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ABSTRACT

The impo;tance of the facilitative conditions in the supervisory
relationship for trainee development has been demonstrated (Pierce and
Schaup1e, 1970). This study investigated the facilitative level of
the supervisor with the trainee, and it's relationship to trainee faci]i-‘
tative level with c1ien£s.

Following the Carkhuff Model of Human Nourishment the perceptions
of the "Changee" in a facilitative relationship were considered to be of
prime importance in producing positive change. It therefore followed
that if the object of the clinical practicum is to help the trainee
change into an effective change agent, then the perceptions'of the trainee
of the facilitative conditions offered to the trainee by the supervisor
should have a relationship to the trainees' ability to be faciiitative |
to the cljent. Intern satisfaction with the subervisor, as well as with
the internship center, were also studied in relation to intern facilitive
level with clients.

Satisfaction with the supervisor was measured by.a modified satis-
faction scale of the Counselor Evaluation Iﬁventony (CEI}. Intern satis-
faction with the practicum centgr was measured by a five-point satisfaction
scale. The supervisor's facilitativeness was méésured by the Relationship
Inventory (RI). The intern's (N = 20) ability to g‘;é facilitative con-
ditions (Empathy-Peak, Empathy-Average and Fo110;ing Behavior) to a client
were obtained from rated segments of actual therapy tapes taken over a
twenty-week internship pefiod. The independent variables, RI, CEL, and.
satisfaction questionnaire were related to the three dependent variables
(Empathy-Peak, Empathy-Average and Following Behavior) by a multivariate
analysis of variance procedure. |

A significant relationship was found between the intern’'s ability

ix



to offer facilitative conditions to a client over a twenty-week period and .
the level of facilitative conditions of%ered by the supervisor to the in- ;
tern. There was also a significant relationship found between the intern's
degree of satisfaction with the internship center and the intern's ability
to offer facilitative conditions to a client when the intern's original
intgrnship expectations were taken into consideration. )

The results were discussed in terms of the importance of the super-
visory relationship, the interns’ expectations of the internship, and a

critical minimum length for an internship.
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Introduction 1

The trainer-trainee relationship is an important part
of clinical psychology training progréms. The effects of didactic
and experiential supervisory strategies have been examined alone
and in combination. The integrative didactive experiential
supervisory strategy places the emphasis both on the cognitive
learning by the supervisee and the experiential emphasis of the

affective components.

After Truax, Carkhuff and Douds (1364) presented an
integration of the didactic-experiential supervisory strategies,
Carkhuff ;nd Truax (1965), Butler and Hansen (1973} and Goldfarb
(1978) gave evidence of the effectiveness of the didactic-

9

experiential approach.

Theoretically, the effectiveness of the experiential approach
1ies in the. helping model of Carkhuff and Berensen (1968). The
therapeutic pﬁbcess of the he]p{ng model incorporates experiential

exploration, understanding and action {(the model is further elaborated

: in the first chapter). The essential components of the helping

b

-

model are the core conditions. for therapeutic change, empathy3 posi-
tive regard,_geﬁuineness, and concreteness. It is these qualities
in the thefapist-client reIationsip.thaE are equally applicable to
the trainer-trainee relationsip. In partjcular, it is the level

of empathy (facilitative responding) on the part of the ‘supervisor



that directly influences the trainee's level of facilitative
responding and effectiveness with clients. This study investigates
tbe differential effects of the perception of graduate students

in c¢linical psychology with regards to their trainers' level qf
facilitative responding and how it affects the trainees' growth

as measured by their own level of facilitative responding.

The first\3e§tion of the following chapter elaborates
on the helping modelof Carkhuff and Berenson. The second section
critically evaluates the didactic, experiential and didactic-
' experieﬁffai strategies to superviéion and the final §ectioq pre-

sents a statement of the problem and the hypotheses.

The first section will describe the "human nourishment”
model of Carkhuff and Berenson (1977) by first defining (1) the
‘ helper dimensions of empathy, respect and positive regard, genuine-
ness and concreteness and (2) the helpee dimensions of explora-
tion, understanding and action. e mode] of human nourishment
and the dmplications for the therapeutic process and the trainer-

trainee relationship are then discussed.

re-



Dimensions of Human Nourishment

Thirty to‘fifty percent of all children in the United §tate§
are sufficiently maladjusted and may be classified in any one or
all of the following categories: petty crime, vocational fac11ure,
chronic unemp]oyment,'emotional instability, mar{tal unhappﬁness
or divorce and o;hef areas of failure in our social system
(Rogers, 1957). These statistics were obtained twenty years ago
and they look worse today (Carkhuff and Berenson, 1977) -

Those who seek counseling can be described as being unab1e
to find sources of human nourishment in their everyday lives.
Noyrishment can be viewed in terms of parenting where there was
none, teaching where there was littie and helping because it
promises so much. C:;sequentiy, a large number of people turn
to the "healthy" and "knowing" professionals.

In counseling and therapy, the consequences may be constructive
or deteriorative on intellectual, emotional and physical functioning.
‘In perspgftive, the facilitative or retarding affects can be
accounted for by a core of dimensions that are shared by all
inteFactive human processes, which are independent of any theoreti-
cal orientation (Carkhuff and Berenson, 1977).

These core dimensions are empathy, positive regard, genuine-
ness and concreteness which are offered by those persons designated
as "more knowing" or helpers. The recipientsof these dimensions
are the "less knowing" or helpless who can explore and experience

himself in a helping relationship.



Helper-Dimensions:

Although the core conditions are often taught as techniques,
the dimensions are integral parts of the human personality. It has
been demonstrated that the core dimensions are at high levels in
the -healthy personality and at low levels in the unhealthy person
(Carkhuff and Berenson, 1967). Carkhuff and Berenson (1967} have
hypothegazed that the Tlevel at which an indjvidual functions with
others reflects the level of the individual's attitudes and compre-
nension of his or her self. (The individual's lack of understanding
and attitudes toward his or her self underscore the need for levels
of minimally facilitative conditions. The individual's lack of
understanding and attitudes towards others underscores the need
for training in the discrimination and commynicatipn of high levels
of condition, even for those individuals who have healthy attitudes
and understanding of themselves, and especially for those who wish
+o function in a helping role.) A brief description on the core
condition follows.

Empathy: In the case of empathic understanding, the helper
strives to respond with great frequency to the helpee's deeper -
feelings as well as to the superficial feelings. Empathy reveals
important dynamics which demonstrate the underlying understanding
of both oneself as well as the individual being helped. The
helper's effectiveness is related to his continuous depth of
understanding rather than his ability to "technigue it" during

early phases of therapy. There appears to be an optimal amount



of empathy which creates a needed psychological tension which
generates a process of constructive change (Bordin,,]QSS; Welber,
195@). Thus as the helper proceeds with high empathy levels, the
H%1pee is enabled to exﬁ]ore previously unexplored areas of human
living and human relationships, providing the helpee with the
experiential base for change. With empathic communication skiils,
the helper can transcend the feelings of a]ienatian and isolation
which is characteristicaTHy felt.by a person in need of help.
In the context of the understanding relationship, the helpee is
aided in clearing up distorted perceptions and their underlying
assumptions effectiég corrective actions and constructive change.

Truax and Carkhuff (1967) have emphasized that empathy is the
convergence o% client-centered and psychoanalytic thinking; that
is, the measures of empathy are most highly predictive of change
integrating the client-centered notion of the reflection of
feelings and the anaiytic emphasis upon diagnostic accuracy. There
is evidence to suggest that the mode of communicating empathic
understanding which approxiﬁates the depth reflections of the
client-centered school and the interpretation of the psychoanalytic
orientation appears to have the greatest potential efficiency.

The emphasis of empathy is upon movement to levels of feeling
and experience deeper than those communicated by the helpee,
yet within the range of expression that the client can constructively
employ in an effective manner. It is dependent on the helper's

ability tg allow himself to experience what the helipee is experienping

=
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‘and to reflect that experience without giving judgment.

Respect and Positive Regard: Respect originates in the amount

of respect the helper has for himself. One cannot respect the
feelings and experiénce of another if he or'she does not respect
the feelings and experience of one seif. Raush and Borden (1957)
give three critical components to the communicationm of positive
regard: 1) helper's commitment, 2) the effort to understand, and
3) spontaneity. It is the helper's effort to understand which
communicates respect-and is a major tie between helper and helpee.
Respect may be transmitted in many modalities and must not
necessarily be confinedto warm modulated tones of voice. It may
also be communicated in anger as well as in other forms of expres-
sion. In fhe final analysis, however, it is the helpee’s experi-
ence of the expression that counts, and the helpee may experience
the helper's attempts to share his or her own experience fully as
an indication of the helper's respect for the he1qee's level
of development. W
Genuineness: Genuineness is the degree to which the helper's
statements appear to reflect his true feelings (Barrett-Lennard,
1962). The base of the entire helping relationship is the estah-
lishment of a genuine re]atidgship between helper and helpee (Truax,
Carkhuff, 1967). It includes the ability of the helper to be
.honest with him or her self, and thus with the helpee which estab-
lishes the base re1ationship.

;.

The emphasis.upon the helper being freely and deeply himself
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does require one important stipulation which is if the helper's

response to the he]peeﬁisfﬁégative, the helper must make an effort
to employ his response in a\constructive fashion. This also means
that if the psyche of the helpee is in such é state where

criticism would be of no use to the helpee or even detrimental, then
it is the helper's responsibility to withhold his or her feelings
until a moré receptive time.

Concreteness: Concreteness or specificity of expression

involves the fluent, direct and complete expression of specific
feelings and ®xperiences, regardiess.of their emotional content by
both helper and helpee: This dimension serves three basic func-
tions. First, it ensures that the helpee's concrete responses do

not become too far removed emotionally from the helpee's feelings

and experiences. Second, it aids the helper to be more accurate

in his understanding of the client putting things more in opera-
tionaﬁ terms to prevént misunderstandings. Last, concreteness |
aids the helper to attend specifically to problem areas and conflicts.

Helpee Dimensions:

_ The activities of the helpee are similar to
those of the helper. Thus, the helpee, facilitated by the helper's
role as both model and agent, becomes openly and deeply himself
or herself {n the relationship. The helpee is able to explore,
understand and finally take action for a positive change.

Exploration: The dimensions of self exploration is the first

and perhaps most important activity in the helping process. It is



8
the phase in which the helpee will, with the helper's responsive-
ness, come to have a more complete and intense grasp of his 6r her
experience. The helpee is freed to experience and experiment with
him or her self and‘thus gets to know him or her self in different
ways in relation to the world. .

Exploration is in part under the control of both helper and
helpee (Carkhuff, 1969). When the helper raises or lowers the level
of interpersonal faciiitation, most helpees raise or lower their

level of self exploration.

Understanding: The next dimension of helpee change is under-

standing the exploration. The basic foundation for understanding
rests upon insights at which stimuli will increase the probability
that"a specific behavior will occur. What he or she wants to
understand is in relation to where he or she wants to be.

Action: The final component to trainee change s action.
However, action does not necessarily follow insight for they are not
developed sequentially. Each part of explored material is not
utilized as a base for the next level of understanding. What is
required is a systematic actions program that flows from ;ystemat-
icallydeveloped insight (Carkhuff, 1971). Thus, the helpee is pro-
v{ded with the opportunity to acquire experience in developing
a relevant course of action and in trying out new behaviors to
implement that course of action.‘ Understanding does not translate
into behavior change uniess both insights and actions are systemat-

ically developed.

-y



“odel of Human Nourishment

The central process in any helping relationship is the
transformation of a person with a Vimited set of responses (the
helpee) into an individual with an extensive set of responses
{the helper). Therefore, the focus is helping the helpee to
become the heiper.

A limited repertoire of responses gets the helpee into trduble
in normal situations. On the other hand, an extensive repertoire
aids the helpee to stay out of trouble freeing the individual to
emerge as a fully functioning and true human being. o

T the helpees are to gain an extensive repertgcire of
responses and become fully functioning, then the helper must already
have the extensive repertoire and already be."making it" in Tife.
The heiger must already have developed a high gquality and guantity
of responses in all areas of living, learning and working. The
helper must already have in his repertoire ghe needed responses
in 1ife that will enable ancther person to expand the quantity and
qualifty of their responses.

The identification, definition, and testing of the core dimen-
sions previously mentioned provide the basis for establishing a
model for helping and thus training. t 1s based on the phases
oF helping and learning that the helpee goes through: exploration,
understanding, and action (Carkhuff and Berensaon, 1977). |

"In other words, with a change or gain in
behavior as the goal of helping, the helpee

must act in some way to demonstrate the change
or gain. VWhether the helping process beqgins
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with the behavior and is recycled through '

exploration and understanding in order to

consolidate the behavior change or begins

with exploring and proceeds through under-

standing to action is not critical. .- What

is critical is that the phases of helping

are. recycled in an on-going learning process

and that the helper has the skills to facili-

tate the helpee's movement through these

phases (Carkhuff, 1972, p. 14)."
To demonstrate change, the helpee must first explore where he or
she s in relationship to the world. That is, the helpee explores
from his or her own frame of reference and then from an external
from of reference as well.

The functional purpose of exploration is understanding. The
individual exploresthe world to grasp where he or she wants to be
in relationship to the world. This means defining and operational-
izing objective goals from an external frame of reference as well
as developing values and desires that dictate those goals.

Finally, understanding is instrumental for action. The helpee
explores and understands so that he or she cdn act to get what 1is
desired. This phase of learning exphasizes the development and
implementation of the devised program of steps of action which

~ enables the helpee to achieve the individual's goals.

The helpee's behavior then provides feedback which is
recycled to stimulate further and expanded éxploration which gives
further understanding and fiﬂa]ly further efféEfTVE*EEtion.

To develop a model for human nourishment, there must be a
focus upen helping skills that-the helper needs to faciljtate the

helpee's movements through the phases of helping. Helpee
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exploration, understanding and action become the process criteria

thg: serve to gquide the helper's efforts in helping. He must

d;aw upon his helping ski]%ﬁ only as he hqs successfully completed

each one of these phases of learning (Carkhuff and Eerensop, i977).

This model of human nourishment is based on an extensive factor

analysis studving the dimensions of hglping (Berensén"and Mitcheil,langley,
1968; Carkhuff, 196%8). The results cbtained were two sets of
activities that helper and helpee engage in during heiping.

The helpee as prevaously indicated engages in exploration,
understanding and action. The helper utilizes two sets of he&p—
ing skills in facilitating helpee movement (Carkhuff, 1972).
Carkhuff and Berenson (1977) c¢all these responsive and initiative
skills.

Responsive skills are based on the helpee's experience and
the helper's skilil to discriminate and communicate accurate]j an
understanding of the experience.

Initiative skills are based on the helper's experience of
the helpee's experience. This means the helper must filter out
the helpee's distorted perceptions of his experiencsthrough the
helper's undistorted perceptions of the helpee's experience.

One is not possible without the other. Aﬁ the highest
level, responsiveness is important because it aids the helipee
to act or respond to his or her experiences. One cannot

accurately understand without experiencing one's responses.

I/r’
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At the highest level, initjative is responsiveness because action
programs are not helpful unless they are based on understanding.

Responsivenesg uses the dimensions of helper empathy and respect.
It emphasizes responding to the helper's experience at the level at
which the helpee experiences his énvironment.

Initiation employs the dimensions of helpee's genuineness and
concreteness. It emphasizes the helpee's utiiization of the helper's
experience and emﬁToys it in developing his or her own experience
and in developing goals and action steps to gain desired movement.

Human nourishment is then a function of the helper's ability to
attend and respond to the helpee’s experience to personalize the
helpee's understanding of his goals and to concretize the helpee's
action steps to achieve the desired goals (Carkhuff & Berenson, 1977).

The helpee seeks aid in‘dea]ing with problems he or she is unable
to handle. The helper breaks through the helpee's feelings of iso-
lation and helplessness by attending to the helpee's feelings. The
principle of reciprocal affect operates in which the heipee invests
his or her seif to the extent in which the helper is willing to in-
vest his or her self. The helpee begins to become involved with the
he1éing process. The helpee brings forth relevant personal informa-
tion. The helper stimulates and reinforces the exploration of mater-
ial by responding to the helpee at the level the helpee has explored
himself. As the process continues, the helpee increases the exp]orair
tion of the self with emotional proximity to the material being
shared. In a highly facilitative atmosphere, the helpee's anxiety

decreases due to counter conditioning and the helpee gets the first
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clear picture of where he or she is in relation to his or hec world.
) bue to the understanding relationship, hope is introduced and
positive experiences are established. Goals are set and courses Sf
action to achieve those goals.are considered. The helpee understands
where he or she is in relation to where he or she wants to be in the
world (Carkhuff & Berenson, 1977). '
Finally, the helper, through accurate statements of understanding,
is a potent reinforcer for the helpee and the helpee's movement toward
‘positive change.- The helper is both model as well as an agent for the
‘helpee’s gain. The hé]pee finds in the helper things that he requires
for positive growth. The helper helps the helpee achieve things by
developing programs to implement the preferred courses of action to
achieve the helpee's goals. The helpee knows how to act to get from
where he or she is to where he or sﬁe wants to be. -
The goal of this model is to equgp the helpee with a large reper-
toire of effective physical, emotibna] interpersonal, and inte1]ec-
- tual responses so that he or she can live, learn and work effect1ve1y
and hence, be a helper. In order to do this, those designated as
trainees must acquire a large repertoire of effective physical, emo-
tional, interpersonal, and intellectual responses along with the
specialty skills needed toldesign and implement effective training
programs.
B Recent attempts have been made to develop an approach to super-
vision of training that integrates both the didactic intellectual

approach (with an emphasis upon theoretic learning) and an experien-

tial-accepting approach (with the emphasis being on the trainee’s
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personal growth and deve1opment).: This integrative approach attempts
to optimize the level at which the trainee communicates empathyl un-
conditional positive regard, genuineness and concreteness to patienfs.
This approach encourages communication of gehuine aspects of the thera-
pist himself via the core conditions and faci]itgggs a growth-producing
interpersonal relationship free of threat. In other words, according
to the integrative model, the highly effective.therapist is one who
can induce trust, facilitate the client's self-revelations, self-

discovery, self-integration and the process of decision making and _

-
acting in the real world. '

The skill of effective interpersonal relationships has not often.
been integrated into training programs (either didactic or experiential)
but rather the emphasis has been on understanding the patient (psycho-
dynamics, etc.). In effect, training programs provide trainees with
a model of how to be a patient and not how to be an effective thera-
pist when relating to "real" patients.

Evidence for the efficacy of existing training programs is
scarce. If, as postulated above, emPathy, non-possessive warmth and
genuineness are core conditions for effective therapeutic change,
training programs should initially focus much of their attention on
the understanding and implementation of these conditions.

The following section will closely examine and critically eval-
uate the didactic and experiential approaches to supervisién. This
will be followed by a discussion of the integrative approach described

above. :



Two Approaches to Supervision

" Two major orientations towardé supervision appear to have
evolved. The first major orientation is that of the didactic or '
an information-giving orientation whereby the suypervisor is
seen as a teacher -in instructing the trainee on the use of skills
and techniques to be used in thé counseling session. The other
orientation {s the experiential tradition where the supervisory
-process is viewed as being parallel to the therapeutic process
in whicﬁ the trainee needs to experience a facilitative relation-
ship“with.the supervisor. A]though both orientations have the same
goal; i.e., developing a competent changé agent, their means of |
obtaining'that goal is theoretically quite different. The didactic
_orientation Jeads to a viewpoint that all the neophyte counselor
requires to become effective is knowledge which can be gained from
- a coﬁpetent tegcher. The experiential orientation views the

requirements of a good'theﬁapist as one who has experientially

.matured to a level of competence which cannot be gained from teach- -

ing alone but requires facilftative relationship with the supervisor.

Didactic Approach to Supervision:

The didactic approach is based on the assumptiong that
establiished educationa] principles are an effective means of
\chang1ng undesirable behavior of the trainee (Watson and Anchor,
ﬁ974) There have been many varied approaches to didactic
"approaches such as instruction, modeling, feedback contingent rein-

forcement, discrimination learning done by both supervisors and

peers, (E%genberg, 1973; Hansen, Pound and Petrol, 1976; Payne,
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Winten and Bell, 1972; Hodge, Payne and Yheeler, 1978). The
]earniqg approach reinforces the trainee when he has made an .
apptopriate response, and gives hih adeduate feedback when he is
in error. The use of this approach also lends itselif more
easily to the scrutiny of empirical research. Truax and Carkhuff
(1967) have been able to demonstrate that it is possible to trafn
both graduate students as :e1] as lay personnel to function at
levels of empathy comparnge to exﬁérienced therapists in less than
one hundred hours of training. Butler and Hansen (1973) were
abfg to increase levels of %ﬁciTi;gtion from written'aﬁd oral
modes of training in just ten hours of training. Rank, Thoren-
son and Smith (1972) list a number of successful Systemaiic -
training programs used té éﬁhance facilitative skills.

\Some of the main prbponents of the didactic approach are
Thorne (1950), Wolberg (1954), Walz and Roeber (1962), Clark
(1965), and Mazer and EggTe'(IQGS); They -basically suggest that the.
teacher-supervisor brings to bear in supervision a wealth of knowledge
and exper%ence which may be passed on to the trainee. Mazer and
Engle (1968) state that the practicum supervisor is a teacher
who imparts knowledge or skills ioward a learner and if the super-
visor should refuse the teaching role, he is denying the exis-
tence of standards of counseling performance plus denying the
right of the intern to have accéss to these standards. Studies

by Delaney and Moore (1966), Gysbers and Johnston (1965}, Miller

and Oetting (1966) have all demonstrated that the students
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(at least in the early phases of a pract1cum) we1tome direction
and structure. Mazer and Eng]e (1968}, proponents of the didactic
approach, do not deny the affec;1ve aspect of supervision. They
add that the teachers should provide a relationship for the expres-
sion of feelings on the part of the students as well as for
personal growth.

In’conc1usion, the didactic approach is a form of supervision
which aims.at modifying the “conscious" efforts of the trainee into
a preset mode of correct responses. This form of supervision
teaches basic skills and techniques to the trainee which are im-
portant for heiping the client gain positive growth. Ronnestad
(1977) in reviewing the literature.stated that the didactic approach
appears to be more effective in ajding the intern to gain-ski11s
when compared to the experiential approach.

Critique of Didactic Supervision: -

In all, the didact{c approach has been empiriéa]]y demorn-
'strated to be an effective and expedient way té teach important
_ therapeutié ski]lé to the trainee. If a new tberapist encounter§
an anxiety produc1ng situation in therapy his anxiety may be sig-
nificantly reduced if he has an arsenal of learned skills in which
to rely upen. .

There are, however, a number of difficulties which are found
wifh a purely didactic qpproach to supervision. Mahon and Altman

(1977) found the retention of skills taught from a straight didac-

tic approach to be quite low and suggest that there may be tco
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much of an emphasis on deQe]oping skills as opposed to developing™~
an intern. The intern will not always have the supervisor to guide
him. If the trainee has not had the opportunity to think for
himself when encountering novel situations, he may not be able to
do so when on his own.

Another problem is that the didactic approach does not allow
the trainee to experience conditions of self-exploration {Watson
and-Anchor, 1974). In the experiential approach to supervision,
which will be discussed next, the intern is able to bounce ideas,
feelings and experiences off the supervisor which does not occur
in a strict didactic épproach. Truax, Carkhuff and Douds (1964)
argued that the conditions, techniques and attitudes which the
trainee is taught by the supervisor in a didactic approach are
exaEtly not the conditions and attitudes which a supervisor
should impose on the trainee because of the possible re-enactment
of the supervisor's behavior with the client.

There appears to be an assumption made by the didactic
orientation which may not be true. The approach seems to imply
thgt undesirable behavior on the part of the intern can be changed
by simply new training. 1In circumstances where the intern does
not know any better or is naive, this may be true. What if,
however, the inappropriate behavior ié due to an ever so slight
personality characteristic which resists change from a didactic
approach? The experiential orientation appears to take this

resistance to change into consideration.
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A last difficulty of didactically based supervision is the
possibility that the supervisor's teachings might.be inappropriate
or not correspond with the personality or style of theltrainee.
It is hypothesized that the trainee may become dogmatic in the use
of his acquired skills, using them inappropriately. A purely
didactic approach may also inhibit the trainee's creative and natural
ability to develop his own style and approach to counseling
(Sanderson, 1954).

The next section will cover the experiential oriéntation
to supervision followed by a critique of the approach.

Experiential Approach to Supervision:

The experiéntia1 concept emphasizes the development of the
trainee as a person. In this approach, the practicum is geared
toward counselor growth and development via therapeutic conditions
offered by the supervisor. This concept can be linked to Freud
who observed that a counselor's lack of insight into his own psy-
chological processes is an important source of distortion in his
own perceptions of the client (Allen, 1967). This has been endorsed
by writers outside the psychoanalytic tradition as well as with
professionals such as Rogers (1957) and Tyler (1961).

The general principle which seems to apply
here is that if the climate of the teaching
situation, and the relationship between the
teacher and the beginning counselor, are the
same as the climate and the relationship which
" exist in therapy, then the young therapist will
begin to acquire a knowledge in his viscera of

wha§1§he therapeutic experience is (Rogers, 1957,
p. .



20
In all, according to Rogers, the effectiveness of supervision de-

pends on the relationship between the intern and the sdpervisor.
Rogers (1957) further adds:

The student should develop his own orientation
to psychotherapy out of his own experience. In
my estimation, every effective therapist has
built his own orientation to therapy within him-
self and out of his own experience with his
clients or patients....the aim of a training
program in therapy should be to turn out indi-
viduals who have an independent and open atti-
tude toward their own experience in working

with clients. If this is achieved, they can
continually formulate and reformulate and revise
their own approach to the individuals with whom
thely are working in such a way that their approach
results in more constructive and effective help
(p. 87}).

The whole 9051 of training should be to free the trainee to be
himself and be more human (Kell and Mueller, 1966). Good prepara-
#ion not only enables counselors to be more human, but helps them to
know their own strengths, weaknesses, conflicts, and needs which
can potentially be either harmful or helpful to the client (Rogers,
1975). Thorne (1967) stated that if there is a discrepancy between
the actual and ideal self, there may be anxiety and detrimental
effects in the therapist's ability to do therapy. This implies
that the therapist should know himself.

Arbuckle (1968) said that the goal of graduate training is
not to have a skilled technician, b&t to have a human being who
is self-actualized and capable of working effectively with others
to help them realize more fully their potential.

Altucher (1967) noted that the new intern lacks experience

F
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and knowledge in éhe.noveI counseling situation (as noted with the
éidactic approach):“ He also no;ed that a second source of difficulty
is that the counselor's own characteristjc patterns.of behavior
may be a hindrance in paying attention to the client and may pos-
sibly block his undergtanding and coﬁnunication to the patient.

He said that the major assumption underlying supervision is that
practicum learning is both an intellectual and emotional experience
with the major emphasis being emoticnal. If the intern's emo-
tional experience in supervision does hé;e a significant effect

on the trainee's growth and development as a counselor as hypoth-
esized by Altucher, then the supervisor must not only be a

teacher, but be therapeutic with the intern as well. Again, the
relationship appears to be the key.

In 1963, Arbuckle made a number of suggestions for super-
vision, many of which imply that the supervisory situation should
be treated similarly to that of the counseling ;ituation. He
suggested that the counselor-trainer should be consistent in deal-
ing with the trainee as he would with a client.

If one operates in a certain manner with
a client because he feels that this is the
way he can be of greatest help to the client,
then how can he justify his operating in an
almost dramatically opposite fashion with a
student counselor? (p. 166)
Arbuckle argued that the learning process of both client

and intern is no different although one may be more stable than

the other. Wiles and Loveli\(1975) agreé with Arbuckie concerning
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supervision affecting trainee growth. They arque that the super-
visor's role is not so much to be a formal leader, but to facili-
tate the release of the human potential for an increase in the
potential for a heightening of huméﬁ interaction which is neces-
sary for counseling.

Arbuckle suggested that the supervisor help the trainer to
learn about himself.

Much of what is talked about in a counseling
practicum can be understood only in terms of
the counseling experience, and this is usually
far more a matter of feelings and emtions and
trauma than is a didactic discussion. (p. 167}

Arbuckle recommended that the supervisor be non-evaluative
just as one i3 with a client. He does recognize the difficulty
in this area in which the supervisor is ("with some justification")
the evaluator of the trainee's effectiveness. He also recognizes
the problem of the student's‘tendency to project oneself and the
supervisor into the teacher-student roie.

Arbuckle further suggested that the supervisor be doing therapy
with clients as well, so that he is less apt to be critical when the
trainee encounters difficulty with a client.

In summary, the experiential orientation sees the practicum -
as both an intellectual as well as an emotiopaT experience. The
emphasis is on the emotional g;owth and development of the
trainee which is initiated through a facilitative and possibly

therapeutic relationship with the supervisor. In many ways the

supervisor is a therapist to the intern in which his dealings with
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the student are similar in nature as his dealings are with a

client; i.e., a helping relationship. The role of the supervisor
is to facilitate the release of the intgrn's human-potential for

an increase in the potential for a heightening of human'{nter-
action which they feel is necessary for counseling. They.dowinay
the importance of a straight teaching approach theory that human
growth is gained through the experience of a facilitative relation-
ship and not training.

Critique of Experiential Approach to Supervision:

One drawback to the experiential approach is the fact that
the supervisor having worked with the trainee must eva@luate him
as mentioned earlier by Arbuckle. Bonny and Gazda'(1966)ldis—
cussed the dilemna that the supervisor is often in. There is the
social responsibility of the supervisor to ensure that he or she
does not grant professibna] degrees to individuals who could cause
harm to an individual through incompetence. There is also the
"authoritarian" atmosphere of é graduate education preogram which
is often perceived by the student. The supervisor is put in the
position of having constant and compiete evaluation powers which
may make a mere suggestion appear as a coﬁmand to the trainee.
A further tragedy may appear when fhe student hesitates in entering
personal counse]ing due to the fear of being seen as weak by staff
and peers. As Bonny and Gazda (1966) pointed out, the counseling '

community is small and respect of colleagues is highly valued.
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There have been a number of suggestions on how to overcome

the problem of evaluation by the supervisor. Arbugkle (1967)
suggested that another supervisor rate the intern. Truax, Carkhuff
and Douds (1964) suggested an evaluation of the trainee's perform-
ance via the use of scales which have been proven adeguately
reliable and valid. However, regardless of how well the super-
visor has been removed from evaluation, the student will always

be wondering'how his subervisor feels about his performance.
Arbuckle (1967) later made the following comments:

No matter what scales are used, the super-
visor,, in his human relationship with the
student counselor, has an evaluative role.
The stress should be on helping the student
counselor to learn to be able to Tive, and
to be honest, and to be free, in a human
relationship which is therapeutic, but in
which there is also an element of risk.

The supervisor may be compassionate, warm
and understanding, but openness and honesty
with him is more risky. Self-congruence

on the part of the supervisor surely demands
that he does not deliberately Tull the stu-
dent counselor into a comfortable, but faise
sense of security. {p. 92) P

7

In all, the experiential orientation places a §trong emphasis
on the experience the trainee encounters from the facilitative reia-
tionship offered by the supervisor.

Evaluation of Didactic and Experiential Approach:

The research of the two theoretical approaches has been in-
conclusive at best. Payne and Graliski (1968); Payne, Winter and
Bell (1972); Payne, Weiss and Kapp (1972); Hansen and Warner (1971);

Hansen, Pound and Petro (1976) made comparisons between the didactic
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and experiential approach in terms of learning empathy. They
found that trainees who wére in the didactically oriented group
learned empathy significantly better than those in the experi-
entially oriented groups. However, Selfridge, Abramowitz,
Abramowitz, Weitz, Calabria and Steger (1975) found that if one
added an encounter‘group to the practicum, the trainees were able
to give the "core facilitative conditions” significantly better
than those who were not in the sensitivity group. This makes it
¢cbvious that é1though the understanding of a trainee is important,
the intern needs instruction for therapy. They concluded that
interpersonal learning occurs in a sensitivity context rather than
in a didactic-context. Silverman (1872) investigated the differ-
ence between the "didactic-behavioristic" approach and that of the
“experientia]-introspéctive" approach and found that the experi-
ential approach was somewhat.more successtul in fostering an
effective relationship. In_reviewing the literature on super-
visiod.{1960 to 1969) Hansen and Warner (1971) said that we have
learned very little from what has been done in the area due to‘
poor forethought and design. ‘They concluded that counselor-
trainees do change during the practicum but the reasons are still
unclear. '

Summary of the Didactic‘and Experiential Approach:

Both didactic and experiential approaches appear to leave out
important theoretical and empirical data in their view of what is

essential to aiding a practicum-student to become effective. The
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didactic appréach does not take into consideration what importance
the relationship between trainee and supervisor has in learning
therapeutic skil1s; It also does not attend to the issue of
undesirable tecHniques which are not due to a lacking of skills,
but due to the trainee's personality.- The- experiential orienta-
tion postulates that the therapeutic reTationéhip can overcome
undesirable techniques due to personality characteristics but dis-
regards the impressive empirical data demonstrating the effective-
ness of teaching good therapeutic skills to "healthy" interns. A
third orientation will now be discussed combining the two previous
orientations. ‘

-

Combined Didactic and Experiential Approach to Supervision:

There is a third theory on supervision which is a combination
of the didactic and experiential approaches to supervision. ' Bales
(1958), Buckheimer (1964), Ivey (1968), Mueller and Kell (1972) and
Patterson (1964) all combine different aspects of the two
approaches {Karr and Geist, 1977).

Patterson (1964) in studying the practicum said its value is
dependent on two things: (1) the number and variety of patients
and (2) the type of supervision which he receives. The value of
the first is entirely dependent on the quality of the second. In
reviewing thg 1iterature, he concluded that current superyision in
general is "woefully inadequate énd perhaps more harmful to the
student" (p. 47). He stated that the purpose of supervision is

not counseling or psychotherapy with the student but training. This
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instruction, however, cannot be obtained in a classroom. Super-
vision should be like all good human relationships which is thera-
peutic and educational. It falls between teaching and therapy
which should meet the individual needs of the student as well as
include classroom instruction. Patterson concluded:

Supervision is a relationship. And, as in any
relationship, including the counseling rela-
tionship, there is an element of threat. In
fact, it is more threatening than many other
relationships. This is something that must be
recognized, since we know that threat inhibits
and restricts learning, that it leads to de-
fensiveness and resistance. If, then, we
_expect the student to change, to grow and
develop, we must reduce threat to the minimum.
This suggests that the methods or techniques
of supervision are more similar to those of -
counseling and psychotherapy than they are to
subject matter or didactic instruction. (p. 51-52)

Truax, Carkhuff and Douds (1964) also feel that an integra-
tion of the two.approathes is warranted. In their article, they
outlined a program noting the importance of each approach and how

one could benefit from the other.

The experiential orientation should become
aware of the role of the supervisor as a
direct influencer and even controller, how-
ever subtly of behavior. (p. 243)

and:

On the other hand, the didactic schocl of thought
should come to recognize the capacity of super-
visor-offered conditions, or if you will, the
therapeutic relationship, to elicit greater

depth of self-exploration by the supervisee and
thus the importance of experiential factors in
the learning process. (p. 243)

In all, the authors emphasize the importance of the re]ationshib:
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It should be emphasized that these supervisor-
offered conditions facilitate self-exploration
in the trainee by providing the freedom and
safety of the relationship and thus an open-
ness to the trainee's experiencing and conse-
quent experimentation. (p. 244)

Importance of Supervisory Relationship

In the review of the two approaches studied, there is a
basic disagreement on what is emphasized in the supervisory
relationship (teaching versus counseling). None.of the two
schools, however, have denied the importance of the relation-
shfp between the intern and supervisor. Mazer and Engle (1968)
expressed the feeling that a student can learn without a rela-
tionship but gives no empirical data to back up the statement.
Watson and Anchor (1974), however, imply that without a good rela-
tionship with the supervisor, the intern is ndt 1ikely to learn
and be effective regardless of what orientation is utilized.
Fiedler (1951) reported that all different orientations report
success in the literature. It is therefore proposed that it is
not the_or%entation which is used in supervision which is important
but the quality of the relationship between the intern and super-
visor which is all important. Most authors, regardiess of orien-
tation, have said that the supervisory relationship is the key
to the practicum (Hansen and Barker, 1964). If the supervisory
relationship is positive, the intern will develop intB an effec-
tive change agent regardless of orientation employed. The super-

visory relationship will therefore be discussed in detail in the
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next major section. Areas concerning the fe]ationship (Trainee e
Expectations of the Rélationghip, Trainee Anxiety and Supervisory
Methods for Handling Anxie}y,_and finally, Necessary Conditions for
é Positive Supervisory Relationship) will be examined in the next

section.

Trainee {Intern) Expectations

It ha§ been found that\pre-pracékcum students have a disiﬁited‘
v%ew of the supervispn's role in the internship re]étionship
(Hansen, 1965). They e;pect the supervisor to be moderately
geﬁuine in his relationship with the trainee and to have fairly low
empathic understanding of their ﬁee1ings with “conditional”
positiVe regard for the trainee's behavior which, according to
.educators, is not the appropriate condition for an effective super-
visory relationship (Delaney and Moore, 1966}. Nevertheless,
after the practicum, the trainees perceived thg supervisors as
Having ﬁigh Teveis of empathy, regard, genuineness and concrete-
ness. The trainee also is reported.to have-expected a more &idac1
tic approach in the initia1'stages of the practi;um. Towards the
final stages of the internship, the intern strove for independence
(Gysbers and Johnston, 1965). Anxiety can occur when the intern's
expectations of the supervisory role are not mét. Anxiety can
also occur when the intern does not know what to expect from the
supervisor at the initiation of the practicum. In conclusion
then, expectations can cause anxiety which can impair the super-

Qisory relationship which may in turn impair 1earnihg. Expecta-



30
tions,, therefore, not only play an important part in determining
the superv%sory relationship, but may also affect intern growtﬁ
which is seen as being very important and will be examined in this

. . . . . . P
research. The next section under trainee expectations will explore
r

’

how anxiety can affect the important supervisory relationshfpxsfifé%

well as how a poor supervisory relationship can increase anxiety.

Anxiety:

The identification of student-trainee anxiety in the counseling
session has been well documented (Bauman, 1952; Garter and
Pappas, 19?5; Guttman, 1973; Monke, 1971; Napier, Lee and Bourbon-
nais, 18765 and Pennscott, 1972). This anxietx‘in the session has
'aIso bggh shown to decrease thetherapist's effectiveness (Bandura,”
1956 an& Luborsky, 1952). Anxiety also decreases the effectiveness
of the trainee-supervisor relationship. |

The teacher-learner relationship is of prime
importance because teaching is mainly a prob-
Tem in human relationships. The term "rela-
tionship" as used here means the nature of
emotional interaction. In general, Tearning
can take place best when the nature of such
interaction is positive, when teacher and
learner accept each other and are confortably
s relaxed with each other. The level of parti-
~  cipation is higher and anxiety is lower in the
context of a positive relationship, facilitating
learning. There are a number of additional
factors which suggest the importance of a good
relationship for educational supervision. . .

Not only must the learner be motivated to
accept the content of what needs to be learned,
but he must be motivated and ready to accept
from the teacher. A worker resists accepting

- content offered by a supervisor he does not like
and respect. The relationship, if positive,
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is the bridge over which the material passes
from teacher to learner. If the relationship
is negative, communication is blocked...

A positive relationship intensifies the impact
of the supervisor's educational efforts.

There is considerable empirical support for the
contention that the nature of the relationship
is a powerful variable in determining the super-
visee's openness and receptivity to the super-
visor's efforts to educate toward change.
(Kadushin, 1976, p. 148)

Therefore, if the supervisory relationship is positive in
nature, the ifstructor has more impact om the intern. If the
relationship i3 negative, there is less involvement in learning
and more energy devoted towards detrimental defenses. -

Kadushin (1968) gives many reasons for intern anxiety. One
reason is that the purpose of the practicum is to promote change
which in turn creates anxiety. The practié¢um requires the intern
to give up familiar and comfortable habits for new and unfamiliar
ones. Change is particulariy hard for the adult student because
it requires the alteration of behavior patterns which have be-
come habit over the years and a rejection of old identified models
and teachings of perhaps significant others.

Another source of anxiety is that if one is to re-learn, it
constitutes an admission of dependence on teacher as well as an
admission of ignorance in a ;ertaip area which-could jmply vulnera-
bility. The question of inadequacy comes into the picture as well
as possible supervisory disapproval (Kadushin, 1968, and Bauman,

1972). Thi% may cause the student to "play games" in an attempt
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to redefine the superﬁisory relationship so as to make it less
threatening although less effective. It has been established that
the intern's ability to communicate nondefensively with the super-
visor is an important part of the supervisory process (Guttman,
1973). This ability to communicate is hampered if the superviséry
relationship is not honest. Jacobson (1978) hypothesized, utiliz-
ing Transactional Analysis Theory, that the supervisee often goes
into the "rebellious child." This sidetracks most of the intern's
energy into being oppositional to the supervisor rather than
spending the energy more constructively in learning. Therefore,
anxiety can have a serious detrimental effect on the important
supervisar; relationship. The anxiety-supervisory relationship

can alsg be circu1§r in nature: anxiety can break down a ;e1afion-
ship which can cause more anxiety making the relationship even
worse. _In other words, a poor suﬁgrvisory relationship can cause
anxiety, and anxiety can be detrimental to the supervisory rela-

tionship.

Supervisory Methed of Handling Intern Anxiety

A supervisor can be helpful to the trainee by pointing out to
him his behavior, thus enabling the intern to Tearn more apprbpriate
-and effective modes of nondefensive behavior. Many writers are in
favor of open confrontation with the intern where defensive behavior

is noted (Kadushin, 1968; Kell and Mueller, 1966; and Perls, 1966).

Truax and Wittmer (19?0) found that teachers and clients benefited

" from a training procedure in which defenses were pointed out.
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Guttman (1973)?f0 nd the' same was true for practicum trainees.
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Supervisor reinforcement also appearé to be a powerful aid in help-
ing the trainee focus \is attention on the c¢lient after a thera-
peutic session (Davidsen &pd Emmer, 1971). Xelly (1971) also found
supervisor reinforcement as the more effective means of Tearning
micro-counseling when compared to trainee self-reinforcement. Here
it is evident that the positive aspects (supervisor reinforcement)
is a key to the trainee's ability to learn therapeutic skills.

One positive aspect of a good supervisory relationshin is that
it overcomes many oroblems of £he supervisory evaluation discussec
earlier by Arbuckie (1963). A good supervisory relationship acts
as a buffer to the pain of criticism and makes the trainee more
receptive to and acceptive of criticism (Kadushin, 1976). If the
supervisor and trainee are at odds, there is a higher chance of 2
rejection of constructive criticism as beinq unjust, However, the
trainee's anxiety and defenses are less if there is a good relation-
ship with the supervisor. Anxiety in the supervisor can alsc nave
detrimental effects on the relationship with the intern. If the
supervisor is not secure in the role as supervisor, a negqative
environment can occur in which scépegoating and a need to belittle
or hurt comesin fo play (Kadushin, 1976). An authoritarian approach
may become apparent. The supervisor must know his or ner role if all
situations are to be dealt witn effectively. The intern is tryinn

to follow the example of the supervisor and is apt to model inapprop-
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riate behavior and be less apt to admit to mistakes or ask for help
causing a poor supervisory relationship and possible decreése in
1earn1ng.

Thus far it has beén demonstrated that trainee-expectations and
trainee-anxiety can have detrimental effects on the supervisory rela-
tionship. In addition, a positive supervisor-trainee relationship
can reduce existing anxiety in the intern. The next subsection wil)
explore the components of a positive gupervisory relationship.

Conditions Necessary for a Positive Supervisory Relationship

In 1967, Qgrkﬂﬁff developed a model from which the growth of
therapeutic fun&tioning of counselor trainees may be predicfed. He
demonstrated that there is a subséantia] body of evidence pointing
to indicate the importance of a central core of facilitative condi-
tions‘(empathy, regard, concreteness, genuineness) in a therapeutic
relationship which are needed if counseling tis to have any effect
on the client (Carkhuff and Berenson, 1967; Truax and Carkhuff, 1967).
Not only are these conditidns in a therapeutic relationship necessary
for counseling but these dimensions have importance in all meaningful
relationships such as the one between supervisor and intern. Cark-
huff's basic premise is that persons at h{gher levels of functioning
(on the basic core cdndition) can, through a helping relationship,
aid another person who is operating at a lower level of functioning
(on the basic core conditions), to raise his/her level of function-
ing. In addition, Carkhuff states that it is highly unlikely that

persons at a lower level of functioning can have a significantTy
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facilitative effect upon persons at higher levels of functioning.
It is also suggested that a person can reach a level only as high as
the helper's 1evé1.

Blane (1968) foundithat those trainees who were in a positive
supervisory group (concentration on positive aspects of trainee
performance) improved significantly in levels of empathy as compared
to non-support group (concentrated on what intern did wrong) and a.
control group. Dowling and Franz (1975) found that the more facili-
tative the model in supervision, the more imitative learning occurs
in the trainee. Pierce, éarkhuff and Berenson (1967) applying Cark-
huff's model hypothesized that two groups of coun;e1ors-in-training
would gain differently in their lewels of functioning according to
the level of functioning of the counselor-trainer, with those of the
higher functioning trainers gaining the most. They defined higher
functioning trainers as those offering higher levels of eméathy,
respect, genuineness, concreteness and self-disclosure to the
trainee in a relationship. They found that interns with a ow func-
tioning trainer (poor supervisory relationships) made no changes in
giving higher core conditions to clients. Those with the higher
facilitative trainers (good supervisory re1ation§hips) demonstrated
 significantly hfgher facilitative conditions after training.

pierce and Schauble (1970),using Carkhuff's model, said that the
supervisor is directly responsible in dealing with the trainee thera-
peutically and has the most potential in producing a major impact on

the functioning of the intern in regard to the level of facilitative
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functioning. They were able to demonstrate this throuéh a semester-
long longitudinal study in which both the trainee and supervisor sub-
mitted tapes to be analyzed for facilitative conditions. They found
that through time, the trainees attained the same level of function-
ing as the supervisor. Pierce and Schauble (1971) later replicated
their earlier study with a larger sample (N=22) and a longer super-
visign period. | |

Wedeking and Scott (1976) replicated the Pierce and Schauble
siudiES'with_tbe following modification. They rated the supervisor
on core conditions by having independent raters stqu actual practicum
session tapes with.the intern (as ;beSed—to thgrapy tapes given by
the supervisor). They found no relation between the supervisor's
empathy toward the intern and the performance of the intern with a
c1ient. Due to the discrepancy of their findings, they raised the
question: "Do supervisors who apparently offer facilitative condi-
tions to their sﬁpervisees offer the same to clients (and vice versa)?
This question was partially answered by Lambert (1974) who said,
“While the Tevel of conditions in §upervision may cause changes in
training functioning, it seems quite possible that trainees change not
because of the assumed fevel of conditions in supervision, but be-
cause supervisors are able to teach didactically only what they know."
Lambert theorized that the core facilitative conditions could be
learned didactically as well as experientially depending on the super-
visor's ability to teach. Therefore, what a trainee is not able to

learn experientially could be obtained by teaching. Lambert found
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that the-supérvisor gave the same levels of respect and genuineness to
their interns as they gave to their own clients. However, the supervisor
was more specific and empathic with clients than with their interns.
Largeert said that a study of the relationship between the actual level of
facilitative conditions (quality of relationship) offered in supervision
and the quality of trainee offered relationship to the client has yet to
be undertaken.

To this point there has been a description of a model for change as
well as a review of the Iiteraturg on supervision and trainee expectations.
However, the actual change process has yet to be explained in a theoretical
sense. It is felt that the Rogerian Self-Mode] (Rogers, 1942) best ex-
plains the actual process of change concerning the facilitative conditions.

A Model for Change

In order to explain the change process of the quividual which Rogeég
calls "the self" it would be helpful to éxplain what the self is. Rogers
defines the self as how the individual perceives himself, what he thinks
of himself, how he values himself as well as how he attempts thrdugh various
actions to enhance and defend the self. The basic motive of the self is
to actualize, maintain and enhance the seif. The goal of the self is to
satisfy needs.

The self is developed from its perceptions of its environment. The
self reacts to the environment as it is perceived and experienced. By ex-
periencing, it is meant that the self's perceptions of reality is of
major importance, even if the actual reality is different. A key factor
in the development of the self is that a portion of the total self's per-
ception becomes incorporated as the self. As a result of interaction with
the environment, and particu];riy as a resuTt of evaluationé] interaction

with others the structure of 1he self is formed. It is a fluid but con-
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' ~sisten conceptual pattern of perception of characteristics and relation-

ships of the "I" or the "Me", together with values attached to these con-
cepts. For example, when a child is.bqrn, he or she learns to distinguish
himself or herself as an object from the environment. He or she begins to
build up a cohception of his or her#elf in relationship to the environment.
The concepts become invested with value, which may be either negative or
positive.

Values accrue to-tﬁe self picture as a result of direct experience.
These values also influence other experiences as perceived by the organism.
. That is, the values become attached to experience and thus part of
the self structure resu1tieg.in some instances, distortions of individual
perception of reality. As an example, the child finds pleasure in doing
many things, for which he or she may be either rewarded or punished by
the parents. The child who 1is pun1shed for doing something he or she finds
pleasurable is thrown into conf11ct between the desire to obtain pleasure
and the desire to avoid pain. In resolving this conflict he or she‘may
have to revise his or her self-image and his or her set of values in such
a manner that the real feelingstand values are distorted. The self builds
up defenses against threatening exeeriences by denying them to conscious-
ness. As it does so, the self-image becomes -Tess congruent~with reality,
with the result that more defenses are required to maintain the fa]se_pic-
ture held by the self. The self thereby loses contact with the actual ex-
periences of the organism, and the increasing opposition_between reality
and self creates tension. Consequently the person becomes more maladjusted.

In client-centered therapy the person finds himself or herself in a
nonthreatening situation because the counselor is comp]eteTy accepting of
everything the client says via the facilitative conditions. This warm

accepting attitude on the part of the counselor encourages the client to

expiore his unconscious feeling and bring them into awareness. Slowly
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and tentatively he explores the unsyﬁbo1ized feelings which threaten his
security. In the safety of the therapeutic relationship threatening
feelings can be dealt with in an effective manner and assimilated into
the self structure. It is therefore the therapeutic facilitative con-
ditions which enable the organism to explore the threatening perceived
reality and make positive changes.

In terms of supervision the trainee through the supervisor's facili-
tation finds him or herself in a nonthreatening situation because the
supervisor is completely accepting of everything the intern says. The
warm accepting attitude on the part of the supervisor encourages the
Erainee to explore his or her feelings, bring them into awareness and
create an openness. This openness enhances the traineg's ability to listen
to both supervisor as well as client. The trainee has a greater ability
to not only explore his or her own reality, but is more able to give
.faci1itative conditiong to the client so that the client can explore hi§
or her feelings as well. The more facilitative the supervisor, the less
anxious the trainee. If the trainee is less anxious, greater empathic and
genuine responding will 6ccur on the part of the frainee towards the
client, (Napier, 1976) |

Roger's theory does not explain the intern's 1eve1 of satisfaction
with the supervisor nor with the internship center as a component affecting
the intern's performance. Anecdotal observations suggested that both
these components are related to the intern's performance. Since no theo-
retical rd%ionale could be found to support the anecdotal observation it
was decided to attempt to obtain empirical evidence for this observation

in the minor hypotheses II, III and V.
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Conclusion

The review of the literature, therefore, implies that there are ﬁn;
resolved issues pertaining to what parts of the supervisory relationship
are most facilitative to learning. Does the intern learn to be facilitative
with a client via the supervisor's faciTiiation with the intern, or by
the supervisor's ability to teach the facilitative conditions? Pierce and
Schauble (1971) have found that interns become more'faci]itative.if their
supervisors are highly facilitative with clients. Wedeking and Scott (1976}
examined actual practicum tapes between supervisor and intern énd found”
that there was no relationship between the supervisor facilitativeness
to the intern (as perceived by outside raters) and the intern. It has
been found, however, that perceptions of different rafers (interns, super-
visors and clients) can be significantly different (Bishbp, 1971: Brown
and Cannaday, 1969). Perhaps it is the intern's perception of the super-
visory relationship which is related to the trainee’s ability to become

facilitative.
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Statement of the Problem

The study investigates the differential effects of the percep-
tion of graduate students in clinical psychology with regards to
thejr tra:Lers' level of facilitative responding and how it affects
the trainees' growth as measured by their own level of fécilitative
responding.

The identification and definition of the core conditions (empa-
thy, respect, etc.) in the first section provided the basis for a
comﬁrehensive model for helping and, consequently, training. The
basis for the development of the helping model was described as a
process of exploration, understanding, and.action. ‘The helping
process is initiated by experiential exploration. Understanding
then provides the mediating process which in turn leads to the be-
havior of the he]pee.. This process is recycled by concrete feed-
back which stimulates further exploration and leads to a more accurate
understanding and effective action by the therapist.

The didactic experiential approach (Truax, Carkhuff and Douds,
1964) to counselor supervision incorporates the model of helping and
thus emphasizes that the tréinee learn to communicate empathy, non-
possessive warmth, concreteness, and genuineness to clients. The
helping model adds the dimension of effective interpersonal skills
to the didactic approach to supervision.

Although the didactic experiential supervision approach has been

compared to the didactic and experiential approach individually, there
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s Tittle evidence to assess the effects of the trainee's perceptions
of 1) the trainer's level of facilitating responding and 2) super-
visory counselor effectiveness on the trainee's level of facilitating
responding. In other Qorﬁs. is there any difference in trainee effec-
tiveness and facilitative responding among University of Ottawa gradu-
ate trainees in clinical psychology who receive supervision from
a) trainers perceived to be high in'facilitative responding, b) train-
ers'perceived to be Tow in fag;Iitative responding, c) trainers per-
ceived to be high in counselor effectiveness, and d) trainers per-
ceived to be low in counselor effectiveness?

In summary, the model of helping is based on _exploration,
understanding, and action which in turn depends upon the core con-
ditions of empathy, unconditional positive regard, concreteness, and
genuineness. The helbing model is equally applicable to both the re-
Tationship between the therapist and client and the relationship be-
tween the trainer and trainee in graduate training programs in psy-
chology. In the supervisory relationship between trainer and trainee,
the effects of the trainee's perception of the trainer's counseling
effectiveness and facilitative responding is postulated to a?fect
the trainee's level-of facilitative responding. In other words, the
heiping model would predict that the trainee's perceived level of
interpersonal skills will«directly influence, either positively or
negatively, the level of the trainee‘s facilitating responding with
clients. Having established the theoretical backgrbund, the follow-

ing hypotheses have been postuiated:'
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Hypothesis I

The level of supervisory facilitative responding perceived by
the trainee will directly influence the trainee's facilitative res-
ponding with clients.

Hypothesis 11

The degree of satisfaction perceived by the trainee in :the
trainer-trainee relationship will directly influence the trainee's
faciIitative responding with clients.

Hypothesis 11l

The.degree of satisfaction perceived by the trainee in the
trainer-trainee relationship will directly influence the trainee's
facilitative responding with clients.

v

Hypothesis IV

a) There will be no difference on pre-post measures of facili-
tative ;egponding for.traineés with a high Jeve] of facilitative
responding who have trainers Nithza‘high 1e§e] of faci1jtgtive res-
ponding.

b} There will be a difference in the direction of higher facili-
tative responding on pre-post measures of facilitative responding for
trainees with a low Tevel of facilitative responding who have trainers
with a high level of facilitative respondi&é.

¢) There will be a difference in the direction of lower facilii-
tative responding on pre-post'ﬁeasuresrof facilitative responding

from trainees with a high level of facilitative responding who have

trainers with é Tow leved of facilitative responding.



41
d) There will be no difference on pre;post measures of facili-
tative responding for trainees with a 1ow 1e;e1-of-faci11tative res-
ponding who have trainers with a low level of facilitative responding.

Hypothesis V

' LY
a) There will be no difference on preepost measures of facili-

tative responding for trainees with a high Tevel of facilitative res-

ponding'who have trainers perceived by the trainee as high in coun-

5e1er effectiveness. -

b) lThere will.be a difference in the direction of higher facili-

* tative responding oﬁ pre-post measures of facilitative responding

for trainees with a low level of facilitative responding who have

trainers perceived by the trainee as high in counselor effectiveness.
c) There will be ahdifference in the direction of lower facili-

tative responding on pre-post measures of facilitative responding

for trainees with a high level of facilitative responding who -have

trainers perceived by the trainee es Jow in counselor effectiveeess.
d) There will be no difference on pre-post measures of facili-

tative responding for interns with a Tow 1e;e1 of facilitative res-

ponding who have trainers perceived by the trainee as low in counselor

effectiveness.
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CHAPTER I1I
Method

Subjects: Twenty-six University of Ottawa clinical psychology
graduate students, enfo11ed in a year-long clinical internship at
three outpatient clinics (Psychological Services, Counseling Ser-
vice and Guiéance Center) were utilized as subjects for this study.
The subjects are a sample of graduate students in Clinical Psychology =
who have had at least one year course work and had entered the practicum
phase of their degree program (M.A. or Ph.D.). The settings were in-
ternship centers of the School of Psychology at the University of
Ottaﬁ;. 0f the twenty-six subjects in the study, six were eliminated
due to change of their program or a failure to submit data.
| Of the Ph.D. students who were subjects, there were three females
and five males. Of those in the Masters Program, thére were three females
and nine males in the study. The Univeristy of Ottawa is a bilingual
University, and there were five Francophone subjects all of whom were in
the Masters Program. The ages of the subjects ranged from fifty-six
years of age to typnty-three years with a mean of twenty-nine years.
Previous counseling experience of the subjects ranged from no éxpérience
to twenty-five years of experience with a mean of two years prior coun-
seling with adults.

Also involved in this stﬁdy were eleven staff members of the

Unive;sity who were regular supervisors at the various internship
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centers. All gere\éiinicians experienced in supervising interns. Of
the supervisors, there were two females and nine mqles,'six being bi-

| Jingual. The clients seen by the interns during the practicum were
clients of one of threéioutpatient clinics at the University. The
counseling problem presented at these clinics are mild to moderate
pathological disturbances and in general all interns receive a2 good
sampling of the counseling problems seen-at the various clinics.
The clients were aware tﬁat the therapy sessions were being taped
by the ;ubjects (interns). The explanation of the use of the tapes
was 1eff up to the discretion of each intern. The use of actual
client sessions in research is abundant in the literature. The su-
pervisors who were training the subjects or interns were aware of
the nature of the research being conducted, but did not know which
intern was rating which supervisory relationship.

Apparatus: Three questionnaires were-employed in this study:
the Relationship Inventory (RI} developed by Barrett-Lennard (1962),
the satisfact{bn scales of the Client Evaluation Inventory (CEI) by
Linden, Stone and Shertzer (1965) and the California Psychological
Inventory (CPI) by Gough (1963). The RI and the satisfaction scale
of the CEI were slightly modified in wording so that it would apply
to the supervisor of an intern rather than to the counselor of &
client. Two questions of the CEI were also deleted because the ques-
tiors pertained to testing which did not apply to this study (See
Appendix A). ‘

Although the Francophone students- were sufficiently bilingual

to understand the questionnaires in their English form, directions
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were given in both Engtish and French. In addition, a French form

of the CEI and thé CPI were administered to_the ‘Francophone subjects.

Indedgndent apfl Dependent VariableS:
Fi

Since the independent and dependent variables can be coQéﬁsing,

it is felt that a short rationale for these measures as well as the
éca1es employed to measure the variables is warranted.

Dependent Variables (obtained from client trainee therapy session):

As stated in the.various hypotheses, this study will examine
intern perceived varia?]es in the supervisory re{ationship which are
posited to affect the ability of the intern to be facilitagive as '
well as the ability to be an active listener with his/her client in
an actual therpay session.

The actual scales employed to measure th§ dependent variables
are Peak Empathy, Global Empathy (Truax & Carkhuff, 1967) and Follow-
ing Behavior (Napief, 1976). Although each scale is considered to
measure a necessary condition which must be provided by the therapist
in order to elicit a positive change in the client, it is important
to note that a negative relationship between intern and supervisor
will reduce the intern's ability to gain these necessary skills.
These dependent variables also reflect the quality of the global
relationship of the intern with thé ¢lient in the therapy . session.

Empathy (Peak and Global):

The ‘reasons for the use of the empathy scale as a depenﬁent vari-
able are many. Empathy was originally popularized by Rogers (1957)
as part of the facilitative conditions necessary for a theraﬁeﬁtic

gelationship whidh was later supported theoretically by Carkhuff and

’

-
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Berenson (1967). As stated earlier, empathy has not only been util-
jzed to measure the relatijonship between client and therapist but
Pierce and Schauble {1970, 1971) have used the empathy 'scale to mea-
sure the relationship between supervisor and intern.

Another reason empathy was employed as a variable is that empathy
is highly regarded in other theories of therapy such as in the Adler-
ian’and Freudian schools of thought (Fiedler, 1950). 1In all, empathy
appears to be indicativé of not only a good therapeutic relationship,
but of good therapyf The amount of published articles utilizing the
empathy scale to measure the relationship is abﬁndant« |

The reason empathy alone was used to measure the relationship
" rather than another facilitative condition (or all of them) is due to
tﬁe finding of Delaney, Long, Masucci and Moses (1969) who said that empathy
alone was theoretically sufficient to measure the core conditions.
Muehlberg, Pierce and Drasgow (1969) found that through a factor
analysis the facilitative conditions are highly correlated. Since
the empathy scale was found to be both theoretically and empirically
related in the Titerature to measure the effects of therapy and rela-
tionships, it was employed in this study. -

This research employed two measures of empathy (Peak and Global).
Global or overall average of empathy that the trainee giveg to a client
in a therapy session is the most used empathy scale in the literature.
However, a difficulty with the scale is that it can be a "narrow band"
measurement (Jones, 1974; Napier, 1976). Myrick and Kelly (1971)
stated that changes in an empathy level, although important, are hard

to detect on a 5 point scale, especially when an average empathy level
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is employed. It was therefore decided to empToy another way to meé-
sure a trainee's empathy level during a therapy sifsion. It was
theorized that since there are other important facets of counseling
besides being empathic (such as information gathering and answering
questions), a thefapist can be highly empathic (that is, give high
levels of empathy), yet have a lﬁw overall empathy rating_gue to
other needed facets of therapy. Since it has been demonstrated that
empathy must be learned (Stollak & Lovas, 1966), therapists do not
‘"get Tucky" and gain a high empathy respdnse every now and then.
Rogers (1967)reported that the average empathy level of a therapist
is often below 2.0 out of a possib]e-S.O. Therefore, peak empathy
levels in a therapy session was used as the indicator of the thera-
pist's ability to be facilitative witﬁ a client. The use of the
empathy peak scale is not novel and has been used and accepted in
Titerature before.

Attending or Following Behavior:

In 1971, Ivey postulated that it is of major importance to the
counselor that he have the ability to attend to the content of the
client's speech during a counseling interview.

Attention is central to the interaction between inter-
viewer and client. Unless the interviewer Tistens and attends
to the client, 1ittle in the way of understanding will occur.
Too many beginning counselors and interviewers fail to listen
to their clients. (Ivey, 1971, p. 40)

Ivey stated further that it is a key role of the supervisor to

aid the trainee in learning how to attend to the client.
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" Most would agree thaf one of the basic tasks of any

counselor supervisor is to help the neophyte counselor to

relax, pay attention to the client, and refrain from jumping

from topic-to-topic. (Ivey, 1971, p. 40)

It follows that if fhere is not a good relatijonship between trainee
and supervisor, there is little chance that a trainee can relax and ]earn
from the instructor during supe;vision, or relax in the thefapy session
and pay attention to the client because of the trainee's worry over what
the supervisor will think. thier, Lee, Bourbonnais (1976) demonstrated
that if a therapist was anxious, he could not attend to or be empathic with
a client. Kadushin (1976) states that part of the supervisor's job is
to follow the intern in supervision rather than be authoritarian and di-
rective. Whether an intern learns.through ;n experiential or didactic
'mode, the intern's ability to follow the c¢lient in therapy should be
related to the supervisor's ability to teach and follow what the intern
has to say. Another reason the scale for following behavior was utilized
in this study is due to past literature supporting ihe notion that when
a therapist follows the content of.the client's speech, he is able to
get to know the client much better (Ivey, Normington, Miller, & Hansen, 1968).
In this context, the therapist is a reinforcer of appropriate behavior,
as are parents, teachers, or loved ones (Skinner, 1953). Therefore, the
ability of the intern to-gain the following behavior skill is thgorized to
be dependent on-a good working relationship with the supervisor as
well. Ivey, Norm%ﬂgton, Miller, and Hansen (1968) theorized that the

training process was designed for the trainee to model the behavior of

the supervisor and the supervisor would reinforce the behavior once it
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occurred. It is theorized therefore, that the scale for following
behavior is relevant to the relationship between supervisor and intern
as well as between intern and client. Unfortunately, there is no
eppirical data in the literature testing this hypothesis. There have
been a numbé; of scales constructed from Ivey's theory which are quite

similar to the scale utilized in the research (Assid, 1977).

Independent Variables {taken from supervisory relationship):

The measure employed to measure the supervisory relationship will
be the Barrett-Lennard Relationship Inventory {(Barrett-Lennard, 1962).
fhe intern's amount of satisfaction with the supervisory relationship
will be measured with a modified version of the Client Evaluation In-
ventory (Linden, Stone, & Shertzen, 1965). A five-point scale was
constructed to measure the amount of intern satisfaction with the
internship center.

Client Evaluation Inventory (Satisfaction):

The Client Evaluation Inventory (CEI)} was developed by Linden,
Stone and Shertzen (1965) as a criterion for evaluating the effective-
ness of counse]ing.' The authois found that paSt measurements lacked
definitive and adequate measurements of effectiveness for assessing
counseling activity. They felt that few studies utilized actual
client ratings of counselors, something which ?s necessary for a com-
prehenSive understanding of counseling. They therefore, deyeloped
the CEI to provide a scale to explore the value of client ratings of
satisfaction as a criteria of counselor effectiveness. Va]idit& and

reliability was found to be acceptable (Linden, Stone, & Shertzen,

1965; Haase & Miller, 1968). This study hypothesized that since the
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client's degree of satisfaction of the therapist is an important mea-
sure in assessing therapy, and since many authors equate supervision
to therapy, then the trainee's satisfaction with the supervisor is a
viable means of measuring supervisory effectiveness. In order to
measure trainee satisfaction, the CEI wording was altered to measure
supervision -instead of therapy. Bishop (1971) had altered the use of
the CEI with apparent success.

Relationship Inventory:

The Barrett-Lennard Relationship Inventory (RI) was utilized to
measure the relationship between the supervisor and the trainee. The
test was formulated from Rogers' (1957) work on the necessary and
sufficient conditions needed for personality change. Four 6f the
subtests were designed to measure empathy, congruence, and unéondi-@a
tional positive regard, and plus level of regard. After the RI was
developed, Rogers, in turn, -utilized it to demonstrate therapeutic
change when the conditions were present. Since the scales'develop-
ment, the test has been used in ovér fifty studies (Barrett-Lennard,
& Jewell, 1966) to measure the therapeutic relationship between client
and therapist. Kagan (1968), Desrosiers (1967) and Lanning (1971)
used the scale to measure the degree of the relationship.between
trainee and supgrvisor and its impact on trainee change and growth.

Internship Center Satisfaction:

Although there are scales to measufe satisfaction on individual
retationships such as the one employed in this study, there were no
scales available to measure satisfaction of a setting. A 5-point

Likert scale was devised for the intern to use. Other studies have



used this approach with success (Karr & Griest, 1977). The rationale
for this scale is similar for the use of thé.CEI scale. That is a
trainee who is not sat{sfied with the overall amount o% supervision
Qili be Tess apt to learn how to be facilitative or be an active
1istener (Kadushin, 1976).

Procedure: Al 5ubjec}s weré\first randomiy assigned a code
number and were instructed to identify all data submitted with this
code number to assure anonymity. They were then randomly assigned
a supervisor from their fraining centers for which they would be
ffi]ing out the questionnaires. (A1l interns had at least one case
with each superviscr at their respective centers.] The subjects were
also instructed to identify their supervisor Qia a randomiy assigned
code letter. After the assignment of their dwn code number, and their
supervisor's code letter, data éoncerning age, sex, degree ¢f program
(PhD, or Masters), preferred language (French or english), and pre-
vious experience in doing therapy on a one-to-one level with adults
was also obtained. They vere aiso asked to rate their overali train-
ing expectations ¢f the center on a five-point scale ranging from 1
(very high) to 5 (vefy Tow). Subjects were then instructed to submit
one of their first therzpy tapes before any actual supervision on anj
clients nhad taken place. {This was used as a baseline me53urement.)
Five weeks later, the interns were than requested to submit another
therapy tape with a client with whem their assigned supervisor was
supervising them. They were réquested to submit a tape and a com-
pleted set of questionnaires at five week intervals for a period of

twenty weeks (four colleétions of data). The tapes submitted by the
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interns were to be of the interns' choice with the condition that they
were actual therapy tapes done by the intern and that the session
would be at least fifteen minutes in duratidn (most lasted over forty-
five minutes in length). The clients on the tapes could be different
but they had to be under the supervision of the assigned supervisor
for that client.

Data Preparation: The questionnaires were all scored according

to their respective manuals and the raw data transferred to computer
cards. For the RI, the composite score was used and as mentioned pre-
viously, the satisfaction scale of the CEI was utilized.

The first étep in obtaining the data from the tapes was to divide
:each taped session into thirds. Two three-minute éegments were ran-
doh]y extracted from the second third and last third of each tape
and randomly put onto master tapes for rating. Tﬂo segments taken
from the tapes insured that the subject would be rated twice in each
%aped session to enhance the possibility of getting a'representative
sample of the interview. The first th%rd of the tape was eliminated
due to the possibility that it consisted mostly of the formalities of
getting acquainted and the presentation of the probiem (Carkhuff, 1969).
Twenty of the segments were randomly chosen and randomly put in-the
master tape to assess 1ntr§\caxe+ reliabitity. (None of the raters
gave any indication that they were aware of rating the same segment
twice.)

Three bilingual raters were employed for the rating. Before any

of the actual tapes were rated, all raters went through a thorough

training period on the scales with the trainers. A1l raters had to
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reachyé criterion 5eve1 of .70 (correlation with the criterion) in
the use of the scales on therapy segments not employed in the study
before they were given the actual tapes to rate.
when the training was completed, the raters were given a set of
different tapes fof each scale to be rated so as to prevent biasing
df one scale onto the next. The order of the tape segments on each
tape were in a different random order to prevent ény anticipation of
one segment onto the next. | }
Each rater was also given specially prepared forms to code data
on, for each gcale. Each set of judgements for each scale of eacﬁ
segment was placed on a separate fora. 'A11 raters received ample
annun%s of forms and were instructed to put no more than one set of’
ratings for a segment on a form.~ The judges were also instructed to
include the tape number (there were six tapes in all per rater), side
" number, track number and segment number for later jdentification.
They were told to work alone and not to do more than a couple of hours
of rating a day so that fatigue would not affect their ratings.
After the ratings were completed and collected, the forms were
then assessed for inter- and intra-rater reliability. ‘
1f there was a disagreement between the r&ters, the following
*orocedure was taken. If two raters agreed on a score, the agreed
upon score was used and the disagreeing rater's score was omitted.
If all three raters disagreed on & score, an average was obtained
among the three scores and utilized. After the final scores for the

second and third portions of the tapes were finalized, the two scores

(second third and last third) were averaged and it was this score
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which would be used to represent the tape. .?he obtained scores werel
then key punched onto computer cards for analysis. The manner of
rating bf the different scales was as follows: ,

Empathy-Peak: The measurement of empathy-peak was scored by

Carkhuff's (1967) revised Empathic Understanding in Interpersonal

Processes: A Scale for Measurement. FEach rater was instructed to

score every response given b} the intern after the client had spoken.
The scores were put on specially prepared sheets. The highest or

peak score of each segment was then utilized in the analysis. As

was the case in all scdles emp1?{ﬁ§, the rater could if wished, replay
the segment at will and had a dEpy of the scale in case the rater

wanted to refer back to them.

Empathy-Average: The same procedure for the empathy-peak was

used for the empathy-average scale except the ratér listened to the
segment as a whole and then rated the segment globally as to the
}EQeI of empathy presented to the client by the intern. Again, there
were sepérate scoring sheets for each segment as well as a copy of the

scales if referral was necessary.

Following Behavigr: The scale for following behavior was scored
by instructing the raters to deté#mine if the interns followed the
actual content of what the cliént had just saig each time the cliient
spoke (See Appendix A). If, for example, the intern changed the topic,
this would have been scored as a non-following behavior response. If
the counselor did follow, this was also tabulated. After each segment,
the number of following, as well as non-following responses by the

therapist were tabulated. A ratio was then constructed whereby the
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percentage of following behavior compared to the tq§e1 number of reJ
sponges was obtained. As was the case of the empathy scales, the
second third and last third percentage scores wene averaged resu1t1ng
in a single compos1te percentage for each particular tape submitted
by the intern. The scale for fg]]owing behavior is similar in both

construction and theory to a number of other measurements which were

-—

4
/

also extrapolated from research by Ivey (1971).

Statistical Analysis: A correlation matrix was computed with J
descriptﬁve data of the interns (CPI, age, sex, 1anguage, etc.) and
the dependent var1ab1es (Empathy-Peak, Empathy- Average and Fo110w1ng
Behavior). The cdﬁ%%Tat1ons were examined to see if any significant
relationships existed. If correlations exceeded * .40 with the rele-

~5 . . . .
vant variables, thern these variables were used ag\f;spvar1ate_gn the

analysis. The analysis utilized to test Hypotnesgs I and II was one -
way a Mu]tiv&naaiﬂ/ina]ysis of Variance (MANOVAS;or'if there was a |
significant correlation in the analysis stated previously, a Multdi-

variate Ane]ysgéxof Cp—€Eriance was employed. The independent vari-

ables wll the ;;Qres from the RI and CEI which were broken down “into
high-low greups (as\;ith all independent variables in the MANOVAS)

via a'medien split procedure. The dependent variables or facilita-

tive conditions offered by theAintern nere 4he Empathy-Peak, Empathy-
Avé*age and Following Behavior_seores obtained from the tapes. There
wené'four ee%?ﬁaf one way MANOVAS (or MANCOVAS) because of the cgl-
lectios of tapes and que;tionnaires at four different periods. This
meant that the hypotheses were tested four times. A one way Muiti-
variate Analysis of Variance was utilized twice to test Hypothesis

" III. 'On, the first analysis, the snbjects werejdivided into two groups

- . >
L - . :
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(high-low) based on the scores of the five-point questiocnnaire on
satisfaction with the total supervisory experience {independent vari-
able). The conditions given by the interns (dependent variable) was
" measured by'the scaleg Empathy-Peak, Empathy-Average and Following
Behavior obtained at bdhe last data coliection. The second test of
Hypothesis [II was done by taking the difference from thé expecta-
tion scale obtained -in the beginning of the data coliection and the |
total satisfaction scale obtained at the last data coilection. The
difference between the two scales was then broken into twp qroups (;‘
{(high-low) and compared to the dependent variables-as was done in tye
first analysis of Hypothesis III. Ideally, each cell in the one way
MANOVA will have an N of 10 which will be determined by a median split.
If, howevgf, there are two me&ian numbers, the cells will be comprised
of an N of 9 and 11. The cell with 11 will be determined by a flip
of a coin. - '

d .

To test Hypothesis IV a Mann-Whitney-U was employed. The subjects
were divided into foﬁr groups} two groups were formed on the basis of
their supef&isory-relationship (RI) as seen by the intern (high versus
Jow); and two other groups were formed from'the intéfn's baseline
score of facilitative conditions (high versus Tow) offered to anm ac-

-

tual glient. Each group was tested to determine if the internms’ ”
therapeutic conditions increased or decreased after the ¢ix month
period; Hypothesis V was tested in the same manner with the subsfi-
tution of the CEI for the%i. -

Because of the small sample size, it is felt that the Muitivariate

F in each MANOVA had to be significant to at least the 05 level before

any hypquesis would be accepted.

\
I

Y

\
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Rationale for the use of Multivariate Analysis ¢f Variance -

In the univariate analysis of variances, the effects of a series
of treatments on a single criterion variable X is observed. In the
multivariate analysis of variance each experiement unit is observed on
several criterion variables. A treatment may have an effect upon several
characteristics of an experimental unit. In the multivariate analysis of
variance, the effect of the treatment on all crieteria is observed
simultaneously. Each obsefvatioﬁ is a vector rathér than a scalar.

The analysis of variance fails to take into account the £e1ationship
between the var1ab1es. The simultaneous response of the experimental
units to all variables, considered as a s1ngie response, generally conta1ns-
more 1nformat1on about the total effect of the treatment than does the
ser1es 'of responses considered singly. The latter is what happens when
one treats the multivariate data as a series of independt univariate data.
(Winer, 1971).

For these reasons a multivariate analysis of Variance (MANOVA) was

employed in this study. R

Figure 1 presents a summary of the.procedures in the form of a

ffshxcbé;t.
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Figure 1

Y

Interns given code numbers

Interns randomly assigned supervisors
Administration of CPI, Information
Sheet and 5 point gquestion on center
expectations.

’L K
Internship Begins

-

Interns hand in first therapy tape
before any supervision has taken p1ace

(baseline measure)
4

5 Week Perijod

Interns hand in RI, CEI and therapy
tape ]

v

. 5 Week Period

Interns hand 1in RI, CEl and therpay

tape -
<+

5 Week Period

interns hand in RI, CEI and therapy
tape

¥

5 Week Period

“interns hand in RI, CEI, therapy tape

and 5 point question on Internship
Satisfaction
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CHAPTER III

Results

This chapter consists of four parts. The first section deais
with the inter- and intra-rater re1%abi1ities and the reliabilities ‘
of the RI and CEI. The second' section deals with the correlation
matrix.of the independent variables and the facilitative con&itions
offered uy-the interns (dependeht variables). The third and fourth

sections deal with the tests of the:hypotheses.

Rater Reliability '

\\_ﬁ The average 1nt;r-rater reliabilities among raters A, B, and C

- were as follows: A-B = .74, A-C = .76 (no correlations were Tower
than 1) _ The 1ntra rater re11ab111ty for all three sca]es (Empathy-‘
Peak, Empathy-Average, and Fo]low1ng Behavior) were A = .81, B = .73,
and C = .71,

Reliability of RI and CEI

Split-half reliabilities were computed for the four administra-

tions of the RI. The corrected reliabilities were .87, .79, .93, .92,
average = .88. Since the CEI satisfaction scale consisted of three

| items only, the reliability of these fhree items were examined by
correlating each of the threg items with each other. These correla-
tions were calculated four times corresponding to the four periods

- in which the' CEI was édministerea. The correlated reliabilities of
the CEI were as follows:. .38, .40, .52, .54, .74, .70, .69, .85,
.68, .48, .78, .64, average = .62.

Correlation Matrix of Independent and Dependent Variables

58
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There were no significant correlations between any of the inde-,
pendent vdéjab1es (r < .4} other than those obtained at a chance level.
There were no éignificant correlations between any of the dependent
variabtes (r < .4) other than those obtained at a chance jevel.

Tests of the Hvpotheses

Hypotheses [ through III were tested with a multivariate analysis

of variance (MANQVA).

Hypothesis [: The Tevel of supervisory facilitative .
responding perceived by the trainee will directly influence
the trainee's effectiveness and facilitative responding.

The supervisor's facilitative conditions perceived by the intern
(independent variable) was measured by the RI. The subjects were
divided into.high-]ow supervision groups via a median spiit. The
conditions given by the intern to the client (depéndent variabies)
were measured by fhe scales (Empathy-Peak,'Empathy-Average, and Follow-
ing Behavior) takéﬁ from the tapes. Therefore, a muiti-variate analy-
sis of variance (MANQVA) and individual univariate analyvsis of vari-
ance (ANOVA) were utilized.

In the first test of Hypothesis I {as was mentioned earlier,
Hypothesis I was tested at the end of each five week data collection
period) the multi-variate F-ratio for the differences between mean
vectors was .71, p = .56 (See Table 1i). Theréfore, there was no sig-
nificant difference between the two groups of interns (interns who
perceived high facilitative conditions) in the levels of the three
facilitative conditions given by the intern to the client.

In the second testing of Hypothesis I, the mean vectors were not

equal, £ = 3.75,p "= .03, meaning that there was a significant



60

92° 9g* G0 JA0jAeyag buimo| o4
i . £ : ¥8°0 abedaay-Ayjeduy
2’ _ 200 . 25°9 - Yedd-Ayjeduy uoL3o9| 109
o1 ; vy 2 4 LLeddAQ e3eQ Yjanoy
L1 12 19°1 J0LAeyag bumoy oy
AN (e 80°0 abeaaay-Ayzedu
8¢ " 80" 92'¢ yead-Ay3edu3 uo132a| |03
22 69°1 4 Lledang ejeq patyl
8’ 20" 80°9 dojAryag bugmo] [0y
2l 82" 12°'7T « abeaaay-Ayjeduz
92° 2 . £6°2 yeaqd-Ayjeduy Uo}308} |09
£0° G/°'¢ 4 {eJdaAp ®lRQ pPU0dag
Al . " 95’ GE°0 Jdotaeyag bupMol oy
21 26" 10°0 abeJaay-Ay3eduy
AN L1 L6'T Xead-Ayledu3 uotL328{ 109
. 96’ . ; L0 4 Lleddag e1eQ 3SULy
(4) 2131813038 oueayiublg (4 @3eaeA UL BY] 404} sueay
JC 10 [|8A87) pue S40309) :mmz U2oM]og 824n0g

JBMOg . lenjoy $90UBUDYJ 1] 404 OLIeY-4

(02 = N) JU8L|D U3 PaLdyyQ DauLRA) BYF YDLYM SUOILp

-Uo) dAL3eIL(10R4 JO |BAIT] BY3 uo diysuojje|ay A10saaadng e up udazuy ayz Aq paALadudd se (]Yy) suoilip
-U0) dAL3elL(1oe4 8yl J0 S308443 BY3 404 3JURLARA JO sisA[euy 33ejJRALUN pUR 33RJARALT(NK 4O Adeuwng

1 21qe]



61
difference between the two groups (high—low) in the levels of the
three conditions given to the client by the intern. The difference
among the mean vectors was probably attributable to only one of the
intern's facilitative conditions, following behavior, where the uni-

variate F-ratio was found to be 6.08 (p = .02}.

[4

In the third testing of the Hypothesis I, the multi-variate

-

F-ratic for the difference between vectors was 1.65 (p = .22).
Therefore, there was no significant difference between the two groups

(high-low} in the Tevels of the three facilitative conditions given

tc the client.

In the fourth testing of Hypothesis I, the multivariate F-ratio
£

tor the cdifference between mean vectors was 2.44 {p = .10). There-
>

tore, there were no significant differences between the two groups
(high-Tow} in the Tevels of the three facilitative conditions given

by the intern in the client.
Of the four tests of Hypothesis I, oniy one of the MANQVAS was
significant and, therefore, Hypothesis I was rejected.
Hyooﬁhesis [I: The degree of‘satisfaction perceived by

the trainee in the trainer-trainee relationship will directly
influence the trainee's facilitative responding with clients.

The satisfaction of the intern (independent variable) was mea-
sured by the satisfaction scale of thg CEI. The subjects were divided
into high-Tow satisfaction groups via a median split. The condition
given by the intern to the client (depeﬁdent variagble) was measured
by the scales (Empathy-?eék, Empathy~Average, and Following Behavior)
taken from the tapes. Therefore, a multivariate analysis of variance
{MANQVA) and individual u;ivariate-analysis of variance (ANQVA) were

utilized.
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In the first test of Hypothesis Il (as was mentioned egrlier,
Hypothesis 11 was tested at the end of each five-week data collection
period) the multivariate F-ratio for the difference between mean vec-
tors was 1.42 (p = .28} (See Tabie 2). Thérefore, there was no sig-
nificant difference between the two groups (high versus low satisfac-
tion with supervision) in the levels of the three facilitative condi-
tions given by the interns to the client.

In the second test of Hypothesis II, the multivariate F-ratio
for the difference between-mean vectors was .33 (p= .49). Therefore,
there was no significant difference between the two groups (high
versus 10w satisfaction) as measured by the facilitative condi;ions
given by the intern to the client.

In the third test of Hypothesis II, the muitivariate F-ratio
for the difference mean vector was 1.19 { p= .34). Therefore, there
was no significant'difference between the two groups (high versus low
satisfaction) as meaéured by the facilitative conditions given by the
intern to the client.

In the fourth test of Hypothesis II, the mean vectors of the
. MANQVA were not equal, F = 4.08 (p = .02), meaning that there was a
s%gnificant difference between the two groups (high versus low satis-
faction) in the levels of the three conditions given to the ciient by &
therinte}n. The difference among the mean vectors was probably attri-
butable to only one of the intern's facilitative conditions which was

Empathy-Average, where the univariate F-ratio was found to be 6.53

(p= .02}.
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Hypothesis [Il: The degree of satisfaction perceived
by the traigee in the trainer-trainee relationship will di-
rectly influence the trainee’s facilitative responding with
clients.

The satisfaction with the total supervisory qxperience (indepgn~
dent variable) was measured in two different ways. The first meagure
was the five-point satisfaction scale obtained at the last héta'collec—
tion. The subjects were divided into high-low satisfaction gfoﬁps via
a median split. The facilitative conditions (deﬁendenf'var{ap1e§)
were.measured by the three intern faci1itatiow-sca1es_(Empétﬁy-Peak,
Empathy-Average, and Following Behavior) taken from the last set of
tapes collectee™ .

In the first test of Hypothesis III, the multiyariate F-ratio.
for the difference in mean vectors was f = 1;38, p = .28 (See Table
3)..  Therefore, there was no significant dFference between the high °
and low groups (satisfaction with total supervisory experience).

The seccnd test of_ Hypothesis III iﬁvo]ved taking the five-point
scale utilized in the first test for Hypgthesis [11 {satisfaction
scale) and subtracting it from the five-point scale on irternship
expectations administered‘to the interns a£ the beginning of the study.
The dffference was then broken up into high-low groups via a median
split. In the actual analysis, the mean vectors of the MANOVA were
not equal, F = 5.43 (p = .01} meaning that there was e significant
difference between the high-low tctal satisfaction group on the three
facilitative conditions given to the cjient by the intern. VThe difl?
ference between the mean vectors was probably attributablg te the
scales empathy-peak (F = 7.05, p = .01) and following beh;vior (F =
6.83, p= .02, See Table 4). | |
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Therefore, of the two MANOVAS used to test Hypothesis III, .one
was significant = and, therefore, the hypothesis was not rejected.

Hypothesis [V: .
a; There will be no difference on pre-post measures

of facilitative responding for trainees with a high level of
facilitative responding who have trainers with a high level
of facilitative responding.

-

b) There will be a difference in the direction of higher
facilitative respond1ng on pre-post measures of facilitative
responding for trainges with a low level of. facilitative re-
sponding who have trainers with a h1gh level of facilitative
responding.

c) There will be a difference in the direction of lower
facilitative responding on pre-post measures of facilitative
responding from trainees with a high level of facilitative
responding who have trainers with a low level of facilitative
responding. Y

_d) There will be no difference on pre;post measures of
facilitative -responding for trainees with a Tow level of
facilitative responding who have trainers with a Tow level of
facilitative responding. 2
Each of the above hypotheses were tested-as follows (only on
example will be described). With regard to interns with a low base-

line level of facilitative conditions, the intern's baseline level of

facilitative conditions was compared to their final (after twenty weeks)

level of faciljtafive conditions by a Mann-Whitney-U statistic. The
statistic indicated if there was a clear separation of the rank order
of the intern's facilitative conditions. In the cases where an in-
crease in the level of facilitative conditions was expected, the rank
orders of the facilitative conditions measured at the baseline period
would be expected to be lower than the rank orders of the facilitative
conditions measured at the final period.

Table 5 presents the test of Hypotheses IVa to IVd. With regard

to Hypothesis IVa, it can be seen that the Mann-Whitney-U statistics

-
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were not significdnt, therefore, Hypothesis IVa wasnet rejected. That
is, 1ntern; with a high baseline level of facilitative conditions who
were supervised by supervisors &ith\é high level of facilitative con-
ditions did not show any significant changes in the three measures of
facilitative conditions at_the end of a twenty week period. This
finding was expected. ;

With regard to Hypofhesis Vb, it canlbe seen that two of the three
Mann-Whitney-U's-were not significant, therefore, Hypothesis Vb was
rejected although there was mild statistical support {Hypothesis ivb
and 1Vc were accepted if at least two out of three of the analyses
were significant).- That is, there was only partial éggport for the
hypothesis that interns with a low baseline level of faci1itati§e con-
ditions who were sﬁpervised by supervisors with a high level of facii-
itative conditions did show significant changes in facilitative condi-
tions at the end of a twent} week period. The one facititative condi-
tion in which there was 2 significant change was Empathy-Average
(U0, p= &

v ﬁitﬁlregard to Hypothegis IVg, it can bé'seen that two of the
three Mann—wﬁ}tney-u statistics were significant, therefore, Hypothesis
iVc was not rejected. AThat is, interns with a high baseline levei of
facilitative conditions who were swhervised by supervisors with a low
level of facilitative conditions did show Signifigant changes in two
of the three geasudrejs of facilitative conditions at the end of a twenty
week period. The Significant scales were Empathy-Peak (U = 1,p = .035)
and ?o]]ow{ng Behavior (U = 1, p = .05). This was expected.

With regard to Hypothesis [Vd, it can.be seen that the Mann-

>

[ S,
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Whitney-U statistics were not significant, therefore, Hypothesis [Vd

was not rejected. That is, interns with a low baseline level of facili-

tative conditions who were superviséd by supervisors with a low level
of facilitative conditions“did not show any significant cha}ges in
the three measures of facilitative conditions at the end of % twenty
week period. These findings were expected. |

Hypothesis V: The fifth hypothesis consisted of rour sub-
hypotheses as follows:

a) There will be noc difference on pre-post measures of
facilitative responding for trainees with a high level of
facilitative respond1ng who have trainers perce1ved by the
trainee as n1gh in counselor effectiveness.

b) There will be a difference in the direction of higher
facilitative responding on pre-post measures of facilitative
responding for trainees with a low level of facilitative re-
sponding who have trainers perceived by the trainee as high in
counselor effectiveness.

¢) There will be a difference in the direction of lower
facilitative responding on pre-post measures of facilitative
responding for trainees with a high level of Tacilitative re-
sponding who have trainers DEFCETVEd by the traTnee as low in,
counseicr effectiveness. 7

-

d) There will be Ro difference on pre-post measures of
facilitative responding * ipterns with a low level of facili-
tative respondTng who have Trainers perceived by the trainee
as lTow in counselor effectiveness.

Each ¢f the above hypotheses were tested as fo}]bws (only one
example will be described). With regard to interns with a low base-
line level of facilitative conditions who have supervisors with which
they are satisfieé, the interns' baseline level of facilitative con-
ditions was compared to their final (after twentj weeks) level of
fac111tat1ve conditions by a Mann-khitney-U §\§tist1c The statis-

tics iﬁdicated if there was & clear separation of the rank order of
-\--‘.______..—-—-' '
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the intern's facilitative conditions. In the cases where an increase
in the level of facilitative conditions was expected, the rgnk orders

¢of the facj1i£ative conditions measured at thé baseline period‘WOuId
be expected to be lower than the rank orders of the facilitative con-

’
ditions measured at the final period.

.’;;'

Table S‘bresents the test of Hypotheses Va to Vd. Nigﬁ ?egard
0 Hypothesis Va, it can be seen that two of the Mann-Whitney-U sta-
tistics were significant, therefore, Hypothesis Va was rejected. That
is, interns with a hich baseline level of facilitative conditions who
were supervised by supervisors with whbm they were satisfieq did show
significant'changes (decrease} in two té tﬁe three measures of facil-
jtative conditions at the end of 2 twenty week period. The significant
scales were Empathy-Average (U = 0, p = .01) and Following Behav{Or
(U=1, p=.05). This waé not expected. '

With regard to Hypothesis Vb, it can be seen that the Haén-whitney-
U statistics were not significant, therefore, Hypothesis Vb was re-
jecied. (As was-the case 6kaypothes¢s Vb and IVc, Hypotheéis Vb
and V¢ wére accepted if at least two out of three aﬁa]ysés were sig-
ni%icant.) Thaé is, interns with a low baseline level of facilitative
conditions who were supervised by supervisofs with whom tﬁey were
satisfied did not show significant changes in the three measures of
facilitative conditions at the end of a iwéhty week period. This
finding was not expected.

With regard to Hypothesis’Vc,'#E can be seen that two of the
three Mann-whitney—u statistics were not significaﬁt.ltherefcré,.
Hypothésis Vc was rejected, although there was mild statistical support.

]
|

—
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That is, interns with a high baseline level of facilitative conditions

73

.who were supervised by supervisors with whom they were not sat%sfied
did not show significant changes in two of the three measures of
facilitative conditions at the end of a twenty week period. The one
scale that did support what was expected was FUilowing Behavior
(U=20, p=.05). |

With regard to Hypothesis Vd, it can be seen that the three Ménn-
Whitney-U statistics were not significant, therefore, Hypothesis Vd
was nat rejected. That %s, interns with a low baseline level of
facilitative condftions who were super@ised by supervisors with whom
they were npt satisfied did not demonstrate significant changes in the
three measures of facilitative conditions at the end of & twenty week

period. This finding was expected.



CHAPTER 1V

Discussion

_Chapter four is divided into five different sections. The first
section is a summary of each hypothesis and an élaporation of tﬁe
results. Section two relates the findings to previous research.
Section three deals with the theoretical implications Ef the study
and section four presents suggestions for further research.

Elaboration of Results for Hypothesis I:

The level of supervisory facilitative responding perceived
by the trainee will directly influence the trainee's facilitative
responding with clients.

For Hypothesis I, it was expected that'the_intern‘s perceived
Tevel of facilitative conditions given to him by the Supérvisor would
have an effect on the intern's level of empathy'(ﬁoth peak and aveniga)
and the ability to follow the content of the conversation of the client.
It was expected that high facilitative conditions by the éupervisor
would (1) be a good modéllfor the intern to copy when dealing with
the client, and (2) offer conditions to enable the intern to develop
his or her owé therapeutic style and facilitative conditions toward
the client. However, the data did not support this hypothesis. That
is, the supervisor's facilitative conditions offered to the intern
was not found to be related to the intern's mean level of facilitative
conditions offered to clients. A possible exﬁ]anation for the results
is due to the time interns require to acquire skills which will be

discussed in the sectibn tomparing the obtained data with the literature.
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Elaboration of Results for Hypot;:lis II:

The degree of sqtisfactgon perceived by the trainee 1in
the trainer-trainee reiationship will directly influence the
tgainee's facilitative responding with clients.

In Hypothesis II, it was expected that a factor-other than the
supervisor's facilitative conditions was required to affect the in-
tern's facilitative conditions with a client. It was thought that
. perhaps the intern needed to be "satisfied" with his/her supervisor.

If the intern was satisfie&, then the facilitative conditions offered
to the client would be expected to be higher than if the intern was
not satisfied. Although the data did not support the expectation,

it was felt that judgement should be suspended on this hypothesis
because of the equivocal results. - That is, the test of Hypotheiis II
.at the first, second and third data collections did not support the
hypothesis. However, Hypo;hesis Il was supported at the .02 level in
the fourth data col1ection.j:in other words, at the fourth data col-
Tect%on, the interns' satigfaction with the supervisory relationship,
as measured by the CEI, had anieffect on the interns' level of facil-
itative conditions offered to the client. This suggests that over a
substantial period of time (twenty weeks), thefe is a relationship
between “intern satisfaction with the supervisor and thev{ével of
facilitative conditions which the intern offers the q}ient. A pos-
sible reason why the hypothesis was not supported at the first, second
and third data collections was that theré was insuff;kient time for

the effects of fhe supervisory relationship to have an influence on

the intern. ]
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Elaboration of Results for Hypothesis III:

The degree of satisfaction perceived by thextrainee in the
trainer-trainee relationshiﬁ will directly inf1uqui the trainee's
facilitative responding with clients. . |

This hypotﬁesis was tested in two different ways. In the first
method, the intern's overall degree of jnternship satisfaction was
meaSurgd on a five-point scale. ¥ It was expected that those interns
who reported the higher degree of satisfaction {(when compared to other
interns) of the overall internship experience would give the highest
faci11tative.conditions to a client in a therapy session. These
results were not obtained and the reason may be that the perceived
satisfaction with the entiré training center was not as important as
thg relationship with an individual supervisor. Another possible
reason may be the initial training expectations (which will be dis-
cussed next) of the intern and the fulfillment of those expectations.
The second test of Hypothesis III utilized the interns' expectations.
It was hypothesized that not only the degree of overall satisfaction
with the internship was}important, but that the initial expectations
of the intern were also important. It was expected {and found) that
4’those interns who had high expectations of the internship with regard
to teaching and quality of learning, and had those expectations met,
tended to increase.in facilitative level. It was also found that those
whb did not have their high expectations met, tended to decrease or
E/ ‘in.at a low facilitative level. On the basis of these findings,

the hypothesis was accepted. That is, there was some support for

the importance of net internship satisfaction as a factor in producing

>
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changes in the intern's ability to offer facilitative conditions to
a client in a therapy session.

Elaboration of Results for Hypothesis IV: 4

a) There will be no difference on_pfe-post measure of
facilitative responding for trainees with a high level of
facilitative responding who have trainers with a high level
of facilitative responding.

b) There will be a difference in the direction of
higher facilitative responding on pre-post measures of
facilitative responding for trainees with a low level of
facilitative responding Qho have trainers with a high level
of facilitative respoﬁding. )

¢} There will be a difference in the direction of Tower
facilitative responding on pre-post measures of faci]itativé i
responding from trainees with a high level of facilitative re-
sponding who have trainers with a low level of %aci]itative
responding.

d) There will be no difference on pre-post measures of

‘facilitative responding for trainees with a Tow level of fa-

cilitative responding who have trainers with a Tow level of

facilitative responding. . ' T

There were no significant differences in facilitative conditions
for Hypothesis IVa ds was expfcted. Hypothesis IVb had only partial
support. It was expected that Hypothésis IVb.would have been sup-
ported to a greater degree (more scales being‘signif%cant). .Hypothe-
sis IVc was supported and H{Fothesis 1Vd was supported. The results

from both Hypotheses IVc and IVd were expected.
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A plausable interpretation of the findings for Hypothesis IVa to
Ivd is that in a twenty week period, there is evidence that an intern
_'moves in the direction which approximated the functioning 1éve1 of
the supervisor. A closer look at the H%ﬁa for Hypothesis IV shows
that this trend is not apparent with all three measures. Rather, it
appears that one aspect of the interns' functioning, peak empathy, is
more easily increased, while other. aspects, average empathy and foli-
lowing behavior, are more easily affected in a detrimental fashion.
In other words, when a iow-functioning intern is supervised by a
high-functioning supervisor, the interns' peak empathy level is af-
fected in a positive manner. That is; it appears that a low-
functioning inférn, supervised by a high-functioning supervisor, can
learn to give "spurts” of very high empathy levels but appears unable
to give a sustained increase in his overall empathy and following
behavior levels. Reasons for this phenomena should be investigated.

In the case where the intern has a low-functioning supervisor,
it appears that the interns' peak empathy level is strongly resistant
to any detrimental effects of a Tow-functioning supérvisor. However,
the interns' average empathy and following behavior seems harmed by
a low level supervisor. Agdin, these findings shéuld be replicated
and further studied for possible cabses.-

The results from ﬁypothesis IVa demonstrated that if the intern
and supervisor are already at high facilitative léveis, the intern
will continue to maintain high levels of facilitative functioning.
However, in Hypothesis IV¢, those internglwﬁth high base]iné levels

of facilitative conditions and a perceived low facilitative supervisor
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decreased significantly over a twenty week period toward the level of
perceived supervisor facilitation. These decreases were found in
average empathy and fellowing behavior. Therefore, it appears that
interns move.in the direction of their supervisor's facilitative level.
This interpretation is partially supported by the finding in Hypothe-
sis IVb (empathy-peak).

Another implication from the data for Hypothesis IV concerns the
jmportant variable of time which was not taken into account in Hypoth-
esis I. In Hypothesis I, thﬁjnterns' facilitative conditions were
measured at a given ﬁoint in time, and were not compared to their
baseline level. In essence, Hypothesis I was only concerned with the
effects of the-supervisor's facilitative level on the intern's facil-
itative level at one point in time. (Hypothesis I was rep?%cated
four times.) On the other hand, Hypothesis IV took into consideration
the time variable by examining the interns' baseline and final (twenty
weeks Iatgr) level of facilitative conditions. Apparently, even if.
an intern perceived his supervisar to be highly facilitative, he still
requires tfme to écquire the facilitative skills. This supports the
importance of a lengthy internship if the intern is to acquiré mini-
mal levels of facilitation (provided he has a facilitative supervisor).

Elaboration of Results for Hypothesis V:

a) There will be no difference on pre-pdst measures of

" facilitative r¥ pondiﬁg for trainees with a high level of fa-

-

cilitative responding who have trainerg perceived by the traineg

-

as high in counselor effectiveness.’

b} There will bg, a difference in the direction of higher
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facilitative responding on pre-post measures of facilitative
responding for trainees with a low level of facilitative re-
sponding who have trainers perceived by the trainee as high
in counselor effectiveness. .

c) There will be a difference in the direction of lower
facilitative responding on pre-post measures of facilitative
responding for trainees with a high level of.faci]iﬁgtive re-
sponding who have trainers perceived by the trainee as low in
counselor effectiveness.

d} There will be no difference on pre-post measure§ of
facilitative responding for interns with a low level of facil-
itative responding who have trainers perceived by the trainee
as low in counselor effectiveness.

In Hypothesis Va, it was expected that those interns with a high
baseline facilitative level, who are supervised by supervisors they
were satisfied with, QouId remain at the same facilitative level after
the twenty week period. However, the data reveals a significént
decrease in the interns' facilitative level. It was concluded, there-
fore, that the degree of intern satisfaction with the supervisor is
not an essential factor in maintaining a facilitative‘level. In the
case of Hypothesis Vb, Vc and Vd,'it also appears that intern satis-
faction is not strongly related to fac%Iitation.- Perhaps the interns’
satisfaction with the supervisor combined with the superv?sors' fa-
cilitative 18vel would have given a more definitive ansder. However,
because the sample size Qas not large enough, ;ﬁis type of analysis

éou]d not be undertaken.
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i
One possible explanation for the obtained results“in Hypothesis
V may be found in the explanation of Hypothesis III. 1In Hypothesis

'II1 (which studied intern satisfaction of the internship”centef) sig-

nificant results were obtained only when the 'Inter-ng't initial expec- i

i ’ .
tations were taken into consideration with their satisfaction with |
the internship. Perhaps the interns’ original expectations of the

individual suﬁérvisor is an important factor and should be further *
¢
explored.

* .. -

Present Results Compared to Prev1ous Research . £

»

The only hypotheses studied qn th1s research wh1ch cart be ci;y

pared to previous findings are Hypoqheses 1" and IV, .’ Te-

In 1970, Pierce and Schauble published a similar study examining -

the supervisors' facilitative level. They Weasured the suﬁeriiéoris-

facilitative lTevel through actual therapy tapes of-the éupervisof.witb'

a client, rather than via questionnaires filled out by the ifitern on
the supervisor. Their findings (Figure 2) demonstrated that those
interns who had highly facilitative supervisors (in therapy séssions)_

attained an equivalent Tevel of facilitative function{ng as thé-suﬁer-

visor. The graph also demonstrated that those interns who had a = .

‘¥ -

therapeutically low facilitative supervisor atta1ned the approx1mate

.Tow level of the1r supervisor. The f1nd1ngs of this study (F1gure 3)

demonstrated similar findings. Instead of two groups of 1nterns q;11—-

.8

iz y Pierce and Schauble, four groups were used at two d1ff¢rent
baseline facilitative 1évels. Figure 3 demonstrates that-regardlesg
_of the baseline facilitative level, the intern will either -changek
his/her facilitative level toward the level of the.éupervisor, or

. ]
.

H]

-
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maintain the baseiine Tevel if he is initially functioning at the
same level of the supervisor depending on the quality of the super-
visory relationship.

It is feit that the rejeétion of Hypothesis I is not a contra-

diction to Pierce and Schaub]e's results because Hypothesis I did not
take into consideration the time factor which was discussed earlier.

[t is apparent that the intern requires time to change his level of
facilitation to the level of his supervisor, "for better or for worse".
As was mentioned in Chapter I, some theoreticians feel that the super-
visory relationship is,in many ways,similar to that of a therapeutic
relationship. It is therefore reasonable to assume that.it takes

time for a client to change evenunder the best of therapeutic condi-
tions; therefore, the intern should require time to change as well.

. It is also important to note that both types of supervisor's
facilitative conditions, that is, as perceived by the interq (measured
in this study) led to similar results when related to intern facili-
tation. It is therefore suggested that the interns' perception of the
supervisors' facilitative Tevel is comparable to an outside raters'
perception. “

Arother interesting aspect found in this research which was men-
tioned earlier was that some of the interns who started the study
functioning at high levels of facilitation and who were supervised by
low facilitative supervisors, decreased in their facilitativeness with
a client. It is felt that thjs finding further supportslthe studies
of Pierce and Schauble on the importance of high facilitative super-

visors.
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Theoretical Implications

Hypotheses 1 and IVa to IVb will be discussed together since, as
vias mentioned earlier, the only difference between the two is that
Hypothesis IVa to IVd takes into consideration the need for the intern
to go through a period of time for change. The concep; of the need
for time to change appears to have been neglected iﬁ past research.
There are no research precedents which indicate the minimal amount
of internship time required for éttaining skilis as an effective
counselor. It is felt that the rejection of Hypothesis I and the
failure to reject Hypothesis IVa and IVb ié of significant importance.
it implies that not only are facilitative cgnditions of the super-
visor important in aiding the student in giving facilitative condi-
tions to the client, but there is also an important time factor in-
volved as. well. Just how much time is required has yet to be deter-
mined. Ffrom the data obtained in this project, at least twenty weeks
of practicum is needed to bring about improved intern facilitation.

Hypotheses II and Va to Vd will also be discussed together be-
cause 1ike Hypotheses I and IV, the only difference between II and V
is that Hypothesis V-takes into account the twenty week period. In
both cases, the hyp;tﬁeses were rejected. Although there was no major
pattern of significance obtained in Hypothesis II, there was some
support found in the fourth data coilection period (Table 2), which
was interpreted as a justificatisn for further investigation into the
area, One of the possib]é probiems with testing Hybothesis I1 was the
CEI scale used to measure the amount of satisfaction. This will be

discussed in section four under the Timitations of the study.
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Another factor which may have affected the results of Hypothesis
IT and 'V was the interﬁs' expecéation of the supervisor before train-
ing began. (This was examined in Hypothes1s I[II where it was found
that when there was a correspondence between the interns'expectations
and satisfaction level, their facilitative levels increased.) PRerhaps
a'high achieving intern who has high expectations of the supervisor
ana does not have those expectations met will be affected adversé]y
in his ability to offer faci]itative conditions to a client, while an
intern who has his expectat10ns met by the superv1sor will be able to
gain in his fac111tat1ve conditions. That is, the interns' expecta-
tions and the meeting of those expectations can set the whole climate
for the learning reIationship? If the intern is meeting the super-
visor with a set of preconceived expeﬁtations, how receptive will he
be for what the supervisor really has planned. The situation might
be equated to expecting to Tearn about the Rorschach and being taught
Desensitization. On the other hand, how conducive to teaching and
guiding wi]f the supervisor be if he picks up the intern's dissap-
pointment? This could lead to defensiveness on the part of both
parties. .

Hypothesis IIl was tested twice. In the first test, there was
a failure to accept the hypothesis. That is, there was no relation-
ship between the amount of intern satisfaction with the total intern-
ship experience and the intern's ability to offer facilitative condi-
tions to a client. These results are similar to those found in
Hypotheses II and V.

However, there was a significant relationship obtained when the



87
intern's initial expectations of the center was taken into account in
addition to the finai{satisfaction level with the center. As_was
pointed'out in'the discussion of Hypotheses II and V., perhaps the
impogtdﬁ; factor may not be intern satisfaction by itself. This must
be considered in the lTight of the interns' expectaiioﬁs before sdper-
vision takes place. If a student has 1 ow expectations (which may re-
f1ect his attitude as well) about the counseling center, he may not
be motivated to change himself toward being a more facilitative
therapist.

Limivat/io;s of the Study:

ajor consideration which must be taken into account when inter-

preting the data is the small sample size which greatly affects the
power of the statistics employed to test the hypotheses. With a small
N and the uge of a multivagiate statistic, there is a strong chance
of méking a type II error or a failure to reject the null hypothesis
when it should be rejected. Failure to obtain possible existing sig-
ni*icance is due to the power of statistical analysis which is con-
sidered to be low. That is, the ability of the statistical analysis
to be sensitive to discern minimal trends or partial significance was
weak. However, it was felt khat the chance of obtaining this error
rather than making a type-I error (getting a false positive) was the
lesser of the two evi]s:. It is hypothesized that even if some sig-
‘nificance was obtained through the use of a conservative statistic,
this would mean that there is at Teast some relationship and gr;unds

for further research. . ‘

In order to obtain significance, a rather high F score must be
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obtained. Therefore, there is an increased chance of not obtaining
a significant statistic with a low N as well as the increased chance
of not rejecting'the null hypothesis. This is perhaps the case with
Hypotheses I, II and IV in which some "significance" was obtained, but
not enough to reject the null hypotheses.

It should be mentioned thét there were, however, two hypotheses
which were not rejected in spite of the more conservative statistical
requirements. It is felt, therefore, that because significance was ob-
tained, it can be said with more certainty that a relationship does exist
as posited in Hypotheses fII and IV. |

Another factor wﬁich was taken into consideration about the use
of the small N was the reality of the situation and the difficulty in ob-
taining an adequate population size. In the review of the Iiteratgre,
over ten articles were found to have an N of equivalent size or smaller
to this research project. These studies, many of which were PhD disser-
tations from major universities, employed cells of 10 (or less). Hansen
and Barker (1964) mentioned that research with practicum supervision will
continue to be sTow due to the low number of students enrclled in each
program but nonéthe1ess, should be continued. Although the internsh%p
time studied in this research took only twenty weeks, it took over.a
yeér of gathering data to obtain a sample size of twenty.

Another limitation in the study, a2s was mentioned earlier, i§ per-
haps the scale used to measure the degree of intern satisfaction with
the supervisor. The original satisfaction scale of the CEI consisted

of five questions. However, two had to be removed because
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they did not pertaih to the study. Another problem with the idea of
satisfaction is that the concept is perhap§ too vague and sﬁqp]d be
more finely defined into-areas such as instruction, relationship,
orientation and even perhaps type of client. When a limited number -
of subjécts are available for this type of research, the exam{ner is
Jeft with a number of possibilities? 1) Wait another year to collect
data from a new bétch of interns; 2) Gather more data outside of the
university; or 3) Pick another topic. The first choice, d]tﬁoﬁgh
admirable and actually necessary for further research in thi§ area,
is not realistic for the scope of“qﬂPhD dissertation. The seéond'
choice would weaken the design dué to less experimenta]vcontrol in
terms of training the intern, types of client, types of supervision
and goals of treatment. ffhe third would not satisfy the requirement
of badly needed research in this area. -

Another objection to this research may be the imprecision of
the self report measures utilized in this study. Most of the scales
have been demonstrated to be reliable and valid as can be seen by past
literature on the scale. Some of the scales have not been tested
thoroughly. However, as can be seen from Chapter I and II, all the
- scales are based on theory and have been employed in accepted past
research. Unfortunately, when we are dealing with human qualities
and interactions, there will always be a difficulty in attempting to
quantify and measure humans and their interactions to the exactness
which one would like. This is, however, not seen as a reason to not
attempt to empirically study and learn in this area of man.

It also may bg noticed that.there were small differences between

Y
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the various means utilized in this study. The d{fficulty lies partly
with the empathy scales themselves'as discussed in Chapter 1. A
difference of 2.0 in empathy scale ratings might appear to be statig-
tically small, but it is significantly different in a therapy session,
for it means the difference between offering a fﬁcilitate environment
which is necessary for a client to change (level 3), and a non-
therapeutic environment (level 1.0). Changes in éhpathy lTevels are
often small, but can be theoretica]ly.very significant. It is felt
the same applies to the scale for following behavior as well. Even
just a few key phrases given bj the i;tern which attends to the con-
tent and possible feelings of the client may mean significant differ-
enées in a more positive therapeutic change.

Suggestiond for Further Research:

It is felt that this research further demonstrates the need for
not only facilitative supervisors, but alsc a minimal amount of time
of internship for the intern to acquire facilitative skills. As can
be seen from Figure 3 of this study, plus data from Pierce and Schau-
ble's study, Figure 2 change in facilitation is a gradual process.

It appears téat at least six months of intensive training is requ{red
to reach minimal levels of facilitation. It is felt, however, that
one area which is worth further study is the amount of change which
occurs in the dintern in a practicum of a year's duration (which the
intern at the University of Ottawa receives).

Another area which this research examined is the supervisor's
facilitative conditions as seen by the interns' perspective and point

of wiew (past research examined conditions via outside raters). It
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must be rémembered that it is the intern who is trying to change (or
be changed) and perhaps examining issues from the intern's point of
view is an important area which to some extent has been overlooked.
In the debate between experiential versus didactic approaches to
supervision, not one study was found which examined the students'
point of view. Yet, in actual counseling, one of the first questions
posed to the client is "how can I best help you?" Perhaps this
approach has been overlooked.

Looking at the results of this research, it can be-seen that the
research findings are inconclusive and perhaps contradicting. As
discussed in the Iimitations of the study, the sample size may lend
to the confusion of the results. It is felt, however, that another
factor which could influence the findings should be discussed. That
is the concept that all students do not learn in the same manner.
Mahon and Altman (1970) suggest that not all individuals respond
equally to training and that skil]é learned in one situation do not
necessarily transfer to another..

Too many studies suggest that newly acquired skills

are more Tike appendages than purposeful behavior. If skill-

training programs are to become more effective, at least

some of the following kinds of questions need to be addressed:

What is known about the entering level of trainees? What will

be done to integrate the skills within the existing response

system of the trainees? How will the skills be assessed? Will
there be follow-up training or assessment? Many times these
questions represent reasons used after training to explain

lack of results; it is hoped they will become issues more

carefully considered before training commences. (p. 49)

In order to change behavior, we must change underlying
perceptions. Therefore, altering a behavior, without alter-
ing beliefs or values associated with that behavior is not

Tikely to result in lasting behavior change. Thus skill
training might indeed produce some behavior changes, but the
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permanence of these chanées will depend upon the extent to

which they are accompanied by meaningful and relevant changes

in perception. When perceptions do not change, newly ac-

quired skills can be expected to fade out. This is very

1ikely what happens in many skill training programs. By

emphasizing just the acquisition of a behavior, the behavior

remaing, unrelated to-existing perceptions and eventually

disappears. ‘(p. 47)

After reviewing the immense body of literature, it is felt that
although the training of technique is important, dealing with the
intern as a human who can be molded into an effective change agent
is very important. An important area to be looked at in a relation-
ship is not only the intern or the technique, but the other half of
the relationship, i.e., the supervisor. What criteria have we used
in the past to say that a therapist is a good supervisor? Is it
ethical to answer that because an individual is an "effective" thera-
pist with a client, that he/she can also be an effective supervisor?

In all, it is felt there are two major areas which need to be
examined if we are to reliably obtain an effective graduate training
‘program for psychotherapy. First, is the intern and which variables
enable him to be an effective change agent, agd seéondIy, the super-
visor, and which variables enable him;to transfer the therapeutic
process to the intern. If we do not have necessary and sufficient

information on these two vital areas, then our graduate training for

the practicing clinical psychologist is doomed to failure.
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Appendix A
Following Behavior
An open invitation to talk
- open-ended questions
- help client clarify own problems (not gain information for
interviewer)
Encouragement to talk more - "um humm”
- shows interest and involvement
- aléo reinforcers for client's behavior
Reflection and/or summarization
- 1T am with you...I am accurately sensing the world as you feel
and perceive it.
- Level 3 or above
Surmarization
- integrating the various responses of the client
- re-statement of coq}ent (when stuck go back to something that
was said previously)
None of the above

A characteristic of good fo1lowfng behavior is the interviewer's

use of comments which follow directly from what the interviewer is

saying. He does not jump from subject to subject or interrupts.

Attention is central to the interaction between interviewer and

client. Unless the interviewer listens or attends to the client,

1ittle in the way of understanding will occur. Too many beginning

counselors and interviewers fail to listen to their clients.

In order to engage in the skill of attending behavior, the person
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must listen to content. To follow communication of feeling by ap-
propriate statemehts, one must attend to the feeling that is being

communicated. The person who is incongruent or attending to himself

rather than the client will be unable to listen.

Verbal following Behavior deﬁands that the counselor respond to
the last comment or some preceding comment of the client without
introducing new data. Topic jumping or asking questions in a random
pattern is a common occurrence among beginning interviewers.

(Ivey, 1971)
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Following Behavior
Tape _
Side
Tr

Seg ‘

1) An open invitation to talk
- open-ended questions
- help client clarify own problems (not gain information for
interviewer) |

1234567891011 1213 17415161718 19 20 21 22 23 24 25

2) Encouragement to talk more - “um humm"
- shows interest and involvement
- reinforces client's behavior *

1234567891011 121314151617 1819 20 21 22 23 24 25

3) Reflection and/or summarization

- I am with you ...l am accurately sensing the worid as you feel

w

and perceive it
- Level 3 or above

1234567891011 121314151617 1813 20 21 22 23 24 25

4) Summarization
. integrating the various responses of the client
- re-statement of content (when stuck go back to something
that was said previously)

1234567891011 12 13141516 17 18 19 20 21 22 23 24 25
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5) None of the above
- statements which distract client from stream of current
thought
- chaﬁge of topic or attempt to gain-information not connected

to current conversation

123456789101112 13141516 17 18 19 20 21 22 23 24 25
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Appendix B
Empathic Understanding in Interpersonal Processes:

A Scale of Measurement

Level 1
The verbal and behavioral expressions for the helper gither do

not attend to or detract significantly from. the verbal and behavioral

expressions of the helpee(s) in that they communicate significantly
less of the he{pee's fee1jngs and experiences than the helpee has
communicated himseif.
EXAMPLE: The helper communicates no awareness of even the most
obvious, expressed surface feelings of the helpee.
The helper ﬁay be bored or disinterested or simply
operating from a preconceived frame of reference which
totally excludes that of the helpee(s). .
In summary, the helper does everything but express that he is listen- .
ing, understanding, or being sensitive to even the most obvious.feel-
ings of the helpee in such a way as to detract significantly from the
communications of the helpee.
Level 2
While the helper responds to the expressed feelings of the helpee(s),

he éoes s0 in such a way that he subtracts noticeable affect from the

communicatjons. of the helpee.

EXAMPLE: The helper may communicate some awareness of obvious,
surface feelings of the helpee, but his conmunications
drain off a level of the affect and distort the level

of meaning. The helper may communicate his own ideas
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of what may be going on, but these are not coﬁ-
gruent with.the expressions of the helpee.
In summary, the helper tends to respond to other than what the helpee
is expressing or indicating. :
Level 3

The expressions of the helper in response to the expressions of

the helpee(s) are essentially interchanqgeable with those of the helpee

in that they express essentially the same affect and meaning.
EXAMPLE: The helper responds with accurate understanding of the
surface feelings of the helpee but may not respond to
or may m%sinterpret the deeper feeiings.'
In summary, the helper is responding so as to neither subtract from
nor add to the expressions of the helpee. He does not respond accu-
rately to how that person really feels beneath the surface feelings;
but, he indicates a willingness and openness to do so. Level 3 con-
stitutes the minimal level of facilitative interpersonal functioning.
Level 4

The responses of the helper add noticeably to the expressions of

the helpee(s) in such a way as to express feelings a level deeper than

the helpee was able to express himself.

EXAMPLE: The helper communicates his understanding of the expressions
of the helpee at a level deeper than they were expressed
and thus, enables the helpee to experience and/or express
feelings he was unable to express previously.

In summary, the helper's responses add deeper feeling and meaning to

the expressions of the helpee.
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Level §

The helper's responses add significant\y to the feeling and mean-

ing of the expressions of the helpee(s) inrsuch a way as to accurately
express feeling 1evé15 below what the helpee himself was able to ex-
press or, in the event of on-going, deep self-exploration on the
helpee's part, to be fully with him in his deepest moments.
EXAMPLE: The helper responds with accuracy to all of the

helpee's deeper as well as surface feelings. He

is "tuned in" on the helpee's wave length. The

helper and the helpee might proceed together to

exﬁlore previously unexplored areas of human

existence.
In summary, the helper is responding with a full awareness of who the
other person is and with a comprehensive and accurate empathic under-
standing of that individual's deepest feelings.

(Carkhuff, 1969, 315-317)
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Appendix C
" Code: Date:

~Re1ationship Inventory -- Form MO-F-64

*Below are listed a variety of ways that one person may feel or
behave in relation to another person. Please consider each statement
with reference to your présent relationship with your supervisor.

Mark each statement in the left margin, according to how strongly

you feel that it is.true, or not true, in this relationship. Please

mark every one. wrjte in +3, +2,.+1, or -1, -2, —3; to stand for the
following answers: : -

+3: Yes, I strongly feel that it is true.

+2: VYes, I feel it is true.

+1: Yes, I feel that it is Probably true, or more true than untrue.
-1: No, I feel that it is probably untrue, or more untrue than true.

-2: MNo, I feel it is not true.

-3: No, I strongly feel that it is not true.

1. I respect her as a person.

2. I want to understand how she sees things.

3. The interest I feel in.her depends on the things she says
or does.

4. 1 feel at ease with her.

5. I really like her. )

6. I understand her words but do not know how she actually feels.

7. Whether she is feeling pleased or unhappy with herself does

not change-the way I feel about her.
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8.

9.

e,
R -
14.
s,

10.
11.

16.

125
I am inclined to put on a role or front with her.
I do feel impatient with her.
[ nearly always know exactly what she means.
Depending on her actions, I have a better opinion of her
sometimes than I do at other times.
1 feel that I am a real and geguiné person with her.
I appreciate her as a pgrson..
I 1ook at what she does from my Eyn point of view.
The way [ feel about her doesn't depend on her feelings
toward me.
It bothers me when she tries to ask or talk about certain

things.
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13.
14.
15.
16.
17.
18.
19.
20.

126
Code: Date: ~

Relationship Inventory -- Form 0S-M-64

He respects me as a person.

He wants to understand how I see things.

His interest in me depends on the things I say or do.
He is comfortable and at ease in our relationship.

He feels a true liking for me.

He may understand my words but he does not see the way 1 feel.
whether 1 am feeling happy or unhappy with myself makes no
real difference to the way he feels about me.

I feel that he puts on a role or front with me.

He is impatient with me.

He nearly always knows exactly what I mean.

Depending on my behavior, he has a better opinion of me
sometimes than he has at other times.

1 feel that he is real and genuine with me.

1 feel appreciated by him.

He Tooks at what I do from his own point of v{ew.

His feeling toward me doesn't depend on how I feel toward him.
It makes him uneasy when I ask or talk about certain things.
He is indifferent to me.

He usually senses or realizes what 1 am feeling.

He wants me to be a particular kind of person.

I nearly always feel that what he says expresses exactly

what_he is feeling and thinking as he says it.



21.
22.

23.

24,

25.
26.

27.

28.
29.
30.
31.

32.

33.
34.
35.

36.
37.
38.
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He finds me-rather_du11 and uninteresting.
His own attitudes toward some of the things I do or say
prevent him from understanding me.
I can (or could) be open]y.critical or appreciative of him
without really making him feel any differently about me.
He wants me to think that he Tikes me or understands me
more than he really does.
He cares for me. }
Sometimes he things that I feel a certain way, because that's
the way he feels. |
He Tikes certain things about me, and there are other things
he does not Tlike.
He does not avo?h anything that is important for our relationship.
I feel that he disapproves of me.
He realizes what I mean even which I have difficulty in saying it.
His attitude toward me stays the same: he is not pleased with
me sometimes and c¢ritical or disappointed at other times. .
Sometimes he is not at all comfortable but we go on, outwardly
ignoring it. .
He just tolerates me. '
He usually understands the whole of what I mean.
If I show that I am angry with him, he becomes hurt or angry
with me, too.
He expresses his true impressions and feelings with me.

He is friendly and warm with me.

He just takes no notice of some things that I %hink or feel. '
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40.

41.

42.

43.

a4.

45.
46.

47,

48.

49.

50.

51.

52.

53.

54.
55.
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How much he likes or dislikes me is not altered by anything
that I tell him about myself.
At times, I sense that he is not aware of what he is really
feeling with me. )
I feel that he really va]dés me.
He appreciates exactly how the things [ experience feel to me.
He approves of some things 1 do, and plainly disapproves of.
others. .
He is willing to express whatever is actually in his mind
with me, including any feelings about himself or about me.
He doesn't 1ike me for myself.
At times, he thinks that 1 feel a lot more strongly about
a particular thing than I really do.
Whether I am in good spirits or feeling upset does not make
him feel any more or less appreciatiQe of me.
He is openly himself in oJr relationship.
[ seem to irritate énd bother him.
He does not realize how sensitive I am about some of thé
things we discuss. .
Whether the ideas and feelings I express are "good" or "bad"
seems to make no difference to his feeling toward me.
There are times when I feel that his outward response to me
is quite different from the way he feels underneath.
At times, he feels contempt for me.
He understands me.
Sometimes I am more worthwhile in his eyes than I am at other

times.
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57.
58.

59.
60.

61.
62.

63.

64.
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I have not felt that he tries to hide anything from himself
that he feels with me.
He is truly interested in me.
His response to me is usually so fixed and automatic that
I don't really get through to him.
I don't think that anything I say or do really changes the
way he feels toward me. > |
What he says to me often gives a wrong impression of his
whole thought or feeling at the time.
He feels deep affection for me. |
When I am hurt or upset, he can recognize my feelings
exactly, without becoming upset himself.
What other people think of me does (or would, if he knew)
affect the way he feels toward me.
I believe that he has feelings he does not tell me about

that are causing difficulty in our relationship.
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Supervisory Evaluation Inventory

On the basis of your supervisory experiences with your presenf
supervisor, raté each of the follohing statements. For each state-
ment, choose your response, and fill in the corresponding blank on
the answer sheet.

Some-
Always Often times Rarely Never

-

1. I felt the supervisor
accepted me as an indi-
vidual. a b T ¢ d e

2. 1 fe]t'comfortab1e in
my interviews with the-
supervisor. a b c . d e

3. Ipe supervisor acted as
though he thought my
concerns and problems
were important fo him. a b c d e

4. The supervisor actéd
uncertain of himself. a b c d e

5. The supervisor acted
cold and distant. | a b c d e

6. 1 felt at ease with
the supervisor. a b o d e

7. The supervisor seemed
restless while talking

‘with me. a b c d e



10.

11.

12.

13.

14.

15.

In oﬁr talks, the super-

visor acted as if he-

were better than 1. a b ¢
The supervisor's com-

ments helped ﬁe to

see more clearly what

I need to do to gain

my objectives. a b o
I believe the super-

visor had & genuine

desire to be of ser-

vice to me. a b C
The supervisor was awk-

ward in starting our

interviews. a b C
1 felt satisfied as a

result of my talks with

the supervisor. a b o
The supervisor was very

patient. a b o
Other interns could be

helped by talking with

supervisors. a b o
In opening our conversa-

tions, the supervisor was

~ Some-
Always Often times Rarelgﬁ Never
d e
d e
d e
¢
d e
d e
d e
d e

relaxed and at ease. a b c

131.



16.

17.

18.

18.

Some-
Always Often times

‘Rarely Never

I distrusted the

supervisor. a b ¢
The supervisor gave &

the impression of

"feeling at ease”. a b o
The supervisor insisted

on being right always. a b c
The supervisor acted as

if he had a job to do and

didn't care how he accom-

piished it. a b C

. d e
d e
d e
d e

132
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Before starting my internship, my expectations of the

center were:

1 - very high

2. - moderately high

3 - did not know what to expect
4 - moderately low

5 - very low

Please circle your response.

internship

133



So far, my satisfaction with the internship is:

Please circle

-

7

very high
moderately high
fair

moderately low

very low

your response.
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