLESCENT PASSAGE

It was the best of times, it was the worst of times, it was the age of wisdom, it was the age of
foolishness, it was the epoch of beliei it was the epoch of incredulity, it was the season of Light, it
was the season of Da¡kness. (Dickens, 1981, p. l3)

Overview

Although Dickens never intended that his words be used as a metaphor for

adolescent passage, they deftly capture the unique and quintessential nature of that

remarkable time-a time of profound change and simple paradox. Garrod and Webster

(i991) refer to it as a "period of joy and disappointment, energy and apathy,

independence and conformity-a period marked by what Anna Freud termed

'incomprehensible and irreconcilable contradictions in the psychic life' (1948, p.137)."

I-erner and Galambos (1984) describe adolescence as,

a time of excitement and of anxiety, of happiness and of troubles, of discoveries and
of bewilderment, of breaks with the past and yet of continuations of childhood
behavior. Adolescence is a period about which much has been written, but, until
relatively recently, little has been known. In short, adolescence can be a confusing
time-both for the adolescent experiencing this phase of life and for the people who
are observing the adolescent's progression through this phase. (p.1)

Beyond the confusion experienced by adolescents and their observers, there is

additional confusion as to how adolescence should be characterized. Since the turn of the

century, theorists have contested not only the nature of adolescence, but also its points of

entry and departure. Sieg (1971) has gone so far as to suggest that "the stage of

adolescence is not a stage necessary to human development, but is merely a cultural

phenomenon-necessary, perhaps,to our culture, but not present in all cultures" (p. 337).

Based on their study of the research literature, Garrod and Webster (1991) state that

adolescence is primarily a western construct, which, nevertheless, must be addressed.

109
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Garrod and Webster maintain:

This wide range of perspectives on adolescence does not mean, however, that there

are no issues, challenges or rewards which are typically "adolescent." The

exploration of one's sexuality, the search for identity, the self-contemplation, the

pain of self-awareness-these are all experienced to some degree by individuals
moving from the stability and safety of childhood into the independence and risk of
adulthood. While there are inevitable limitations to the extent to which one can

generalize from individual experiences, fictional accounts of individual adolescent's

experiences can certainly enhance our understanding of what adolescence is all

about. (p.vi)

Alissi (1972) suggests that adolescents are perceived as a threat because they run

counter to the established order. He maintains that conflicts between generations abound

owing to the consistency with which each generation views the other-a scenario which

is not likely to change until we are able "to invent new ways of seeing, imagining, and

describing ourselves to one another" (p. 505). Alissi states that the social sciences fail to

portray social reality adequately. This, however, should not be surprising, as "we never

see things in their total concreteness". We are, he informs, only cognizant of certain

aspects-"those that we have been taught to abstract using the currency of our own

cultural symbols" (p. a95). Ultimately, it is our own participation and narrowed cultural

frames of reference, which are responsible for institutionalizing these distortions of the

truth. Adolescence, in particular, has been subjected to the same nalrowly focused

concepts and theories and is replete with portrayals of this period as transitory,

preparatory, and ultimately negative. To speak of the "marginalization" of adolescence,

and by extension, the "marginal" status of the adolescent is to both acknowledge and

lament the diminution of this most singularly provocative period of human development.

Sieg (1971) comments,

Since the intense concern of society about the stage of adolescence is in response to
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the social and psychological problems that arise from it to disturb society, it is
practical to study adolescence from the point of view of its being a social problem,
and this is how adolescence has been generally regarded-as a social problem rather
than as a natural stage of physiological development. (p. 337)

The essential quest of adolescence is nothing less than the search for self. As the

adolescent embarks on her solitary journey, she continuously plumbs the depths of her

experience, listening for a respondent chord, a mirroring of her progress. In her bid to

assert a unique original self, she invariably finds herself at odds with the larger society,

for, as Alissi (1972) contends, it is through the very process of rebelling that she

discovers her own meaning. Often referred to as sturm and drang, this view has its roots

in antiquity and was formalized by Hall in his description of adolescent development

(Violato & Wiley, 1990, p. 254).It has even been suggested that conflict with parents

plays an important role in adolescent autonomy. As noted by Silverberg and Steinberg

(cited in J. A. Pardeck & J. T. Pardeck, 1990), "a conflict-free family situation may lead

to a fear ofseparation, exploration, and independence for the adolescent" (p. 314).

However, there is an opposing point of view, which suggests that we have been too

quick to portray adolescents as moody, derisive, turbulent, and troubled. This view holds

that the stereotype of "troubled teens" is nothing less than a cultural myth, and it is a myth

that has dominated the public mind. According to many current studies of adolescence,

this developmental period is, in fact, relatively smooth and peaceful for the majority of

individuals (Violato & Wiley, 1990). According to Garrod and'Webster (1991),

"adolescence may have its dark side of separation, fear, and depression, but it also has a

much lighter side of reconnection, independence and joy" (p. viii). Uribe (1986) takes

something of a middle ground when he states,
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The highly individualized, intense, and inseparable physical and psychological

changes of puberty dynamically interrelated with the cultural expectations of a
particular society make the physical, social, and metapsychological needs, stresses,

and therapeutic requirements unique to each adolescent [italics added].

Clearly, there is a need to examine adolescence in a new light, with an aim to

uncovering some of its more enchanting, if not bewildering features. Mitchell (1992)

provides the following sensitive insights:

Adolescents are human beings and as such they share in the larger pains and joys of
humanness. Like the rest of us, they must cope with fundamental day-to-day
problems-they must learn to live off their wits, how to get along with others, how
to make do within bulky, indifferent institutions, and how to get what they need

without offending the wrong people. As well, they must learn how to satisfy their
basic physical, psychological, social and moral needs; how to make themselves feel

worthwhile and human; how to receive sympathy, support and love from others;

how to develop intimate relationships, to attain a decent sense of worth and value.

In essence, they confront the same general life problems we all experience and they
do so with urgency, apprehension and integrity. (Mitchell, 1992,p.l0)

Adolescents in Context

My eyes already touch the sunny hill.
going far ahead of the road I have begun.

So we are grasped by what we cannot grasp;

it has its inner light, even from a distance-

And changes us, even if we do not reach it,
into something else, which, hardly sensing it, we already are;

a gesture waves us on, answering our own wave. . .

but what we feel is the wind in our faces.

-Rilke (192411981, p. 177

Being an adolescent in today's world is no easy task. As we approach a new

millennium, there is the growing awareness that change may well be the most reliable

dimension of contemporary existence. Attali (1991) describes a world in which,

History is accelerating. What was beyond the grasp of imagination yesterday, except

perhaps in the fertile minds of futurists and fiction writers, has already happened

today. The Berlin Wall has crumbled; test-tube fertilization is routine, and a camel

herder in sub-Saharan Africa can speak on a palm-sized cellular phone to a
suburban commuter in [,os Angeles. Future shock is yesterday. (p. 3)
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Today's youth are witness to a convoluted period in human history in which science

and technology are entrenched within the social landscape. The traditional social compass

has been destroyed, and technology has served to reorder and restructure social relations

not only between nations and individuals, but also our relationship with our environment

(Franklin, 1990).

The resulting alienation, a common theme of existentialist literature, has become a

pervasive aspect of life for many of today's youth. Alienation goes hand in hand with a

Ioss of meaning and sense of abandonment. Technological progress has a nasty habit of

discounting the human dimension. Marcuse (1964) spoke of the more progressive stage of

alienation wherein the individual is swallowed up by his alienated existence. At that

point, there is only one dimension, which exists everywhere and in all forms.

It is not surprising that the youth of today can be described in such terms, for as

Cohen (1976) argues, educational institutions contain all of the alienating features of the

larger society, such as to make them appropriate environments for the study of

powerlessness, meaninglessness and social estrangement. In 1934, Eliot (cited in Cox &

Theilgaard, 1987) asked, "'Where is the life we have lost in living?'Where is the wisdom

we have lost in knowledge? Where is the knowledge we have lost in information (p.

190X In spite of an unrelenting stream of information, it has become increasingly

difficult to understand the world in which we live. Coles (cited in Heller, 1987) suggests

that adolescents live in a time of spiritual aridity. He claims that,

Our young people know nothing of struggle; they think it's something you're not
supposed to have. As soon as the slightest difficulty comes along, they're
overwhelmed. They fall apart. They don't know about problem-solving because

they haven't been taught. Their world isn't the long, spun-out one we know; it's the
quickie solution to everything. They've lost the middle. They know about
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beginnings and endings, but they've lost process; they've lost language. (p. 343)

In order to function optimally, adolescents must acquire a diverse set of functional

attitudes and skills in order to interact with conditions of reality that are growing

increasingly more complex. Csikszentmihalyi and Larson (1984) state that initially, the

child knows the world as a place through which his body moves, a world of simple sense

impressions and basic emotions. However, as he ventures forth, he discovers around this

concrete world, "concentric envelopes of meaning, increasingly difficult to understand

and increasingly hard to master. These deal with physical, technical, and mathematical

concepts, with morality and responsibility, with beauty, with love, and with the stuff of

the galaxies" (p.282). The enormous developmental tasks facing today's youth must be

accomplished within the confines of a world that is simultaneously shrinking and

expanding, growing ever closer and farther apart.

Identity Formation in Adolescents

I live my life in growing orbits
which move out over the things of the world.

Perhaps I can never achieve the last,

but that will be my attempt.

I am circling around God, a¡ound the ancient tower,
and I have been circling for a thousand years,

and still don't know if I am a falcon, a storm,

or a great song.

-Rilke, 1981, p. 13

A great portion of adolescence is spent exploring the psychological aspects of the

self. Such self-analysis is an essential part of growth leading to individuation and

autonomy. There is a paradox however, in the adolescent's drive to carve out her own

identity, for she is a social being as well as an individual being. The state of "ultimate

aloneness" finds its complement in the state of "ultimate connectedness". Therefore, the
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adolescent's task becomes one of forging a unique identity through the complementary

processes of individuating or dffirentiating from others, while integrating those forces

that help to establish and maintain social relations. Onyehalu (1981) refers to the

adolescent's need to "attain a sense of ego identity while overcoming identity confusion",

as the "most potent" crisis of adolescence (p.629).

Understandably, many adolescents go through periods of confusion and self-doubt.

Their very need to achieve balance or self-integration is a major contributor to their

instability. "Of course they are unstable", states Moore (1970):

A dynamic, evolving system cannot be stable and at the same time be changing and
evolving. I worry most about the rigid, well-integrated adolescent with narrow
interests and no anxieties. Yet, this person who causes no troubles or worries is
usually the person who is developing least well. A great unrecognized danger is that
people will "crystallize" too early and leave out of their personalities too many
elements which they must have to be diverse, effective persons. Young people have
got to be challenged and stirred up to some degree, even though it is painful and
confusing to them not to know who they are and to be constantly asking themselves
such questions as, "Am I a materialist or a nonmaterialist?" or "Am I an objective,
scientific person or a subjective, humanistic person?" (p.42)

Moore (1970) further suggests that we should not be looking for integra¡lon within the

developing adolescent, but rather the potentialfor integration He asks, "Can the student

pull himself together enough most of the time to cope with challenges and times of stress,

such as finals, family problems, and various setbacks (pp. az-a!?

The exploration of literature is widely accepted as a means of broadening young

people's experiences of the world. Delaney (1995) finds bibliotherapy a "particularly

flexible mode" for investigating the transformative issues of adolescence (p. 896). Egan

(cited in Mills, 1987) maintains that stories have a "crucial characteristic" that makes

them ideal for this stage; he states, "They are ego-supporting" (p.6al. Literature, by its
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very nature, "is selective and suggests integrations, connections, insights into experience,

and values which the individual might not otherwise find for himself'. . . .The adolescent

novel, "holds up for the reader's inspection the whole spectrum of human life: the good,

the bad; people's successes, their failures; the indifferent, the vicious, the lost" (Carlsen,

cited in Taubenheim, 1979, p. 519). Delaney (1995) claims that bibliotherapy provides

the means for young people to participate in appropriate rites of passage'

Key Features of Adolescent Cognition

Adolescents are able to perceive, reflect, and interact with others in newly distinct

ways owing to the emergent and complex thinking abilities of this stage of development.

The features that mark adolescent cognition evolve over a period of time. Some changes

occur simultaneously while others share a considerable degree of overlap. Mitchell (1992)

claims that adolescents cannot be understood "independently of the processes that define

their developmental stage" (p. 10). For example, the emergent ability to consider

alternative realities and ideologies is central to a positive resolution of the adolescent

identity crisis. This ability, referred to asformal thought, is held to be the principle causal

agent in the appearance of the adolescent personality. Cognitive development is related to

the emotional self, whereas the social self is intimately linked to cognition. lærner and

Galambos (1984) suggest that, in similar fashion, we can conceive of all aspects of

adolescence as, "the ebb and flow of new and various abilities, perceptions, and feelings

that comprise the adolescent's self-the self as seen by the adolescent and by significant

others" (p. 8). The key features of adolescent cognitive development are described below

and include formal thought, egocentrism, narcissism, and the development of moral

reasoning.
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Formal Thoueht

Inhelder and Piaget (cited in Hayes, 1982) conceive formal thought as essentially

hypothetico-deductive. Formal thought involves a reversal of the direction of thinking

between reality and possibility. In other words, the adolescent no longer regards

"possibility" as a mere "extension of reality"; instead, reality "is now secondary to

possibility" (Hayes, 1982,p.154). Formal thought, suggests Hayes, equips the adolescent

with a new analyical tool that allows him not only, "to perceive the world as it is but also

to perceive the world as it could be. . . .More precisely, the world as it is, is now only a

concrete example of those things adolescents perceive the world to be capable of

becoming" (p. 15a). Yudin suggests that the adolescent can now "manipulate ideas about

ideas and is able to carry out reasoning via the hypothetico-deductive system, therefore,

he is able to test assumptions about the world without having necessarily experienced

them himsef' [italics added](p. 141).

The emergence of mature "formal thought" is associated with higher levels of

mental functioning, such as (a) advanced reasoning, (b) philosophical thinking and (c)

scientific thinking. Cognitive maturity is marked by the ability to "decentre", a construct

that lies at the very "heart of intellectual development" (Mitchell, 1992, p. 19). This

newfound ability, which allows the adolescent to think about the thoughts of others, is, in

turn, subject to misinterpretation and error. Invariably, Mitchell argues, mature thought

connot exist until the individual overcomes eeocentrism.

Eeocentrism

Egocentrism consists of two main ideas. Mitchell (1992) states that the first refers to

"the incomplete differentiation of one's self from the outside world". The second refers to
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"the tendency to understand and inteqpret the world in terms of the self' (p. 17). In

discussing adolescents, Mitchell finds these two ideas appealing because,

many of the distortions, fictions, and falsehoods so common to the adolescent

experience owe their existence to the incomplete differentiation of self from the

outside world, and to the propensity to interpret the world in terms flattering to the

self----even when these interpretations are, by impartial standards, false. (p. 18)

The "egocentric predicament" refers to the inability to know things as they are, as

opposed to the way things are known and experienced through the personality. From this

perspective, we are all caught up in the same dilemma, because each one of us is

constrained by our own ideas. Mitchell states that this embeddedness in our own mental

processes occurs without awareness. . . [and, concerns the way we] . . .misperceive,

misunderstand, misjudge, or misinterpret reality--especially those realities which

impassion the emotions" (p. 18). This egocentricity of thought-the illusions caused by

one's immediate point of view-has been referred to as "the central problem in the

history of human existence" (Looft, cited in Mitchell, 1992, p. 19).

According to Piaget's theory, mental development evolves from an egocentric

orientation to a sociocentric orientation toward reality, and this evolution occurs in

gradually progressive steps. Piaget characterized mental growth as an enhanced ability to

differentiate "subject" from "object", and "thought" from "reality". ln a very real sense,

the child outgrows his former egocentric self, through unlimited, immeasurable, and

inimitable confrontations with the real world.

Mitchell (1992) advances the argument that "social communication" is the most

powerful factor forcing the decline of childhood egocentrism. He contends that the child's
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narrow thought processes are expanded following confrontation with alternate ideas,

explanations, and perceptions of reality. Mitchell (citing [,ooft, 1992) states,

'The crucial factor in overcoming childish egocentrism is the appearance of
dissonant information in verbal exchanges with other persons.' Without such
dissonance the impervious child has no tendency to realign or correct faulty
perceptions. Hence, 'the occurrence of communication conflicts is a necessary
condition for intellectual decentration'. (p. 30)

The struggle between egocentrism and formal thought takes place at an intellectual and a

nonintellectual level. Through the process of differentiating one's own thoughfs from the

thoughts of others, and by recognizing, comparing, and reconciling the feelings of others

with one's ownfeelings,the adolescent embarks on the journey away from egocentrism

towards maturity.

Narcissism

Narcissism has been described as "the force within the personality which strives to

orchestrate the outer world so that it nourishes and flatters the inner self' (Mitchell, 1992,

p. 54). Mitchell suggests that the very concept of narcissism takes into account the notion

of a "grandiose self', a self which is "inflated and exaggerated while at the same time

fragile, vulnerable and minimal" (pp. 54-55). He argues that if we recognize and accept

these two extremes as inherent properties of the self, we might better understand the

"polarities of mood and the extremes of behavior which typify so many young people" (p.

55). Narcissistic behavior might appear either "flamboyant" or "subdued". The

flamboyant type exhibits features commonly associated with the term, such as: arrogance,

grandiosity, obsession with the visual, and a juvenile obsession with superficial

appearances. In contrast, the subdued type is more difficult to understand since their

behavior is apparently "other-directed" and "outward-focussed". Although the subdued
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narcissist is preoccupied with correctness and order, their fundamental selfishness

originates from a common Source: "an empty, unnurtured, self, which has little

connectedness to meaning or morality outside itself. These youth do not reject society's

customs and conventions; yet, because they possess no genuine self-direction, they are

alienatedfrom themselves, and ultimately from society and its values" (Mitchell, 1992, p.

55). Mitchell concludes that adolescent narcissism diminishes the self, encourages

selfishness, distorts the thought process, and impedes moral development. He maintains

that the goal of maturity is not the elimination, but rather the integration of narcissism

with the various stages of development.

Moral Reasonine

One of the major developmental tasks of adolescence is the formulation of one's

own moral code. Mitchell (1975) states that it is not feasible to provide a "specific

blueprint" that will outline the structure of moral growth during the adolescent years (p.

221).In his view, the very nature of morality precludes the existence of such a plan. Yet,

nothing could be of greater significance to the developing adolescent than to establish a

moral phitosophy that allows him to cope with the challenges and dilemmas of adult life.

As explained by Mitchell, virtually aII aspects of adult living require a moral viewpoint

for the simple reason that most decisions can be assessed in terms of whether they are

good or bad for the individual. These decisions, therefore, become moral decisions

requiring a moral point of view. Mitchell describes five fundamental changes that occur

in the adolescent's moral structure. They include:

L Moral outlookbecomes progressively more abstract and less concrete.
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Moral convictions become more concerned with what is right and less

concerned with what is wrong: justice emerges as a dominant moral force.

Moral ju^dgmentbecomes increasingly cognitive, therefore the adolescent is

inclined toward analyzing social and personal codes more vigorously than

during childhood, and also allows him to make up his own mind in moral issues.

4. Moral judgment becomes less egocentric.

5. }dor al j u"dgment becomes psycholo gi cal ly expensive.

Mitchell notes the inevitability of moral anxiety during this phase of development.

As the adolescent's thought becomes more abstract and less concrete, a reorientation

takes place in the adolescent's moral outlook. He recognizes that family morality is but

one variant, and that others have a right to different points of view. This widening of his

moral perspective encourages more acceptance and openness. Also, the relative nature of

morality is taken into account. The adolescent might think, "What is acceptable to you

might not be acceptable to me." Mitchell suggests that adolescents demonstrate this

newfound flexibility when they boycott certain activities they consider wrong (such as

taking drugs), while tolerating these actions in their friends. The adolescent bases the

rightness or wrongness of an act on underlying principles that extend beyond the person.

This contributes to the often painful awareness that one's own behavior falls short of the

ideal.

According to Mitchell, concernfor justíce is the dominant moral abstraction of the

adolescent years. Moral indignation swiftly follows moral breach, particularly when the

injustice is committed by an adult against a fellow adolescent. There is a growing

preoccupation with what is right and a reduced concern for what is wrong. Virtuous

2.

a
J.



t22

behavior is respected even when the cause is not embraced. The concern for justice, both

personal and social, illustrates the trend of moral growth from the concrete to the abstract.

As moral judgments become increasingly cognitive, the adolescent outgrows the

childish notion that morality is rule-bound. In becoming aware of the ihherent relativism

of moral issues, the adolescent is now able to express a set of values apart from others.

Mitchell (1975) indicates that the adolescent tends to generate viewpoints that are

congruent with his own cultural background; however, that does not now able to pick and

choose between those cultural teachings that oppose or harmonize with his own moral

point of view.

Mitchell suggests that, as moral judgment becomes less egocentric, the adolescent

outgrows the "self-centeredness" and "ru1e-centeredness" of childhood, and replaces them

with the "other-centeredness" and "concept-centeredness" of the adult. Mitchell states,

"thus moral judgments are less influenced by self and narrow rules, and more influenced

by others and broad concepts" (p.225). Without this transition, Mitchell maintains, the

concepts of democracy, civil rights, and equality of opportunity would be non-existent.

The fifth major change in adolescent moral structure described by Mitchell involves

the issue of "psychological expense". He maintains that as the adolescent moves toward

moral autonomy, becoming abstract rather than concrete, cognitive rather than passive,

and justice-oriented rather than self-oriented, he experiences the psychological tension

associated with the emotional demands of moral growth.

Of relevance to educators in general and bibliotherapists in particular, the teachings

of Piaget and Kohlberg suggest that social interaction facilitates moral development. For

Piaget, the growth of morality was directly implicated in cognitive development. The
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moral reasoning approach of Kohlberg contends that adolescents can approach an

advanced degree of moral development if they are guided in the classroom. Moral

development has been promoted using such techniques as values clarification and moral

dilemmas. Junell (cited in Mills, 19S7) argues that values, if they can be taught at all,

"can be taught only through emotionally related processes of identification litalics addedl

and through the arts of persuasion and drama" (p.373). Similarly, Scheffler (cited in

Mills, 1987) asserts that if moral education is to be meaningful to students, it must take

place in the context of a total experience, and must not take place as a separate discipline.



PART THREE: BIBLIOTHERAPY GUIDE



CHAPTER EIGHT

THE TEACHER'S BIBLIOTHERAPY GUIDE

This guide is a summary intended to emphasize some of the major points of the

thesis. It highlights what are felt to be the most relevant concerns for teachers who are

considering using bibliotherapy in a developmental context.

The Teacher as Bibliotherapist

The teacher is in a critical position to influence not only the child or adolescent's

developing awareness of self, but also who that self is capable of becoming (Penticuff,

1916). When the teacher's efforts are directed toward normal development, outlined by

Zaccaria, Moses, and Hollowell (i978) as the attainment of mental health, life

adjustment, and psychological maturity, then her role is, at least, in part a therapeutic one.

Within these parameters, the teacher is capable of assuming a bibliotherapeutic role and

can function within either a preventive, developmental, or remedial context. Therefore,

the teacher is in an essential position to transform the developmental issues facing

adolescents through the effective use of literature.

Training in bibliotherapy is highly recommended, and some have called for

extensive training to the level of an M.L.S. or B. A. degree in education plus an

internship. However, as training opportunities are extremely limited, teachers must take

the responsibility for educating themselves on the subject. A review of child development

or developmental psychology is appropriate. Teachers need to be aware of the various

definitions surrounding the use of bibliotherapy and the settings in which each is

pertinent. Historical perspectives can aid the teacher's understanding of bibliotherapy's
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status. They should be familiar with research and relevant theory that serves as a basis for

classroom bibliotherapy. Also, they need to acquire an understanding of the

bibliotherapeutic process.

The lack of training opportunities, however, in no way disconfinñs the findings that

classroom teachers can be effective practitioners and able proponents of therapeutic

literature with their adolescent students. A good teacher already possesses important

skills called for in bibliotherapy. She has established a productive rapport with the group

and an honest and trusting relationship with individual students. She is a good listener

and accepts each individual without prejudice or condition. Importantly, she has a vested

interest in seeing growth occur. Hynes (1978) has indicated that certain character traits

must precede any training. Hynes and Hynes-Berry (1986) describe the fundamental

characteristics of the trainee that must be present from the outset. These include respect,

empathy, genuineness, maturity, integrity, responsibility, and adaptability. Those who are

skeptical about bibliotherapy fail to appreciate that any type of interaction between an

adolescent and his teacher will have an effect on the adolescent's personal and social

development.

Bibliotherapy in the Classroom

Bibliotherapy is a powerful tool that can be used by teachers to facilitate discussion

around the issues related to normal adolescent growth and development. It has been

underused within the school setting, owing in part to the widespread confusion and

disagreement about its implementation. However, the aim of bibliotherapy is consistent

with the general goals of education, and is congruent with the theory that a positive self-

concept is essential to learning. The notion that all children and adolescents fit
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somewhere on a continuum of personal needs lends support to the idea that bibliotherapy

can be used appropriately and successfully as a developmental tool.

Havighurst has argued that the classroom is an important place for discussing issues

related to adolescent identity (Mills, 1981a,p.6al. Bibliotherapy is intrinsic to the

classroom setting. The atmosphere is not only conducive to reading and discussing books,

but also, the group shares common developmental needs and interests. Therefore, the

teacher is able to capitalize on an already existing situation, and there are unlimited

opportunities for rapport building as a result of working with students in a variety of

settings and situations. If required, the teacher can access individual school records in

order to supply relevant background information.

Adolescence

The period of adolescence marks the time of greatest need for information and

insight from the widest possible range of sources. The use of bibliotherapy with

adolescents can be explored along the conceptual lines of the "developmental task",

defined by Havighurst (cited in Rubin, 1978b) as:

a task which arises at or about a certain period in the life of the individual,
successful achievement of which leads to his happiness and to success with later
tasks, while failure leads to unhappiness in the individual, disapproval by society,
and difficulty with future tasks. (p. 5)

It is during the stage of adolescence, that certain developmental tasks must be

completed in preparation for adulthood. These include: developing an identity of one's

own, achieving independence from parents, and establishing intimate and satisfying

relationships with others. In addition, Havighurst (cited in Mills, 1987a) notes that

"adolescents are faced with the difficult task of acquiring a unique set of values and a
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personal ethical system as a guide to behavior" (pp. 641-642). This latter task cannot be

achieved until identitv issues are resolved.

The intuitive appeal of using bibliotherapy in the classroom is linked to the fact that

in order for education to be meaningful, it must first be personal. In diScussing the

interpersonal behavior of adolescents, Hayes (1982) states, "education should be

concerned with, be an examination of, and involve adolescents in the experience of those

elements...that affect the course of their own development" (p. 161). He maintains that

adolescents must be able to examine the conflicts that exist in their own lives, and to

supply the content of that experience. Hayes recommends that teaching be restructured

around the adolescent as "active participant", as "meaning-maker". At the same time, the

group is of fundamental importance. Unlike the child who views others as an extension of

self, the adolescent defines self in relation to others.

Applying Constructivist Principles

Based on the common themes within the literature, there is enough movement

within constructivist theory to generate guiding principles, instructional models, and

general characteristics for a bibliotherapy program. Osberg (1997) states that

constructivism, as a learning theory, postulates that individuals construct their own

unique understanding of the world by experiencing, evaluating and incorporating their

interpretations into their personal world view. Constructivist learning-active by

definition-locates the learner at the centre of the activity, rather than viewing learning as

a passive exercise driven or directed by the teacher.

In summarizing the characteristics of a constructivist platform, Osberg drew upon

the findings of several organizations and individuals. They include: The National
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Alliance for Restructuring Education, 1996; National Research Council, 1995; Vermont

Restructuring Collaborative, I994;I-nwis, 1993;Bybee et al., 1989, 1991; American

Association for the Advancement of Science, 1990, 1993; Harste, 1989; Hillocks, 1986;

and Anderson, et al., 1985. Similarly, Hein (1991) has formulated a list of guiding

principles of constructivist thinking for educators, which, combined with those of Osberg,

describe a fundamental shift toward student-centered learning that embodies the

intellectual, emotional, social, and creative faculties of individual learners.

Hein stresses that learning is an active process in which the learner uses and

constructs meaning out of sensory input. Using bibliotherapy as the example, the sensory

input is the chosen text, which demands the learner's active engagement with the world in

the form of a feeling response, rather than the passive acceptance of data. Osberg

comments on the importance of time devoted to reading whole, original, real books

versus textbooks and basal readers.

The idea of learning to learn through learning refers to the fact that we construct not

only meaning, but also systems of meaning. Each construction of meaning enables us to

find meaning in other situations, which fit a similar pattern. h bibliotherapy, the benefit

of insight is predicated on the ability to identify with some aspect of a character, or the

situation. Shrodes (1955) contends that "bibliotherapy is made possible by the 'shock of

recognition' the reader experiences when he beholds himself, or those close to him, in a

story or some other piece of literature" (p.24).

ln accordance with Piaget's notion that discovery is the fundamental basis of

learning, Osberg recommends that students occupy themselves with fewer topics, which

are then studied in-depth, using the technique of "inquiry and discovery". Hein (1991)
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comments that learning takes time; therefore, we need to take time to reflect on ideas, try

them out, play with them, and use them before we can expect meaningful learning to take

place. Many moments of profound insight-discovery----can be traced back to longer

periods of reflection, often provoked by others during talk and social interaction'

As learning involves language, the language we choose to learn influences learning.

Osberg emphasizes the need for active learning, which involves doing, talking, and

collaborating. It is widely accepted that the therapeutic aspect of bibliotherapy is often

centered in the guided dialogue, which follows the reading of a passage, poem, or text.

This aspect of bibtiotherapy highlights Vygotsky's contention that language and learning

are inextricably intertwined.

Vygotsky maintained that social interaction plays a pivotal role in cognitive

development. Through conversation and interaction with others; through the doing,

talking, cooperating, and collaborating, suggested by Osberg, we develop an awareness of

each other's needs. 
'We develop a sense of interdependence. We develop community. The

classroom community builds on the dynamics of the group so that all learners are

integrally caught up in this aspect of learning. Hein (1991) believes that the contextual

component of learning is merely a corollary or extension of the idea of being socially

embedded. He maintains that,

we do not learn isolated facts and theories in some abstract ethereal land of the mind

separate from the rest of our lives; we learn in relationship to what else we know,

what we believe, our prejudices and our fears...'We cannot divorce learning from

our lives". (p. 3)

In their article, Adolescence: A Literary Passage, Adler and Clark (i991) concluded

that literature was meant "to entertain, to delight, perhaps to inform". They submit that it
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is probably not best written with "therapeutic values in mind". Yet, they state, "if there

are obvious ways for educators to encourage the exploration of issues of psychosocial

development and morality among adolescents, they may not wish to avoid them" (p.166).
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