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ABSTRACT
o~
The purpose of the present- study was to assess the
effectlveness of utilizing Role Playing and Role Reversal as ’

methods fo; promoting empathic skills in adolescents.

The subjects were thirty students-oomprising a class
of Career Planning at Sir John A, MacDonald High School in
Ottawa. They were randomly /ass 'gnéa/to one of three Eroups:
-(1) a Role Play-Role Revers group who received ?% hours of
.traln;ng, (n=10);(2) a discussion group who also received 73
hoyrs of training and Who served as a control grouplfor group
inferaction (n=10); and (3) a no treatment control group who

received no training at all (n=10).

The experimental design was a pretest - posttest

-

coﬁtrol group design. Empathy was rated by grand totai scores

on (1) the Specific Relationship Inventory, and (2} the

General Relat'onshl ventory, and on fhree variables on
N .

(3) the Group Agsessment of %ntegpersonal'Tgaits_- Empathy,

Openness and Warmth. N T ' | -

v,

An analysis of vari ance was performed to test for
smgnlflcant dlfferences betw en the pre and post test means
of the Spec1f1c Relatlonshlp In entorﬁiand the General Rela-

-""-\..

tionship Inventory, of the threé\groups. To test for signi-
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;iv.
: _
ficant differences between peer ratings for the 3 groupse on the
GAIT variables of Empathy,Openness,and Whrmth,j univariate
- F tests were conducted. 'No significant differences were
found between the pre and post test means betw?en the threg

groups on either of the Relationship Inventories, or between

the 3 groups on the. GAIT variables,

The results, however, seem to suggest that 1nter-»
personal attraction may be a factor 1n one’s perceptlon and

evaluation of anothers' empathic ability.



' INTRODUCTTON
. :
The ‘general purpose of " this etudy is to assess,
by means of self and. peer perception, the effectiveness
of Role Playlng - Role Reversallas a method of promoting

empathy in adolescents.

The importance of empathy as an educational, ther-
apeutlc and interpersonal ekill has repeatedly been demon-
strated in the literature,_with the focus directed towards
various milieus. populatione, as well as the effect of .
trainlng programs on the aoQuisition of such a skill. There
are countless means and measures employed as techniques for
enhancing or facilitatlng empathy. - one of the more common

being Role Playing. Little however, hds been.attempted with

an adoleécent population, .

From the present literature, it is seen that empathy

is related to positive and effective interpersonal function-

ing and that effeetive'interpersonal functioning ia'impbrtant

in the development of one's identity, self concept, and self
esteemn, Furthermore, the crucial time, for the development )
of such concepts is ADOLESOENCE. If we accept the findings
from various authors that }mpathy is important for both -
present and future ihterpersonal relatlonshlps,dthen it

would seem reasonable to implement empathy training progrgme

into this crucial time of development-- not'only’as:a-learning
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experience and as a promotion of satisfying and effective
relafionships, but also as a pre%entative measure of im-
proper development and consequent inadeduate interpersonal

L%

functioning.,

Chgﬁfer 1 provides a review of the literature
including ;n'élaboration of the present dgfinitions of
émpathy,'a.gritical review of the relevané reaearch,;ﬁ’/
review of fﬁe various methods employed to facilitate emp-

athy, as well as a brief presentatibn of two relevant

- g¥olescent theorists. Finally, this chapter will conclude

with a brief summary and review of the purposes of this
study followed by the hypotheses to be evaluated.

" Chapter 2 confains,an outline of the sample, the
instrumentg and procedure utilized for this study, while
Chapter 3 includes a ﬁresentation of the resilts gathered
in the é}periment and Chapfer 4 concludes with a discussién

of these results.

t
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$CHAPTER;1?J_ -

/ -

Y REVIEW OF THE LITERATURE

- .
The first chaptbr of thls research will be presented

in 5 sectlons. -To begin, the author will dlscuss

dlffergnt components believed to be related to empatﬁj’(i.e.;

itive éng affective), as well as a number of definitions

priesented by various researchers. Secondly, empathy will be
reviewed a researched in 3 areas; (1) Coungelling, (2) Educa-
tion, and (3) Social Functioning, and relevant studles w111

be cmted and cr1t1c1zedlwith regard to methodelogy ang findings.
Thirdly, the author will review varioos ?raining methods availa1
‘ble for facilitating empathic ability, with primary focus on
Role Playing, followed oﬁ.a brief expiénation of the method

of Role Reversal, which will be utlllzed spec1f1cally for thls
study. Fourthly, the author Wikl expand upon Plaget and
Eriksoni's thecries of adolescence with special attention given
to egocentrlsm, social acceptande- and interpersonal attraction
and how they are . ralatesto this study; ‘Finally, the purposs

of this study and the- problems uqder investigation will be

discussed. ° ' \
1, CONCEPT OF EMPATHY ‘\\\ (0

— l
Although within the past thirty years there has been ~

considerable research and interest in the areﬁ/of'empathy.

T



.

) . there seems to be a confusion with regar& to the meaning and
) deflnltlon of thé)concept. It is ev1dent that there are
‘ (ij=_:not1ceable waflatlons of definitions of empatﬁyfsome of .
B :;ﬁch:appear to be used synonomously with coneep;s sucb as
social sensitivity, role taking.ability, sociaI'insighﬁ.and
awarenesSt Within this confusion in conceptuallzatlon how-
ever._one thing that is agreed upon is that people are

lnterested in research pertalnlng to 1nterpersonal functlonlng

and consequently much research is being generated in that area.

o (a) | Affective vs Cognitive Components and Definitions

To ald in clarifying the/concept of empathy, below
will ‘appear arbrief discussion of 2 components.believed to be
related to the toncept of empathy, followed by a variety of

definitions employed by various researchers.

. The 2 Eomponents believed to be Prerequisites for the
execution of empathic ability are; (1) a cognitive ability, and
(2) an affective repponsiveness. On the one haﬂd;‘those who
state that empathy fs a cognitive skill, believe in the eequire-
ment of a role taking ab;}ity 8r an abili@y;fa\gognitively*

understand or consciously take the role of the ;¥Qer. (Dymond

T, N

1949; Mead, 1934; Hogan, 1969). Apart from these orlentatlons,
there exists an opposing-sphool who see empathy as .an affective

skill - which in Ianotti's phrasedlogy, is an ability to match
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the feelingé of the other{ Beyond tﬁeée 2‘oﬁ$SSingjéchpdls'

Vgt r'\.

however,7appears a4 third group of researchers who has come
-té beiieve that émpathy involves a combination pf the two

above menfioned brocesses, i.e., a cognitive aé well as an
affective responsiveness. - Rogers '(1975) déscribeé this as
an ability {of the coun;ellor). to exﬁerience the‘feelings
of the other (affective)-and to decode the information (of
the client) éccurately (cognitive} and encode ‘back (to the

client) what he or she is experiencing.

Below are some definitions as seen by the aPove
mentioned points of view,/ To begin with, Dymond (1950) refers
't empathy as "the imaginative transposing of oneself into
t Q thinking, feeling and acting of another." Grossman(1951)
ereggixo empathy as "correcﬁly gerceiving"the world from tMe
6ther\person's frame of reference". ﬁogan (1969} sees empathy
as "the intellectual imaginative apprehension of another's

condition or state of mind." There are still others within

‘

the cognitive. framework who associate empathy with an ability
to take the role oflanother. Both Mead (1934) and Cottrell
& Dymond (1949) describe éﬁpathy as the capacity to take the
role of the other and perceive the situation from his or her
perspective{ More specifically, Mead éesbribes role taking
ability as "the symbolié process‘by which a person momentarily
pretends that he is another rsoﬁ}\projects Himself into the
™ ("

h '- 4
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perceptual fieldiof the other pérson and imaginatibely puts’

hiﬁself in the other's place in order that he may get an

'insight into the other person's behaviour in a given situation.”

McClelland, ﬁp the other'hand, refers to role taking ability
as "the fadﬁlty w;th which a person can perceive and act out
organized behaviours or roles"(i.e. putting himself in the

position of the other).

Grief & Hogan (1973) refer to empathy as "a sensitivity
to the needs and values of others", while according to Ianotti
(1975) empathy is the "responsiveness d% an individual to the
feelings of another." To Greenson (1960) empathy méang "to
share, to experience the feelings of anothér‘persoh. This
sharing of feeliﬁés is temporary. One partakes of the quality.
and nbt the’degree of the feelings, the kind and not the
quantity.” (p.418).

. From all preceding aefinitions, it becomes apparent
that ai%ﬁough the definitions themselves may differ frém author
to author, they all acknowledge either the affective-feeiing
cdmpbnent or the cognitive-understanding componenfﬁof empathy,
and see these as Being important processes in i terpefsongl
communication and relationships. Although these definitiéns

may not lead to a clarification of concepts, they do demonstrate

the immense interest and consequent importance of communication

!\
n
’
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skills and interpersonal relationshipé. According to Gage

and Cronbach (1955); "this difficulty (in conceptualization)
characterizes early.research in anyQ;rea-interests. attitude,
and adjustment have all suffered }rom inadequacies of gonceptéT‘"
ualization coﬁparable to tﬂose afflicting empathy:" It may
therefore ﬁe enough té say that there is a great deal of \
interest.and research on a very important area of human
funcfiohing. fhé more precise, acceptable and universal defi-
nition will;yas infered above, follow after more research is
carried out in.the area and concepts such as empathy are no

longer new and unfaﬁ%}iar.

-

(b) State vs Trait Empathy

A further distinction Yig; regard to empathic
functioning need be made and that is between trait and state
émpathy. It is believed (Buckheimer, 1963) that the affective-
feeling component is more of a natural disposition of an
lin@ividuél while the cognitive-understanding dimension is a
trainable or learned interpersonal skill, i.e., one learns
"to say the fight thing at the right time". When empathy is
viewed as a trait, it is evident thetioné is referring to a
skill that has developmental roots and hés been built u

through past learning. Unlike trait empathy, state empathy
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can be seen as theée underlying assumption qf empathy training
programs, that is, programs are developed aimed af'teaching

or. improving empathy.

In this present study, empathy will be referred to
as an ablility to put oneself 1n’the shoes of the other and
become more sensitive to the feélings and needs of others,
ag well as an ability to recognize thé feelings of others -
thus encompassihg both the affective and cognitve components
of empafhy. Furthermore, empathy will be studied both as a
trait aﬁd gtate. A trait, as measured by one's own perceptiop
of their empathice abi%}ty in general, and a state as
measured on the basis of a specific interpersonal inter-

‘action,

A
\\ —
J

Although empathy may be a relatively new concept
in the literature, (as compared to a concept such aé intel=~
ligence) it nevertheless has occured within various realms
of étudy. Researchers have found empithy to be an important
and beneficiﬁl factgr iﬁ counselling, éducation, and other
interpersonal miliéhs. {Rogers, 1957: Carkhuff, 1974 Aspy,
1975 D'Augglii,‘19?#). ' |
The following section will briafly review some
studies carried out in‘each of the above mentioned areas.
For the purpoée of\this study however, a greater concentra-
tion will be plgeed upon the area of social interaction and
1uterperaonal communication. #//
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2. EMPATHY FN COUNSELLING AND EQQCATION

The importance of interpersonal skills in the helping'

relations is of continual concern to professionals within the

-~

field. Studies have demonétrated that empathy is an iﬁportant

and facilitative factor in the therapeutic process and outcome.

From the psychoanalytic viewpoint, Greensonl(1960)
stated that;

"Knowledge of the bsychoanalytic theory and the

* intellectual understanding of ‘a patient is not
sufficient. In order to help, one has to know
a patient - emotionally. One cannot truly grasp
subtle and complicated feelings of People except
by this 'emotional knowing', It is emotional
"knowing, the experiencing of another's feelings
that is meant by the term ‘empathy'. It is a
very special mode of perceiving. Particularly
for therapy, the capacity for empathy is an
essential prerequisite," )

®

-

The Client Centered Therapists refer to empathy as
"the‘ability to sense the client's privatg ﬁorld AS IF it were
your own but withoué evef 16sing the AS IF quality. To sense
" the client;e anger, fear, and éonfusion AS iF it were your own,
yet without your own anger, fear'or confusion getting bound
‘up in it (Rogers, 1957) Thus it is evident that an important
therapeutic skill is_to able to see things from®the other's
point of'view vet still main&ain’sqmewhat of an objective quality. )
Cottrell & Dymond (1949) claim that a portion of the .therapeutic

personality must continue to function in his own role and in
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the role of observer beitween himself and the other.

-

Various Studieé have found that there are four critical
process.variables-whicﬁ/lead to effective therapeutic processes
‘and constructive‘personality change in bogp-hospitalized and
non-hospitalized patients. These dimensions are (1) therﬁpist
accurate empatiic understanding, (2) therapist warmth or
‘positive reg@rd, (3) therapist genuineness or sélf congruence,
and (4) patient depth of self exploration (Carkhuff & Truax,
1965%; Barrett-Lennard, 1962). Of these, it appears that empathy
stands out as the essential Ctore d£mension of helping (Carkhuff,
1969).

Ivey (1968) reviews a microcounselling training program
where the focus was reflection of feeling and empathic under-
standing. The training involved a 5 minute interview where
the counsellor in training was to counsel a client "in any way
'you l1ike". Following this initial interview, .the trainee was
to read the "Reflection of Feeling Manual", and_&bserve video
models of reflection of feeling by other counsellors, as well.
as his own initial interview, all of which were discussed with
his assiéned supervisor. The trainee then conduc@gd a second
interview with his ofiginal client with instructio;;h}o practice
reflecting the feelings of his client. This was then analysed .

by both trainee and supervisor. The final stage of training

involved a third and last videotaped interview with the original

~
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client which again was viewed and discussed by trainee and
supervisor. Complete tréining for each trainee reguired 2

hours.

Despite this brief training program, results demonstra-
ted that theré was a significant increase in ammount of reflec-
tions of feelings from the first to the last interview, as

ed by two external judges (§< .001}, and that client
/// ratings of counsellor effectiveness and understanding increased

significantly over trials (p< .00L).

This study supports the validity of brief counsellor
training as well-as_the usefulness of a video model in the
tféining of therapeutic skills such as empathy and accurate
reflection of feeling. An extension to the research concerning
thp importance of empathic understandihg in the helping
professions, came from Rogers (1951), and later extended by
Aépy (1975) and Truax & Carkhuff (1967) who stated that simply
being aware and understanding of another's thoughts and feelings
was not enough, but rather the ability to communicate and
transmit this understanding to the client led to more significant
change. "“It's the counsellér's function... to perceive the
world as the client sees it... and to communicate some of this
empathic understanding to the client." (Rogers, 1951p.29)

Ny
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erapy, bpt also in the field of education. There
appeared a noticeable trend towards the fecognition of the
affective growth of the student as well as cognitive gain and
school adjustmeni. This move toward promoting sensitivity’
to affective needs further led to a growing need to train

teachers in a wider gamut of skills in order to foster all

adound growth of their students.

Studieé have revealed significant relationships
between level of teacher’s empathy and attendance rates (Aspy
& Roebuck, 1974), IQ gains (Aspy, 1973), reading achievement
(Kratochvil, Carkhuff and Berenson, 1969) and self concepts
(Aspy and Roebuck, 1975). Lewis, Lovell and.Jessee (1965)
found that sixth grade studénts whose teacher offered high
levels of communicatéd empathy, made greater academic gains
‘than those whose Feacher foered low levels. Similarly, Aspy
(1975) revealed evidence that in classrooms with teachers who
were functioning at low levels of empath;c understanding, the
student learniﬁg rates fell to levels below expectancy. Thus
according to this study, low levels of empathy can negatively
affect a student:’s learning rate. In a further study (1974)
uéing Carkhuff's interchangeable response model, Aspy admin-

istered samples of ‘'helpee' statements to 10,000 %eachers

e
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and asked the teachers to respond empathically. It was found

that less than 1% of them responded empathically to the state- .

ment., Most of the responses involved sympathy, reassurance

or advice giving.

Aspy & Roebuck (19%2) report a significantly positive
relationship between the level of empathic understanding of
Lo elementarj school teachers and their student's cognitive
gain. Upon é&oser examination of the results however, it can
be noted that only 1 of the 3 variables studies revealed a
significant correlation. Student level of cognitive function-
ing correlated significantiy at the .05 level with Positive
Regard, which is' not the same aé "teacher's level of empathic
understﬁnding". In addition and more important, was the
failure of the study to demonstrate gains in student's cogni-

tive-functioning.

Gormally and Hill (1974) and Lambert & Dedulio (1977)
have raised and directed severe criticism to Carkhuff and his
associates with regard to the ﬁethodology, findings, and
references utilized in the various sfudies dealing with

Carkhuff's Human Relations Training Program.

Though the criticism is somewhat harsh in the latter
study, it is useful in expounding upon a number of authors’
aims and results and pointing out their weaknesses. O0ften as

found, the authors select findings to provide evidence FOR the
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. hypotheses put'forth while they ignore those findings that

run COntrary.to their expected results.

Lambert & DeJulio's article éontains a list of
approximately 30 studies concerned with Human Relations Deve-.
lopment, which they héve analyzed and consequeﬁtly directed
criticism agains@. Some of the weaknesses demonstrated in
their study invoi;e the training or treatment programs
utilized in the studies of Cérkhuff‘and his assoéiafes. There
appears to be a f;ilure to spec%fy-the nature of the tfgﬁning
in most studies. The duration énd procedures vary from study

to study which makes it difficult to compare the results or

)

Another difficulty is the lack of appéppriate control

replicate a study. TN

groups, ie, there is often a failure to specify the nature of

the control procedure or the reason for utilizing certain control

groups. As Lambert & DeJulio state "control samples have

infrequently be n equivalent in expectation, motivation, contact

. A
time, leaders, skills, or enthusiasm."(p.84.)

" A further criticism agreed upon by Gormally & Hill,
are the criteria psed to evaluate the effectiveness of the
training programs; Often the author’s criterion for "success"
is thé.result on & measure thaf was also used in the training
of the subjecfs.' Therefoqp it is not a new situation and thus
makes it difficult to assess whether the degree of change will
hold in ™real life meaeﬁrea" of imﬁrovement.

<«
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- 3, EMPATHY ‘M(II)?INTERPERQBML RELATIONSHIPS

" In addition to the above mentioned 1iterature con-
cerning the importance of empathy in therapeutic and edu-
cational milieus, there has also been a growing concern of
the value empathy‘and commuﬁ}eation skills. in day to day

living and interpersonal inté}action.

Carkhuff & Burstein (1970) and Truax & Lister (1971}
hayegehown that laymen can learn Bkille that enhance their
present level of empathic ability, thus benefiting in their
relationships with others, much in the same way that these

~ skills benefit a client in a therapeutic relationehip.

Cottrell (1942) and Dymond ,{1949) claimed that
empathy or "the ahlllty to see. thiﬂ§e from the other's
point of view"™ is not only a requlred and basic process in
gocia 'interectlon, but also 1eads to more,effective.cpmm-‘
unicatioﬂﬁaﬁd-understandipg and social adjustment.

| @
It is precisely the concern of 'this paper to go
beyond the ‘academic settings and explore the al world
.and what contributions empathy can make upon ite\Authore

have studied and consequently suggested that empathy is a

e A U AP TR TP L g
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pa%ient, more critieal and ncnaccepting therefore minimi-

T

- /,g
"universally orucial ingredient of healthy human develop- . L
ment". (1Spj, 1975). Theory further suggests that an emp-

athic dispositionéenhances successful role performances

" thus éonsequqn%iy leading to a social self confidence and

poeifivg ihterpersonal relationshipé. Conversely, the.uhr

empathic person is less successful in interpersonal re- 2 : P

/,lationshlps and commun1c£¢ion and tends not to enjoy and

aggulre positive social 1nteract10ns. The empathic list-

e i

. eyer\tends to be open, accepting and encouraging of\“?,

\‘J -
others, while the unempathic listerier will tend to be less
4

3 3 . - - G -
zing interpersonal experiences. . .

5
Within this vast area of’ empathy as a facilitator

in social and 1nterpersona1 relationshlps:hmuch research .\\

has explored the benefits,of an empath;? disposition and g

how it can enhance vgrious interpersonal relationships. g

‘Authors such as Gordon ﬁ1970), D'Augelli (1974), and‘ :

Archer & Kagan (1973)‘respecti791y have researched the

effects,of empathy on such relationghips as pareht - child,

dating aﬁd married couples, and peer relationg.

R

In a study on the communication of empathy, Hundleby
&
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[

& Zingle's aim {1975) was to determine whéthe{,a system-

L Am——

‘atic training program in Communication, Understanding, and

Empathy (CUE) would have?significantféffects on the part-

101pant54 The population consisted of 2 classes of 55 grade
12 studentﬁ/’igzpstudents in one class were assigned to

the treatméﬁt group, while the studen?s in the other class
served as the contro¥<§roup. The training consisted of s
14, 80 minute lessins (18 hours) involving various comm-
unication skills facilitated threugh role playing and

other activities empﬁaeiﬁigg learning through self .’
experience, Results demonstrated that those who received
the tr nlng, were not only able to communlcate empathy

al a-s gnlflcantly higher level than those in the control
group (p< .05), but they were also identified by in#®pend-
ent interviewers af " better communicato;B ", that is,J

the extent.to whichh an individual parﬁook or shared in

the conversation with the®trained interviewer (p< .001),
Furthermore, those receiwing training were rated signif-
icantly higher than those in the control group, as

"someone I would go talk %o", that is, the extent to

which the interviewer thought the lnd1v1dual possessed
eépathlc skills ( 0 atlonally,'empathy was de- .
fined as the score ob:::;zzpz:\;he Higﬁ School. .Communi-

cation Index,.which is a revised form of the Standard

-
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Communication Index (Carkhuff, 1969),
i - . ' i
The method of cluster sampling in this study may
be quéstionable; Under the circumstances it would haves
been difficult to obtain subjects-in a different mgnnef,
but it is important tb keep in @iﬁd that‘perhaps the
- significant results are.due to preexisting differences

in the groups prior to and independent of treatment.

Secondly, the interviewers' criterion for‘" better
communicators " , may or may not be related to training,
that is, the ammount an indiv1dual shares in a conver-
sation may be a fUnction of an entirely unrelated varlable

¢

to empathy.

In a sfu@y conducted by Archer & Kagqn (1973),
their aim was t6 teach undergrédgate students interper-
sonal skills 80 that they in turn could.train other
undergraduates in the same skills: They found that among
their .3 methods of training. ( although some were more
effectlve than others) it was pOBBlble to” train students
so that they could effectlvelyrteach other students. Treat-
ment results revealed an F value significant at the 05
lével. .

3
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D'Augelli (1973) found that individuals who were rated

: e
by 2 trained raters as interpersonally proficient, were seen

bé:athérs as more open with their feelings, (p< .001), more
understanding (p< .001), more accepiing of others (p< .05),
and more wiiling to discuss persbnally meaningful information
(p< .01) than those who were Qriginally (preceding evaluation).

rated as less proficient.

D'Augelli-(19?u):inveétigated the effects of empathy
training an communicatic ~and maf;tal adjustment following
a 127- 20 hour traig}ng ﬁ%ngram, consist%ng of supervised
practiceqbf interpersonﬁl shiils such as empathic understanding,

- accepfance of other's feelings|- and obenness and honesty about
one's own feelings. Significant differenceé were found in
empathic,understanding (t=9.63, p < .001) and self exploration
(t = 3.30;-p < .01) among éouples in the experimental group
as measured by independenf-trained raters, on the Carkhuff
rating scales, when compared t%\$he‘no treatment control group.
Schlein (1971) revealed similar results. Not only did raters
perceive a significant difference in thé/a;;I;;;f;;\helping
relatio; skills between groups, but the trained éfoups showed
more improvement on self report measures iﬁ. (1) their ability
to handle relationship problems and (2) in their self perceived

ta“empatﬁy, warmth, trust, genuineness, and.in?imacy tﬁan:did the

contrel groups.
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:// ) Thougi these gtudies present significant'fesulfs,
guestions can be raised as to the falidity of these studies.
In keeping with Gormally & Hill's (1974) criticisms of
Carkh f{:E/training model, the use of different trainers.m
have an effect uporyoutcome. For if, as Carkhuff claims, -
* trainees can only rise to the facilitative level of their
tﬁﬁiner, then the initial level of the traineré interpersonal

c functioning may be of importance with regard to the findings

of this study, Furthermore, lies the question of retention

4
N

of skills. The couples were measured immediately following
training - thus, by not allowing enough time to pass after
training it becomes difficult to assess whether these skills

. have had time to cf::nsolidate subh that they become part of
P,
3

the individual'Snr$$eftoire of behaviour independent of

. training. \\\\.

In the children's literature, Burns & Cavey (1957)

’ investigated the age differences in children's empathic ability.
\\ Each child was presented with‘a set of 8 pictures - % ecrucial

{test related) and &4 non-crucial (fillers) which weré randomly
intérspersed to control for' order. The ph;jés’fiiustrated
faﬁil{ar scenes of children some with no ¢ il1d, others with ;
children present. Eacﬁ picture was described briefly as it

-was presented followed by a question regarding the photo, .

For example, "How would you feel?", with regard to photos
&

v
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where a child was absent, or, "How does s(he) feel?"\ -
pertaining to the photo with a c¢hild. To ensure that order
effect would not bias the results, haif of the subjects were
shown pictu;es containing figures before the emptyfﬁhotosﬁ

They found a significant difference in empathic ability

between the age groups of 3 and 5, and 5 and 6%, demonstrating
that the older children responded empathically significantly
more than the younger children. The null hypdthesis,'that
empathic responses are not related to age was tested by CHI
Square and rejected at the .001 level, thus supporting the  *

—

contention that empathy is more f equent in less epocentric

T

devélopment 1 stages as proposed|\by Piaget.

b, TRAINING METHODS

According to the above cited studies, it is evident
that not only can empathy be taught as an interpers%hal skill,
but that it can also be a great facilitator in interpersonad
communication. As a result of the vast literature in this
area, there are countless measures and techniqueslavailab;e
' for fostering such skills including a variety of didactic and
experimental procedures such as lectures, mo eiling, rehearsal,

feedback, self obsevation, and role playing.



20

AN

. . N :
a) Instructions, Modelling and Rehearsal

we

In the earlier literature dealing with ‘the acquisition
of social skills, modelling, which inﬁolves observing soﬁeone
carrying out certain behaviours, was foun&'%o be quite
effective. (Bandura, 1969: Bandura & Walteré, 1963). However,
further research found that modelling aloné was not as effect-
ive as when it was paired with various forms of instruction.
Whalen (1969) demonstrated that modelling alone and detailed
instruction alone were ineffective as Yeaching devices. How-
ever, training which employed modelling and de%ailed instruc-
tion together were found to produce significantly ﬁositive

results.

Rappaport, Q{oss & Lepper (1973), focused on demonstra-
tiné the effect of an additional informational component -
instruction - upon modelling as a means of training a specific
social skill. The subjects were randomly assigned to one of
three groups; sensitivity training, videotaped modelling, or a
no treatment control group, within which half of each group
received ,specific or general instructions with regard to their
tasi:fxin summary, it was Pound that the modelling trained
group with general instructions was rated significantly more
effective in thelr social skills than either the sensitivity‘

trained groups or the control group (F = 7.06, p< .05).With

specific instructions however all subjects performed equally
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well regardless of previous training. The findings of this
study appear to be discrepant with those of Whaleﬁ's; in that
groups receiving speeific instructions alone and modelling
alone were as effective as the groups receiving a combination
of the two methods. Thesé differences méy be explained by
the specific instructions and structure inherent in the latter
study. That is, each subject had a role to play and a
 designated amount of time In which to perform it; whereas in
the Whaleh study the learned responses were not applied to
specific situations. A further’difference lay in the instruc-
tions. It appears that Rappaport et al's specific instructions
were far more detailed than Whalen's in§truqtions. Sppport
for Whalen's findings appear in a study by Uhlemann, Lea &
Stone (1976) utilizing individuals with low levels of inter-
personal communication skills, to determine the effectiveness
fg} 5 training programs on reflection of feeling and empathy;
(1} Instructions, (2) Modelling, plus 2 combined conditions
'(53 Instructions-plus—modelling, (&) modelling~plus~inétructions,
and (5) a control group. For reflection of feeling, fesults
demonstrate the effectiveness of instructions and instructions-
plus-modelling over the other groups (p'< «01). For empathy, -
1t appears that the two combined cohditions significantly
inc§gased)th9 ﬁarticipants lével (p< +05). Thus neither of
the procedures alone significantly affected the ievgl.of empathic

communication.

»
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In an article by Stone & Vance (1976) entitled -
Instruétions. Modelling and Rehearsal", they attempted to
determine whether there are consistent factors within the

ébvarious training methods. Once again:resqlts revealed a
significant increase in performance from combined procedures,

(p< .05), while the single training method tended to perform

at a level comparable to that measured before training,

Instruction, modelling, and rehearsal in combination, .
have been found to be quite effective in training certain Q%/
social skills, Respectively, these involve, 1) specifically
and didac;;cally mapping out the stages and expectations of
the exercise, 2) observing someone else carrying out the
particular skill, and 3) acting out the, scene as yourself,
after which one receives suggestions as h to make the beha-

Viour more effective and successful.

However, contrary to expecteé findings, D' Augelli
(19?4) using 2 types of systematic pretraining (cognitive and
practice), found that those who pPartook in the cognitive
training engaged in more overall personal discussion than those
in the practice condition - similar to role playing. D'Augelli's
reasons for this were: /

//”“fﬁ\ 1) that those in the practice condition were given only
one chance to attempt each behaviour and the'subjects

L}
were not provided with positive reinforcement.
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According to Carkhuff (1969) ",,. if we want
trainees to function efffectively in the helping
role, we must give them plenty of practlce", and
2) - the ‘summarization process in the cognitive groups
may have served to promote beéter attention to the

behaviours under question.

(b) ROLE PLAYING_

(1) Role Theery | ) o

Although the above mentioned techniquee have pro-
duced positive results sy there is g technique very fre-
quently employed in the literature that appears to embrace
rall of thepihove methods plus more. This ‘method is known |
as Role Playing and although it does include instruction,
modelllng, and rehearsal, it also offers additional poss-.
ibilities. For example, it enables one to take the role of

the other and not only experience the pesition of the othep
but algo gain additional - ‘perspective into .theirp own behaviour,

Role Playing, has it's roots embedded in Role Theory,
It is referred to by Role Theorists ag " the ability to put
oneself in another's place and to modlfy one 8 behaviour ag

a result ", (Hogan, 1969; P.307). Role_TheoriBts s 8uch as,

N
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Mead and Cottrell, are prienied toward interpersonal be-
haviour and attempt to explaiﬁ behaviour in terms of roles.
A rolg is defined as a set of behaviours or functions ap-

J propriate for a person holding a particular position within
a particular ;ocial context. It involves both the position
an individual holds in a social relationship and it's
associated-expectations; One's rblertherefofe is -defined

by the situation and people that one finds himself invelved

=
with.,.

- As an individual moves thrdugh the social structure
he is placed in a variety of role categories, For example,

ﬁﬂﬁézny may find it‘necessary to enact different responses‘
and behaviours in différent social situations. For in one
circumstance, he may be Mrs. White's student, in another
he may be Tom's younger brother, and in still another he
may be Jim's best friend. As he performs these_réles; he

' not only learns to see himself as others see him, but he
also leafns the expectations that he believes others have
of him concerning what he should be like. Thus; by taking
the.role of the other , he gainsaﬁifferent pictures of him-

self each eorresponding to a barticular identity.

Dymond (1949) as cited by Meyer (1966), stated that:
. 5 .
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be the elosest to what Mead and Cottrell
had in mind in the use of the phrase
"taking the role of the other®, is that
of empathy. This may not be the only
process underlying role taking ability,
but it appears to be a central one and
therefore one which requires careful def-
inition and exploration... If the exercise
of social intelligence is dependent, as
Mead suggests, on the ability to take the
role of the other, it seems as if this
ability along with others would be very
important.” p.l0-11,

p\ﬁ\}The concept which seems to the author to

Thus, role theorists believe that the ability
to take the role of the other, to adopt'tﬁe attitudes of
ahothéf and to see things from the other's point of view, <r
are dependent upon the existence of an underlying empathié
ability » In fact, they believe that this empathic ability
not only leads to positive social functioning, but also ‘
" facilitates mental health and leads to social sengitivity,"
(Hogan, 1969; p.308). To interact with others effectivély,
one must_imaginatively take into account the Ybther's view,
This ability increases the correctness of ond's prediction
and anticipation of the other's behaviour. Since the be—
%aviour of the other is the basis for one's own further

behaviour, skill in role taking facilitates normal gocial

interaction.

Conversely, it has been maintained that the in-

s
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ability to take the role of the other has important

effects on a person’'s behayiour. Delinquency; behéviour
discorders, and other asociajl behaviour patterns, have been
interpreted as duvue in part to lack of skills 1n taklng the
role of the other. The one lacking empathlc ablllty is the
one who is less likely to receive positive feedback from

others and conseqdently hinders the development of inter-

persohal relationships and communication skills.

(ii) Theory of Role flaying
' y,

-~

{ ' :
People often find ithemselves in problem gituations

: deéling with péople. These problems can arise from various
reasons, such as, ignoring the feelings, attitudes or
concerns of the other, from a lack of understanding of tﬁe
actual situation, frém a quickness to judge, or from a
lack of patience - all of whlch are related to an inability
to take the role of the other. Corsini (1961), believes
that " an active, concrete and meaningful situation bve
developed so as to increase awareness and build up faulty

communication...” between individuals.

Ro;ﬁ Playing, one such active and concrete experience,

A
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is used in a variety of settings suchlgs; teaching, training,
empioyee selection, etc. and always involves individuals
acting out real behaviours in set up, artificial situations
so as to enable the iﬂgividuals to act more freely in an
uninhibited manner without having to suffer the consequences
'inherent in a real life situation. It 1s often ea31qr to see

h}
the consequences and alternatlves of ones behav1our when one

is not so emptionally invoived.,

Fole Playing aims at “1ncreas1ng onegsablllty to
apprec1ate the other person's reasons for acting as he does
and increasing one%;understanding of how things look and feel
from another's point of view", that is, to be empathic.

(Leyit & Jermings, 196%,p.4) When one plays the role of some
other person one tries to feel and behave as he would. This,

as seen in the literature, is extremely effective in helping

" people understand each other.

-

Theoretically it is believed “that the active partici-
ration inherent in role Playing enables the individual to act

out a situation and try new ways of dealing with problem

situatioﬁs. This actual acting out allows the person to really

LIVE through the experience. By literally putting oneself in

another's place and trying to feel and behave as the other would,

broadens one's understanding of gthers. Thus, this emotional

\
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experience which so often leads to understdnding, enables
one to develop new skills for déaling with problems in human
relations, This may further lead to adopting new behaviours
- the behaviour ehacted in the role playing may feel .so

comfortable that it now becomes part of the individual*s

- everyday relatrn&

é;ther than belng told what ones behaviour does to

new skills in human relating. Role Playing guides the’
individual closer to the heart of the problem and enables

him, to analyse, explore and experiment with new ways of
dealing with people in various situations. This allows or’
tralns the individual to analyse his behaviour and reactlons |
in future situations. Belng aware of how one's. behaV1our
effects others, igs often the catalyst to behav1our change.
For often the impact of watching someone portray one's role*.
or actually " experlence the effects of one s behav1our, caﬁ”

P
bring about great changes in behaviour.

U

- Another-importanf aspect of Role Playiﬁg which is the-
oretically agreed upon in the llterature, is the feedhack i
supplles. Though part1c1patlon is a big part of Role P1 ylng,
it may not necessarlly lead to more effective communication,
To be told how one looks by others and how one's behav1our

affects others, helps an individual to identify weak areas

-

. ‘

‘others, the actual exper1enc1ng and llVlng it through develops"-



of himself and to see how his behvaiour, is interpreted

by others. This feedback helps to increase sensitivity

regarding the feelings.and tﬂﬁughts of others. Thus ﬁole

Playing provides the opportunity to egberience actual

problems under life - like  yet p?otective_conditions.-fhis

opportuﬁity to obtain feedback from a group seldom happens

iﬁ%a}peal life situation and can be. potentially dangefoug‘

if no one is there to mediate the situation. Within the

confines gfmthe security of the group and with an exper-

igpced traine;“hgygyer, it can increase sensitivity and

: : -

insight gy - X : ‘}f
In summary therefore, Role Playing proqedures

provide the opportunity to literally put oneself in the

shoes of the other and understand how things feel and

look from another's point of view. This takifg the rolg of

the other not only enables one to live thrpugh the other's.

experience, but it also gives the individual the opportunify

of v:iew and live the

to see himself from the other's poin

4 . . . 3
congequences of his own behaviour. These above mentioned *

factors along with the active participation, feedback,

and controlled seclirity of the group, are all important
factogg,in Role Playing'procédungg and are- believed (by
various theorists -~ Corsini, 1961) to contribute to an in-

crease, in empathic_g?ilii}, N\



30

(iii) Experimental Investigations of ﬁole ?laying

The literature reveals studies which stress the
value of role playing in the development  and improvement
of social skills, while others theorize that'direct
personal experience in social situations is the most o
important way in which the learning of these ";olesﬁ takes
place. { Bavelas , 1949; gre;i:%:\i9bh; Lippett et al ,

1947), Recent researchers claim that to be e@@afhic one

must " first be able to accurately take the role of the

othe; and predict the impact that various lineé of action

will have on another's definiftion of the sitﬂation:"

(Weinstein;41969; p.757) .‘Staub (1971) and Flavell (1968)

foundlthat role playing procedures were effective in

facilitating helping and sharing behaviours in Kindergarten

children., Staub {1971) employed 4 treatment groups i j
1) Role Playing, 2) Induction (iwe., pointiné cut of con—.

sequences), 3) Role Playing with Induction ,and 4) Control.

Following traihing, a comparison of the means revealed a '

significant increase in helping behaviour in girle receiv-

ing Ro}e Playing , than girls in the no  treatment control
group. ( t = 2.17, p <.05), while the boys receiving Role
Playing (with or without induction) shared with a needy %

other significantly more than those in the same sex no |



treatment control group ( t =2,32, p« .01),

‘ Staub also included an immediate and a delayed
posttest. He found that the éffects of Role Playing on
.fjplpln\\gnd sharing behaviours per81sted when measured
5 - 7 days follow1ng the training 83551ons. In explaining
these rgpults, Staub hypot@ggfzed ‘that Role Playing may |
have increased their ability to view events from the stand-

point of another and vicariously éxperience the other's

needgs.,

Furthermore, it éppeéred that Role Playing diff-
erentially affected girls and boys, that is, it increased
helping behaviour in girls*and sharing beﬁaviour.in boys.
Staub explains this as being related to the sex of the
child in need - a gifl in the case of helping and a boy
"in the case of sharing;

Feshbach & Roe (1968) reported that children em-

pathized more with children of the same sex than those of

the opposite sex. Con51stent with the above indings,
Olesker & Balter (19?2) found, using 96 undergraduate
stuﬁents (48 males - 48 females) that a¥though neither fiales
nor females demonstrated superior emﬁgfhy when compqpég

with one another following training, the findings did in-
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dicate that when counsellor and client weré‘bf'the same

sex, ghe counsellorse were significantly more empathic

;Fhan when coupselling a- member of the opposite sex,

.In a recent examiﬁation of sek and empathy,
(Breisinger, 1976) no slgnlficant(;;ffég;nceé~arose be-
tween subjects when counselllng mé;Bbrs of the opposite
Bex. The subjects consisted of 42 E\gduate students (' 21
males - 21 females) in counselllng educatlon. This dis-
crepancy in findings, may be explalned by the dlfferent
populations employed. The latter group consisted of graduate

students with previous expésure to counselling and training,’

who were possibly more'coﬁcerned with the.intention to

1
»

help one another, whereas the younger population, comprised
of students from a Liberal Afts College or even Staub's
5 - 6 year olds, may .tend to befmore influenced by sex
differences, rather than the actual‘halping'profession and
interpersonal skills,
B

ﬁorke (1971) claimed that as the role taking abil-
ities of the child become more flexible and as his 6wn
emotional expressiveness becomes more differentiated , we
should expect to find more of a sensitivity to the feelings

of others,
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Stahl (1954) and Speroff (1953}, speculate that
Role Playing increases personal respegct for the feelings
of-others. This they attribute to the feedback- obtained
during training. " Beihg more aware of the feelings that
one's behaviour evokes in others, enables an individual to

adjust his behaviour more intelligently andijn accordance

.with the impact it produces on others." (Corsini,1961;p.28).

Flapaﬁ (1957) set out to determine whether role
playing,wouid increase Qhe empathic ability in marital
relatipns. His results éevealed rele playing to be an,qffeéa
tive method in enhancing social interaction, demonstrating
a statistically significant-increase in, the empéthy of fhe
role playing'groups over that of the no t;eatment control
' groupé. There is however a difficulty inherent in this de-
sign. Although the groups receiving role playing did_QCOre -
significantly higher following training than did the control
grouﬁs, it is highlj tenuous to assume that the significant
increase was a‘direct tesult of the role play training itself,

- a8 it could have merely been a function of the group inter-

action.

Daigle & Andrews (1975) designed a study to assess

the relative effectiveness of a role ﬁfaying versus a didactic
VERE .

s
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discussion approach. It was hypothesized that role playing,
having the advantage of behavioural rehearsal with im-
mediate feedback and cbrreétion, would increase interpersonal
functioning among incarcerated offenders. The didactic
discussion -group was employed in order to control for the
ipStructional discussicn component , used in the role play-
ﬁng technique. Results far the role play group alone,
revealed a signlflcant increase in interpersonal functioning
by the first post treatment week which was ma&ggained by
the 5th post test. Wlth regard to relative effectiveness, X
between the no treatment, didactic and role Pplaying groups,
g8ignificant increases were evident only at the 5th week
post test. These fIndings may suggest that rehearsal, prac-
tice, and familiarity With such a technique may influence
the time effect that a role play method may have upon cer-
tain measured behaviours. That is, it may take some time f
after familiarizing qneself with the téchnique to be able .

to own it and use it effectively in day to day funcfgbning.



(e) Role Reversal

Depending upon what it is that one wants to achieve,
there are more specific formats available to facilitate
communication and understanding between individuals.,

For the purpose of this study, the method that will
be employed is a method known as 'Role Reversal'. This enables
one to not only play their role and depend on feedback from
the audienée in order to modify their behaviour, but it
also allows the individuals to actually play the role of
the other person in that situation, so as to truly be that

person for awhile and experience the negative effects that

one's behaviour may have upon others,

Speroff (i953),as cited by Corsini, (1961), was con-
cerned with the faulty 6ommunication existent among factory
" workers. He believed that working in close quarters is often
stressful and can lead to interpersonal disputes. He thus
became interested in devising a method to decrease or re-
solve some of the conflicts arising in industrial settings.
He believed that empathy or "the abiliﬁx/ﬁg\put onesélf in
another person's position an& anticipate hisjfeelings,
reactions, and behaviours®™ might be the key “to bringing

about more effective communication and understanding be-

tween individuals.

He thus postulated that Role Reversal (RR) may be the

-
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technique necessary to facilitate the above. Tor RR, forces
a person to see himself from the other's point of view. "It
helps the person tc see himself as others see him and also
gives possibilities for empathizing with someone else. This
format can effectively awaken a person to social!feality..."
(Corsini, 1961 p.54). This moving back and forth from role
to role provides the individual with a wider and clearer
scope with which +to Yiew how he ﬁas treated others and also

how this behaviour has affected others. Exchanging roles with

- one another, not only facilitates the seeing of the other

person's viewpoint, but also makes it possible for the
individual who has played one role, to move inte the other

role and démqnstrate how he would like to have been treated.

The procedure is as follows:

Two people, A & B, act out a@n interpersonal interaction.
Following the initial enactment, where both individuals playf
their own roles, the roles are reversed. A - the antagonist:
now plays B - the protagonis% and vice versa. In this way,
by putting the antagonist in the victims®' shoes, A is in the
position-fo literally experience the role of the other. He now
has the opportunity'to»see himself as others see him. Thus
when A almost literally becomes B, he finds that he has to
fhink. feel and behave like-B and consequently will begin to
appreciate B'spoint of view and by feeling with him, beéin

»
to empathize, )
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Although ne quantitative data is available, re-
séarchers (Speroff,19531 and Corsini, 1961) report this
procedure to be particularly useful when A is absolutely
convinced that B's point of view is wrong. By actuaily
experiencing this point of view, one gains added insight,
which can ofteq awaken a person to social realities and
teach him to understand another's view before objecting
to it. -‘ ) _ 

In effect, the object of Role Rgversal.is to effect
‘a cognitive restructuring of the situation by making the

effort to put oneself in the shoes of the other.

As Cohen (1951) states, "The effort to understand

is the beginning of reconciliation. "™(p.65.)

Though Role Playing and Role Reversal appear to be
effective means for training a variety of skills, there are
criticisms %haf can be directed against these methods. Ac-
cording to Boies (1972) there is generally a failure to
consider or control for factors that miéht'influence.the
results of Role Playing, such as, discussions foilowing
sessions, the use of Role Reversal in some and not in others,
the degree of relétedness of the role played material,’ and
the failure to‘describe and measure objec%ively the . changes

-produced by Role Playing,

cidusiy
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5. Theories of Adolescence:

Looking batk on the literature that was ci%ed, it becomes
evident that within the vast research on‘empathy training and
cimmunication skills, the abundance of the research focuses
oﬁ trainiﬂg counseliors; teachers, parents, cecllege students,
and children.‘ Throughout, empathy is found to-be an extremely
important ingredient of healthy human development and positive
social relationships. Erikson (1965) claimed that éatisfying
and effective interpersonal relationships are important in the
development of identity and self esteem. Guernéy et al (1971)
believed that teaching péfsonal and interpersonal attitudes ‘
and gkills enhances one's satisfaction with life. However,
the crucial %ime for the development of one's self concept,
self gsteem; and self identity, is the period of Adolescence,

yet little research has been done with this'population.

The following sections will outline itwo major Adolescent
theorists with main focus upon the concept of empathy and it's

importance in the developmental stage of adolescence.

The -author will begin with a brief discussion of Piaget
and his concept of egocentrism aﬁd how it is related to adole-
scence, followed by Erikson and his concern with ego identity
and how fulfillment or lack of it can effect an individual‘s
psychological gréwth, concluding with a brief account of a
theory of Interpersonal Attfaction as related to choice of

friends.-

[N—
3
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Numerous theories have been found to explain the
phenomenon cf adolescence as it is such an 1mportant and *
influential time in an individual's life,

Piaget,_as a theorist, focuses on cognitive develop-
ment and has mapped out a developmental progression of
intellectual stages that he believes all individuals pass
through, A major concepf discussed by Piaget is that of

'egocentrism', which accordlng to Plaget characterlzes all
stages of development but in different manners. He descrlbes
'‘egocentrism’ as "a stage in which the child ig the centrej
of his own universe tbtaliy unaware of the thoughts and
ideas of others} He sees the world from his own point of
view," (Elkiﬁz, 19?4;p.9i). This concept has been applied
to the development of the adolescent and is closely linked
to the adolescefit's affective behaviour and peréoﬁality
dynamics; At the ages of 12 and 13, a new inteilectual stage
develops which, according to Piaget, frees the ifdividual
from the egocentrism of childhpod only to become entangled

- in a new form of egocentricity characteristic of adolescents.

El

This egocentrism is characterized by. the faiiure to
differentiate between the understanding and awareness of
one's own thought, and the undersatnding and awarenegs of the

thoughts of others, The adolescent, because of the physiological
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‘changes he is undergoing, is primarily concerned and pre-
occupied with himself at this stage. Accordingly, since he
fails to differentiate between what others are thinking .
and his own mental pre-occupations, he not only assumes that
the impact that objects and situations have upon him is
the same as others, but also that‘others are as obsessed
with his behaviour and appearance as he is. "This belief
that others are preoccupied w1th his appearance and behaviour
oonstltutes the egocentrism of the adolescent."(Elklnd,

1974, p. 91),

, Socially, because of this self concern, the adoles-
cent, is interested primarily on how others will react to
him.’ He is more ‘concerred at this point with feedback re-
lated to himself than conéern for or giviné feedback. to
others. On the basis ‘of' reactions from others he can confirm
some hypotheses that he has about himself. Adolescents "are

more concerned with being observed than with being the

observer®, (p.92).

Elkind claims that Et might be helpful for adoles-
cents to learn to differentiate between the real and imagin-
ary'audience'., That is, %o aid them in discovering that '
others have feelings similar to their own and that others

have often experienced the same things.
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", ..on the co

/

b
gnitive plane it is overcome
by the gradual differentiation between his
own preoccupations and the thoughts of |
others, while on the plane of affectivity
it is covercome b
the feelings of o

thers with his own emo~-
tions." (P'-95)- .

-

P

¥ a gradual integration of -
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According to Elkind (1974) adolescent egocentrism

is overcome by a two fold transformation.

)




b) Erikson

Following from Piaget's cognitive developmental
theory, Erik Erikson aleo proposes a developmental theory,
however his theory focuses on ego development with special

ohcern on the acquisition of ego identity.Erikson believes
that in order to achieve a stroﬁé\and healthy ego identity
one must receive-consistent and meaningful recoénition of

his achievenients and accompllshments as he passes through

Erikson's 8 universal stages. _ ' \?‘Jﬂ\)

At each stage a conflict arises with two possible . (

.

\
cutcomes. With each positive outcome, the ego 1is more

so0lidly establlshed and hence’ further‘healthy development
can then arise,

The stage where ego identity ie to be established
is ADOLESCENCE. Erikson maintains that for the adoleecent
identity is of prime impoftance. If ego idenfity'is not

satisfactorily established in this stage, there exists the

danger that role diffusion will further endanger. ego devel- .

opment., .-

It is also. durlng thls pericd that individuals begln
to experience the world of soc1a1 relations and consequent-
ly shift from Family dependence to peer dependence. The

adelescent instead of reiying on parental values and beliefs,
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A

now adopts the attitudes, values, and morals5of‘his

peer group and begins his search for social belong-
ingness, This belongingness is crucial in the establish-
-ment of ego integritylfgich is qo important in order for
the individual to be able to assimilate himself and become ,
"one of the gang". To be supported and approved of by his
peers is one of the deepest needs for the adolescent.‘As

long as he conforms to the group's values and attitudes,he

-

is acceptéd. v

'Consequenfly, this conforming %eads to a basic
sgmilari¥§uamong peefs - a simjlarity required to remain
part of the group. Thus, In order to maintain one's épécé

in the peer group one is more likely to adopt the similar

AN
ities inherent 3n the group. D

h .

on the othef\ﬁang: to not cqnform 1is to

" rejected and -the effects o;*¥ﬁxi rejectisn and j i
\
can often be detrimental for an‘individual. Depending upon
. whether an individual is accepted or rejected, one either

“acquires enhanced feelings of self esteem and confidence or

. -
a deflated ego and feelings of inadequacy. The types of

interpersonal relationships that adolescents establish in
tﬁeir experience with peers, conditions their later person-
ality development. Thus reiection may encourage introversion,
withdrawalifrom participation in group life, thus interfering

with the acquisition of necéssary skills for communication.
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Furthermore, withdrawal stifles ones enactment of realistic
and effective interpersonal roles during adolescence and
adulthood, as emotional stimulation produced by the social
environment of peers is vital in reinforcing the basic

o+
developmental processes,

Sullivan (1940) as cited by Rothenberg (1970), y
firmly assdf%s that " those who do not develop in social
sensitivity during adolescehce will not have a sociaily
comfortable life during aduithoodf(p.BBB.)Wagner (1971)
claims that lack of peer aécepfance may cause one " to become
"emotionally unstable and may consequently have_difficult-

ies fitting into society".(p.SB.)

.¢) Theory of Interpersonal Attraction

It has been theorized that as adolescents’ develop,
and gradgglly move from family to_péer dependence, they
become extremely concerned with social belongingness. It is
important for the. adolescent to find a place in a peer group
where (s)he can feel at home and part of the group. How though
doeg an individual go about choosing peers or a peer group?

What factors are involved in an individual's choice of friends?
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Interpersonal Attraction theorists believe the
single most general principle underlying the choice of
friends is reward. That is, we like people who reward us -

be it by supporting, encouraging or approving of one another,

_ by being helpful, or by giving of one's time.

In addition to this pr{nciple however,there'are
other variables related to the strength of a friendship,
which psychologists have identified - such asj prokimity,

complementarity, and similarity.

Researchers in investigating the principle of sim-
ilarity have found a greater similarity among friends than

among non-friends. (Bonney, 1946; Newcomb,1956). Byrne (1961)

in a study comp;;zﬂ‘ gimilar and dissimilar attitudes on -
inferpersonal attraj;;;;\zgaﬂ;;ziugi}on, found that subjects
indicated significantly more posi¢i e feelings to others who
had similar attitudes to their own than fo those who had |

dissimilar attitudes (p < .001).

Newcomb (1953) developed a theory of interperéonal
attraction. His theory predigts that as strangers in a wa
group begin to interact and gain information about each other's
attitudes, the bonds of Attraction form most strbhgly bet-
ween those who share similar attitudes towards objecté of

importance. He further hypothesized that when an individual

encounters a person with attitudes contrary to his own -
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ten81on often arises,. particularly if (s)he llkes the per-
son. This strain is uncomfortable and the 1nd1v1dual seeks
to resolve it by finding agreement with other persone.

This motivation is referred to’'as " consensual validation"
(Sullivan, 1947) which means that peopie attempf‘to validate

their attitudes through seeking agreement with others,

In order to test his prediction, Newcomb (1956)'carried
out an extensive 8tudy on attitudes and friendship at the
University of Michigan. Subjects were 17 male college stud-
ents who prior to the experiment were strangers to one an-
other. He set up his own experimental dormitory where the
subjects stayed rent free in return for their cooperation
in the experiment.,

Their attitudes and valuee were measured on g
variety of specific topice at various points during a 16
week period. Each week they filled out questionaires abnuj
their own attitudes and values, estimated the attitudes and
values of the others in the oorm, and rated all the rea~
idents as to how much they liked them. Newcomb found that
his measures were a good predlctor of which students would
‘ become frlends by the end of the term. ‘

, It was found that preacqualntance elmllarltles led
to the development of patterns of attraction between persons

at a late stage in the 16 week reriod but not at an early
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stage., Since the attitudinal values did not change to

any extent over the perfbd studied, it would appear that
as persons became acquainted with each other's>va1ues,
attraction formed between those who were similar. Thus,
as acquaintance increased there was a parallel increase
in their attraction to one another. .

The above theoretical and empiriéal evidence
underlines the fact that a person's interpersonal at-
traction and degree of liking for another is significantly
related to perception of similarity of attitudes, values,
and personality traits. In this context, it becomes
reasonable to ask the question whether or not the degree
of liking that one has for another may influence other
perceptions. )

- For the purpose of this study therefore, the
Interpersonal Attraction Séale (1J8), a scale relating to
the degree of interpersonal attractioh, will be employed ‘
in order to determine whether or not ah individual's liking
fof another is‘relgted to one's perception of another's

empathic ability.

C———

4 o e
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6. Summary and Hypotheses

The preceding rev;ew of the literatume outlines,
the concept of empathy as studied and researched in various
settings, the method of Role Plajing as a means of training
empathy, as well as 2 adolescent theoris£s who demonstrate
the importance of empathic behaviour in adolescents.

It was demonstrated that empathy is an effective
and facilitating concept in the areas of counselling, ed-

ucation, and in day to day interpersonal reldtionships.
-,Pespite the methodological limitations in a number of
studies, overall empathy appears to be an important factor
promoting therapeutiq change in-counselling and seems to
be positively related educationally to student's cognitive
gain, reading achievement and attendance rates.

Beyond these academic settings, empathy has also
been shown to enhance interpersonal relationships such as,
 parent-child, marital, and peer relations much in the same

way that this skill benefits a client in a therapeutic
rela%ionshéf. - .

Continuing from these findings, it is necessary to
outline the methods available for fostering such a skill as
empathy. Much research has been conducted utilizing training
methods such as instruction, modelling, rehearsal, and role

playing. -
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'Rale Playing not only embraces %he above mentioned
methods but also offers other additional possibilities, The
success of Roie Piaying;as a training method is in part due
to such factors as acfive pafficipaﬁion, feedback, and the
ability to act out real behaviours in artificial situations,
The literature review of role playing generally reveals
success in enhancing various social skills such as, helping
and sharing behaviours in children, empathic ability in

marital relations and interpersonal functioning among

incarcerated offenders.

Within the realm of role playing, there are various
formats available for more specific purposes . For the
purpose of this study, the author has chosen the technique
of ﬁole Reversal in order to enhance empathy, primérily as
1t enables the individual to not only play the role of the
other, but to actually be that person for a while and truly

experience the other's position as well as experience howone's

own . hehaviour effects the other.

Most of the literature cited above dealing with
empathy training and social skills has focuséd upon teach-
ers, college and university students, parents, and dating
and married couples, with little research conducted with

an adolescent population.

-y

\
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Developmental_fheorists state that.at the stage
of adolescence there is g growing self concern and nar- . -
cissism which is enhanced by’ the rapidity of physical and
physiological changes. Adolescents are in the midst of the
struggle to establish a self concept and self esteem and
attempt to do this by assimilating themselves into the "gangm
and being accepted by their peers,

The self, according to Role Theorists, is referred
to as a person s knowledge and understanding of himself -.
that which he perceives himself to be. Furthermore, it is
‘a result of the response of others toward the person and
of one's own ability to take the role of the other toward
fhe self. "The development of self depends on the ability
. to regard onesélf from the perspective of the other with whom
he is involved. Oﬁe must strive continually to envision
the attitudes that others hold toward himself - this is
fundamental to the operation of society as well as to the
development of personality, " ( Goygh, 1960; p.23). Thus
this role taking ability or ability to adopt the other's
point of view aids in the development of the self.

' The self is what links the individual to the social
cemmunity and that self is the pfoduct of one's social
interactions and thus depends upon satisfying and effective
interpersonal relafionships. Furthermore, empathy is an

extramely important and facilitating ingredient in the

»
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develoﬁment of healthy and positive social relationships,

In summary, empathy is found to be a facilitating
factortmr'satiSfying iﬂterpersonal relationships. If we _
accept the notion suggested by various authors (Rothenberg,
1970; Archer & Kagan, 19733 Mead, 1934) that effective
interpersonal relatlonshlps are crucial in the development
of identity, self esteem, interpersonal comfort, and self
concept, and that adolescence is the time for the de?elop-
ment of these concepts, then it would seem reasonable to
1mp1ement empathy training programs into the adolescent's
real world in order to promote satisfying and effective

relatlonshlps and consequent 'proper' development.

Thus, this study will investigate the effectiveness
of an empathy training program, through the use of Role
Playing - Role Reversal, on interpersonal skills within a

group of adolescents. The aim is to determine whether

changes in empathy (as measured by the Specific Relationship

Inventory, the General Relatlonshlp Inventory, and the
Group Assessmeqt of Interpersonal Traits ) are evident in
those having undergone training., In addition, the change
will be measured from both a self perceived and peer per-

ceived viewpoint,

amee
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In summary, this chapter has reviewed the concept
of empathy and it's role in psychotherapy, education, and
social interactions. Evidence was presented :

a) to support the use of jRole Playing-Role Reversal as a
methed for training empathy, and

b) to utilize this training at a crucial time in one's
development - ADOLESCENCE.

With respect to this study, the main purpose is;
to assess the effectiveness of Role Playing {RP) - Role
Reversal (RR) as a method of promoting empathy in adoles-
cents. J

The means by whiéh the above purpose will be
answered isti

a) to assess whether or not individuale receiving empathy
training perceive a change in their Interpersonal
functioning after training, as measured by the GEN RI.

b) to assess whether or not peers perceive a change in
those who have undergone empathy training, as measured

by the SP RI and the PEER ratings on the GAIT variables -

- Empathy, Openness, and Warmth,
All above menticned instruments will bte further discussed

in the following chapter.

Additional questions that will be investigated are:

a) whether or not interpersonal attractiveness is rélated

1



to peer perceived change, and
b} the intercorrelation between Peer, Trainer, and Self

Self ratings on the GAIT variables - Empathy, Openness,

and Warmth.

—

The above question will be further clarified in the discussion-
of the GAIT in the next chapter.
More specifically, the majgr h@potheses of this

study are:

1) Subjects receiving Role Play-Role Reversal training
rate themselves higher on the GEN RI form than those

in the Discussion and No Treatment Groups.

2) Subjects receiving Role Play-Role Reversal training
are rated higher by their peers on the SP RI form

than those in the Discussion and No Treatment Groupé.

3) Subjects receiving Role Play-Role Reversal training
are rated higherlon GAIT behavioural measures than

those in the Discussion and No Treatment Groups.

Chaptér 1 has presented a review of the literature
relevant to this study. The main focus has been upon empathy
as an interpersonal skill, on Role Playing as a method for

promoting such a skill, and on adolescents as a poﬁulation
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of individuals who could benefit from an empathy training
program, | .

| The abové review has led to the formulation of this
present study which aims at offering an empathy training
program,using Role Playing-Role Reversal, to a group of
adolescents to determine whether such training can improve

their premeasured level of interpersonal skills.

The following chapter will focus specifically on

. Vi ‘ .
the experimental procedures and design utilized in this

StUdy'

r——— e e e
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CHAPTER 1II

M-ETHO-D

S

& i

Chapter Ii will present a detailed account of the
ppcedures used to test the null hypotheses. ‘The chapter
lincludes sections on (1) the subjects (2) tqé setting of
the experiment, (3) the instruments used to measure empathy
and\its related correlates, (k) the experimental design and
procedure, (5) the experimental treatments, (6) thevnull
hypotheses, and (7) the statistical methods used in;the

™~
analysis of the data.
1. The Subjects 3
The subjects consisted of 12 male and 18 female |

students enrclled in a Career Planning Course offered at Sir
John A. MacDonald -~ a High School under the Ottawa Board of 4
Education. The students ranged in ages from 15-19, with a
mean age of 17.1 and a standard deviation of .759 years.

All students enrolled in the class were required to part-

icipate in the experiment, as it was introduced as a compulsory
1

4
" eourse requirement.
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2. Setting P

Pl

This experiment was conducted at Sir John/AT Mac-

4

Donald High School. A conference room was reserved on a -
daily basis in or@pr to carry out the required training.
The room consisted of a conference table with ample seating

for’all. i

3. Instruments

This section will review the three instruments
utiliéed in this study -
a) | The Barrett-Lennard Relationship In;entory
(RI} - Scale for Empathic‘Understandiﬁg -~ Forms:
0S-F-64 and 0S-M-64; as weld as a revised form
pertaiﬁ}ng to one's self perceived ability of

empathic understanding in general.

L

) The Group Assessment of Interpersonal Traits -
(GAIT). L~y
c) The Interpersonal Judgement Scale - (IJS),
' R . [
¢ "
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a) The Barrett-Lennard Relationship Inventory -
- Scale for athic Understandi RI):

. In this study Empath§ is referred to as "an ability
to/ﬁuf oneself in the shoes of the other and become more
sensitive to -the feelings and needs of others, as well as
an ability to recognlze the feelings of others - thus
encompa581ng both the affective and cognitive components of

empathy. Accordlng to Gladstein {1977) the RI uses both the

~affective and cognitive views of empathy, as it involves a

subjective rating of a client's or counsellor's perception

of their interaction.

The RI was developed by Barrett-Lennard (1962) and
was based on Roger's (1957) theoretical rationale of the
"necessary and sufficient conditions" of personality change
and has been employed in a Qariety of intefpersonal situations.

but has been extended to 6ther areas such as; nt-child .

" Its' initial use was in assessing the effects o{}:sychotherapy,
13

relationships of juvenile delinguints (Rosen, 1961), mother-

daughter relationships (Zhornton agﬁ Carlene,1960), and

~ teacher-pupil relationships (Emmerling, 1961).

The current form of the RI consists of 64 items which

‘measure 4 dimensions - Empathic Understanding (E), Level of

.
Regard (R), Unconditionality of Regard (U), and Congruence (c).

ch‘
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Each scale contains 16 items., There are 2 forms available
. fpr the RI, one form for the helpee, and one form for the
helper, both of which are designed to measure the helpee's
(hglper's) perception of the helper (helpee).

The individual responding to the questions, considers
each item in relation to his relationship with either his
therapist or client and assesses it on a 6 point scale
ranging from +3,+2,+1,-1,-2,-3, The positive end of the
scale measures strong agréement with the statement, while
the negative measures strong diségreement. Each of the 4
scales containing 16 statements consists of 8 positive and
8 negative items, Thus‘éach scale (E,U3PjR) yields a
Sseperate score which is combined to result in a grand total
score. To obtain each seperate score however, the sign for

the total of the negatively worded statements is changed

before summing with the subtotal of the positively worded - f

Statements. The items belonging to each scale are dispersed
throughout the inventory thus allowing for maximum independ-

ence of response to them.

For the purpose of this study, the RI forms thap are
employed are;,1)the form measuring the client's perception
of the therapist'’'s empathic skills, and 2) a revised form
(devised by the present author) aimed at measuring one's per- |
ception of oneself with regard to the 4 dimensions on the in- %
vgntory. The forms have respectlvely been labelled-Helpee Form :

. “Male & Pemale and General Form, Copies of these forms can be
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found in Appendix 1-3. The scoring sheet is presented in

Appendix 4.

This study is concerned with the grand total score of

the RI thus utilizing all &4 dimensions (E,R,U,C).
to the RI, empathic understanding (E) is:

1. +«+ conceived as the extent to which one person
is conscious of the immediate awareness of
another. Qualitatively it is an active process
of desiring to know the full pPresent and
changing awareness of another person, of reaching
out to receive his communication and meaning,
and of translating his words and signs into
experienced meaning that matches at least those
aspects of his awareness that are most important
to him at the moment. (Barrett-Lennard, 1962,p.3)

Thus empathic understanding in this context involves the
recognition of the other's feelings and awareness, and
implicit meaning of the others expression, as well as the

experiencing of both the process and content of the indivi-

dual's awareness.

Some examples of items from the helpee form of the
RI are:

ITEM 2: (S)he wants to understand how I see things.

ITEM 18: (S)he usually senses or realizes what I am feeling.

The general RI form contains the same items -except

that the items are worded so that each individual rates

According
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himself on empathic understanding. For example:
ITEM 2:I want to understand how others see things.,

The same alteration applies to all scales.

2. The second scale - Level of Regard (R), consists

of items referring to:

...the general tendency of the various affeéctive
reactions of one person with regard to another.
More specifically, it may be considered the
composite "loading" of all the distinguishable

feeling reactions of one person toward another,
positive or negative... p.4.

This scale is measuring the overall feeling for another at
a given time be it positive or negative. Example of some
items are;

ITEM 1: (S)he respects me as a person.

ITEM 13: I feel appreciated by him (her).

3. The third scale - Unconditionality of Regard (U},

ig concerned with,

...how little or how much variability there is

in one person's affective response to another.

It is defined as the degree of congtancy of
regard felt by one person for another who communi-
cated self experiences to the first. Pk,

Helper's regard for the other, should not vary as helpee's
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mood, attitude or feeling changes toward himself. Some

examples are:

ITEM 15: His(her) feeling toward me doesn't depend on
how I feel toward him (her). ”

ITEM 39: How much (s)he likes of dislikes me is not
altered by anything that I tell him (her)
about myself.

4, Congruence (C), the fourth scale:

eeuis theoretically centered on consistency
between the total experience and awareness

which is considered to be the main determinant
or condition fgr congruence between awareness
and communication.

C therefore requires that the individual‘s experience, aware-
ness and communication are consistent and function as such

within the relationship., Examples of some items are:

ITEM 12: I feel that fs)he is real and genuine with me,
ITEM 20: I nearly always feel that what (s)hacsays expreses
exactly what (s)he is feeling and thinking as (s)he

says it.

Reliability data for the RI indicates Spearman-Brown
split half correlation coefficients which are acceptable for
each scale thus attesting to satisfactory internal consistency

of the measures. Reliability data on the scales for the client
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form are as follows: E = .86, R= .93, U = .82, C = .89,

Test retest reliability was determined by Mills &

Zytowski (1967) on a sample consisting of 36 college students.

These subjects were administered a modified client form and
were asked to assess a close long standing peérsonal rélation-
ship. Retested 4 weeks later, reliability coefficients for
the client form consisted of; E=.84, R=.86, C=.87, U=.80.
Although these correlations are significant, it is difficult
to accept these as standard correlations as there did‘not

seem to be any control for the type, duration, or strength

of the relationships rated,

Intercorrelations between the scales are shown to be
relatively high (> .52) in client and therapist data, with a
particularly high intercorrelation of .85 between scales E
and C for the client data. Despite these high interrcorrel-
ations, it is argued that there does exist a difference in
these tweo scales. In therapeutic relationships (as Barrett-
Lennard explains) they would be expected to be related, as a
person's congruence determines his potential for empathic
understanding whereas in non—therapeutic'relationships, the
relationship may be negative. Weibe & Pearcé (1973) found,

using college students describing a relationship with a
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friend, a correlation of .66 between the scales E and c,
thus supporting the difference between therapeutic and non-
therapeutic relafionships. Perhaps in the non;therapeutic
relationship, there is less of an insight of the helper into
his an awareness-of his experiencing which appears to be an

important characteristic for understanding another person's

awareness of his own experiencing.

However, in a study conducted by Mills & Zytowski
(1967} where 79 undergraduate females were asked to report
their perceptions of their relationships with their mothers,
scales E and C were again found to be closely related. The
authors thus suggest the existence of a single. dominant
characteristic to which all ‘the scales contribute instead
of having multiple independent characteristics in a relation-

ship.For this reason, the present author combined the scores
to obtain a grand mean.

Concerning validity, Barrett-Lennard have provided
content validation as well as indirect evidence'for<¥he
validity of the scales. The content of the RI was derived
mainly from Rogers' (1949) "necessary and.sufficient condi-
tions" paper, Brown's (1950) Relationship Sort, as well as

written comments and discussions from the staff 7at the

University of Chicago Counselling Center. The chosen items

e b e
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were then given to judges who were asked to rate them as

either a positive (+) or negative (-

(E,R,U,C). An item analysis compar

) indicator of the scales

ing item responses given

to each item by the "ypper” and "lo er"ihalf of ‘the sample

was conducted. This resulted in a
_

_;ﬁnal set of 84 items. -

;

In establlshlng content valﬁdlty, the items were

chogen only if they fit the underlkysi
to provide a basis for the face val
Barrett-Lennard (1962) describes th

as essentially being

1ng theory, thus helping
idity of the instrument.

e process of validation -

...a matter of discovering mé%ningful rel-

ationships with other variable§ that are

theoretically relevant under the conditions

of the investigation.(p. 7e)

h 9
Predictive valldlty is base

findings (1962) of therapist’s perc
therapy. Indices of change include

on a 10 point scale of client adjus

p01ntdyat1ng of degree of change in the clien

d on Barrett-Lennard's
eptions of clients after

d ratings by therapists

tmént and change, a 4.

wh;\g was

rated at the end of therapy. self descrlptlon data E§0v1ded

by the client before and after therapy, and the scbre on the
/s

Depression scale (D} on the MMPI.

Generally, those clients

&

+
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who were perceived as "more changed" after 5 therapy

interviews and at termination, attained higher scores on

the RI when compared to clients perceived as "less changed".

In summary, the evident conclusions of the data for

the RI are:

(1) The RI has proven to be a reliable and valid
instrument. |

(2) The RI is useful in measuring client and therapist
perceptions in different therapeutic conditioné.

(3) E and C might well be domi%ating factors in a

relationship.

—————— s . ————
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b) Interpersonal Judgement Scale (IJS):

The 1JS, designed by Byrne (1961), was utilized in
this study and administered to each subject immediately prior
to completing the Specific RI which involves rating one's
partnef on empathic ability. Because perceived similarities,
that is, values,attitudes and personality traits, are import-
ant ﬁariablea between mptual friends, the use of the IJS in
this study aids us in the search for further related and
possibly confounding variables. For if the degree of liking
for a person is related to perceptions among individuals,
perhaps degrea.of liking is also related to one's perception

of another's interpersonal effectiveness,

Throughout the literature, evidence is supporting
the finding that the attraction of an individual to a
stranger is a function of the similarity and dissimilarity
of the latter's attitudes and wvalues to those_of the subject
(Byrne,1961). . Smith (1957) found thaf when similarity is
manipulated experimentally, attraction to a stranger is h
found to increase as the similarity of the stranger increases,
Byrne coilected data from 5 published studies (Byrne,1961a,
1961b,1962; Byrne & McGraw,1964; Byrne & Wong,1962) and 2
ﬁnpublished gtudies that demonstrate the strong relationship
between degree of attraction and the proportion of similar
attitudes. The subjects totalled 790 and results yielded a
linear relation, that is, attraction to a stranger appeared

to be a linear function of proportion of similar attitudes.
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In constructing this scale, 168‘undergraduate
8tudents were divided into small groups and each subject was =
given an attitude scale which had been fiiled ocut by an '
anonymous stranger. They were inséfucted to make interpersonal
Jjudgements based on this limited information by evaluating ..
the strangef on a 7 point scale with respect to 1) intelligeﬁce,
2) knowledge of current events, 3) morality, &) adjustment, plus 2
other scales', referred to as the attraction scales, 5) prob-
able liking for the stranger, and 6) probable enjoyment of
working with him or her in an experiment. A copy of this scale
can be found in Appendix 5 , and for the purpose of this study
the author is concerned with the 2 attraction scales, which
respectively measure personal feelings of liking and dislik-
ing for another and desirability to work with that person,

Scale 5 ranges from "I feel that I would probably
like this person very much™ to "I feel that I would prob-
ably dislike this person very much®™ - with the former state-
ment rating a 7 on a 7 point scale and the latter receiving
1 point. The same procedure is involved for Scale 6.The total
Interpersonal Judgement Ascore results from a summing of the
ratings of scales 5 & 6 - with a minimum possible rating of

2 and a méximum of 14,

Reliability findings reveal that data taken from 10
different samples of 1010 subjects Yields an average corrected

8plit half reliability of .85 for the 2 scales.
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I . .
¢) Group Assessment of Interpersonal Traits - GAIT

The GAIT was designed as a method_of assessing
psychotherapeutic talent in nonﬁrofessionals working with
clients. ' Goodman (1972) was concerned with the selection
Procedures aiﬁed at therapeutic comﬁeten&e. In his attemp?
to search for better crite%ia for-selecting volunteers that
would be therapeuticélly valuable, he encountered many

.difficulties in choosing the variables that would in fact
lbe‘reiated to therapeutic talJn”, Based on client centered
theory, Goodman focused in‘oﬁ the behaviours tﬁat Rogers
(1957) believed to be "necessary and sufficient” for therape-
tic personality change. Consequently, Goodman developed the
GAIT which measures such behaviours as; openness, acceptance,

understanding, rigidity, relaxation, warmth, and quietness.

D'Augelli (1973) claimed that one of the most
important but least researched factors in group interactions.
is the interpersonal adeptness of individual group members.
He further stated that the studies conducted on interpersonal
performance have not generally used actual interpe;sonal
behaviours in their assessment of interpersonal functioning.
Thus, for the purpose of ‘this study, a revised edifion of  the

GAIT suitable for an adolescent population (Guggenheim and

Dooley, 1974) will be employed in order to evaluate the effects

ot m—— e
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of empathy training upon the interpersonal functioning of
adoleseents as observed through peer, self, and cbeerver
ratings. ]

The GAIT yields scords ffom 8 statements,? describing
-one's interpersonal style as well as l‘which is g composite of

items 1,3, 5y referred to as Therapeutic Talent. Each of the

statements is rated on a 6 point scale ranging from -3 to +3,

with -3 being "I feel (8)he was very much NOT like this o
(corresponding to a score of 1) to +3 being "I feel (8)he was

Yery much like this, (corresponding to a score of 6), ,

~

| —

In addition to the 8 statements, a space is iNcluded
at, the bottom of the sheet in order to. rank the membefs of
the group with regard to preference of 1nterpersona1 skills. .
This rank order was not included in this study as the purpose "51"
was not to screen individuals to determine who would make the
‘bestyhelper in a counselling_roleb A copy of the GAIT rating f
scales can be found in endix 6; 1) Group Descpiftion Scale,

" and 2) Self Description Scale,

Scoring - As each member has been rated by everyone in the

group on all 8 items, a mean rating of each item is obtained

for each individual. In this study, only Items 1,3,& 5 will

eun

be used which respectively are Empathy, Openness, and Warmth.
Thus each ihdividual will obtain 3 seperate scores calculated.

from the mean of the peer ratings on each of the 3 items,
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Much of the reliability“data for the GAIT, was
obtained usiné combined peer - observer ratiﬂgs (Goodman,
1972). The split half reliabilities (Spearman Brown correc-

‘tion) were ag follows: Quiet .79, Understanding .64, Accép—
ting-Warm .63, Rigid .62, Blue .59, Open .54, Relaxed .hk,

. Dooley (1975a) provides‘furthér reliability findings
using 41 male and female ungergraduates in a test-retest
study, spaced 3 weeks apart. GCoefficients ranged ffom .66
to .86.-with a méan coefficient of .80. The 3 thep?peutic
items yielded coefficients of?‘.?S - Understanding, .71 -
Open, .69 - Acéepting-Wafm. .However; in é later study-py
Dooley (1975b) he reports that test-retest correlations wefé
_dighificaﬁfly positive for a 3 week interim, put were genera-

1ly lower for a. 9 week interim.

’ Interrcor;elations'of'GAIT items (Goodéan. 1972) - @
rghgé from .Oé-tQI,BM; with the low cdrfélatidns of .02, |
+ 32, - .13.resultiné.from Open + Blue, Quiet + Open, and
Relaxed + Rigidf respectivély. "

PR M R , . ' e Y.
Further reliability studies have been conducted upon

self, observer and peer ratings. :D'Auge

& Rappaport (1971) respectively‘reveal‘inte";

of peer GAIT ratings yiéldings'Understaﬁding (.57) (.70), -

E\. . - | . . - i} ... -,

":1973)_and Chinsky’

ter reliability

e m e
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Blue (.61), Open (.56) (.56), Mild (:82), Warm (.66) (.41),

Rigid (.47), and Relaxed (.71). . (Chinsky & Rappaport's

findings are related to the 3 therapeutic talent items).

Intercorrelations between observer and peer ratings
for‘the 3 therapeutic talent items for the 2 above mentioned
studies (beginning with D'Augelll s-followed by Chinsky & .

Rappaport's in parentheses) were:

Understanding .20 (.32), Open .30 (.49); Warm .35 (.53);, all
of which reveal significént results at the .05 ievel.. This
dlscrepancy between correlatlons for both studles. may be

due to the fact that the subjects in D'fugelli's study were
undergraduates pert1c1patmng'1n the_study as part of’a course
requirement, while the latter study employed college stddents
participating in a year?long.seminar inlcommunrgy mental
health. With regard to peer vs self ratings on fthe GAIT,
D'Augelli reports significant'cdrrelatioﬁs only‘ n Blue, Open o

and Quiet dlmen51ons, whlle 1nterrcorrelq§10ns between

'observer and self ratlngs reveal ng 51gn1f1cant indings. “_ﬁ\\ /)

Consistent wlth the above flndlngs. Andrews et al

‘ (19?6). report that peer-self and peer-observer ratings were

related, whereas self-obgerver ratings were independent.

Ky, : ”)
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Several studies have provided modest but significant
vaiidation for the GAIT as a procedure for assessing inter-
personal skills. Both Goodman (1972) and Rappaport, Chinsky
& Cowan (1971) found that the clients of undergraduate
counsellors with higher GAIT ratingsi%ere judgéd as more
improved than clients seeing counsellors who were less
proficient in interpersonal skills. D'Augelli (1973) found
that groups composed of high GAIT rated subjects were more
cohesive and more effective than the low GAIT rated groups.
In a study conducted by'Dooley (1975) employing 79 UCIA
undergraduates, peer rated GAIT Therapeutic Talent variables
were significantly correlated with the self reported Comrey
Personality scale of Empathy. Although the correlations
were reported as sighificant, the weight of this significance
is questiongble as the correlations were duite low. This
slight correlation may be‘attributaﬁle to the difference

Q;}tween peer and self ratihgs. The former requires the
wratings of peers on actual dyadic lnteractlon, as a "state"

observable at the moment, whereas the latter (Comrey) refers

< :
mor%hto a general ability or "trait" that a person may or
maﬁ not possess.
In- this study, the focus of the Role Play - Role A

Reversal treatment w111 be upon interpersonal sen51t1v1ty.

LA
,
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Rogers (1957) states that interpersonal sensitivity is made
up of importani aspects such as empathic understanding ,
openness - honesty, warmth - acceptance (all of which the
GAIT is designed to measure). Following treatment therefore,
each individual will have the opportunity to demonstrate

his or her level of empathic understanding, openness, and
warmth, in front of a group of peers who are randomly sel-
ected from the 3 treatment groups. They will then be rated

on the corresponding GAIT variables on the basis of their

dyadic interactions.

For the purpose of this study, the main focus will
ee upon peer ratings in assessing interperéonal effective-
. ness in the EAIT. The ratings of observers (trainers) Shd
. self will also be employed ~ gpecifically,to reveal the
1ntercorre1at10n8 between peers, observers, and; self ratlngs
on the 3 GAIT variables and compare with the findings
now present in the literature concerning the GAIT.

| P

~
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L, Experimental Design and Procedure

~ A pretest - posttest control group design was used
in order to study the hypotheses in gquestion. This design
enabied_ the author to obtain levels of empathy prior to
traininé in order to verify the equivalence of groups. The

effects of training could then be assessed while taking inhta-

account the initial level of students' performance independent

of training.

Three groups were utilized, in thié étﬁdy. One treat-
ment group (Rolg Playing-Role Reversal) anhd two control
Gfoups Discussion and no treatment Groups). The rationale
for employing two control groups, was that thg Discussion
Group would serve as a control for group interaction and -

¢ o

discussion, while the No Treatment Group represénted the

\
students' initial level of interpersonal functioning uncont-

+ ‘aminated by any {?orm of training.

Pretest:

The pretest consisted of the folloﬁing:

The 30 students were randomly divided into 2 equal

gfoupé. One groﬁp was labelled "discloser54: while the othef

was referred to as "understanders". They were then randomly

'

TR e SRS
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assigned to pairs in which each discloser diécussed a personal
concern for approximately 10 minutes with their understander
who was instructed to listen and understand as best they
could. Following this interaction, all of the students were
asked to fill out the IJS (Interpersonal Judgement Scale).

The disclosere then completed the Specific RI (Relationship
Inventory)} to rate their understander on»thgir iﬂterpersonal
functionig§ and effectiveness, while the understanders rated
themsel@gsron the General RI form, on how interpersonally
effective they perceived themselves to be with people in
'gqperal. ‘ .

Due %o practical considerations such as school time
and stuﬁent.availability, fhe same procedure was carried out
the following day in order to complete the pretesting. This
¢+ time howéver, all the discloéera from.tﬁe preéious day now
became undefhtanQers while the dﬁag;éfanders now became dis-
closers. Once agaih through random selection, the students
were assigned to pairs and the same procedure was}cdrried out’
which terminated-with the complétion of the General and Specific:
RI forms. As all of the subjects completeg,one form on day 1
and thg other on day 2, t tests were car ied out to determine
wﬁether the group.who completed a partic&lar form on one .day &

differed from the group who.cpmpleted’it on the other day.
- Thué,Aaf the end of'tﬁé pretest, each individual'had
1) bEen;fgted by a peer on their interﬁersonél effectiveness
'Tollbwing\a speqific 10 minute interaction (as measured by

"the SP RI), L
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2) rated themselves on their interpersonal effectiveness with
people in general (as measured by the Genéral RI),

3) been rated by their partner on interpersonal attractive-

ness (I1JS).
AY

Following the pretesting, the Btudents were randomly

assigned to 1 of 3 groups:
—1) Role Pla&ing - Role Reveréﬁl -
2) Discussion Control Group

3) No Treatment Control Group. x

Since it is possible that the variations in the pro-
portion of male to fémale participants between groups may
effect'?he outcome of the results, this' factor was controlled

»

for by'maintéining the same proportion of males and females
L]

across the. a\froups, such that each group consisted of 6
females and 4 males.

Both thé ﬁ%}e Playing ;fRole Reversal and Discussion
groups met for 14 hours every second day for 10 days, thus
receiving 7% hourslof training. The same leader was used to
train both groups. The No Treatment Control Group received no

training at all, although.they did participéte_in the pre and
~post testing.

Posttesting.

For 2 days following the compietlon of tralning, the

qﬁ’gents once agaln partook in the procedura utilized in the
pretest, (For detalled instructidns see Pretest p.?u)

1. . | . * . ‘
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One week later, the final posttest was carried out,

"Two students from each of the 3 groups (Role Playing, Dis-

cussion and No Treatment) were randomly assigned to a GAIT

group. This randomized selection controlled for sex 3o that
.the end result revealed 5 GAIT groups of 6 students each -
4 groups con;aining 4 females and 2 males, and 1 group con-
tainihg 4 males and 2 females. These GAIT groups were run
by graduate Psychology students from the University of Ottawa

who had no knowledge of the experiment prior to this point.

The GAIT was designed so that each individual had
an opportunity to both disclose and understand a problem.

The procedure was as follows:®

As the 6"sfudents-entered the room, each was glven
a tag with a dlfferent 1etter on it, as well as 2 pencil and
Piece of paper. They were then asked to record on thelr
plece of Paper, 2 personal concerns or problems that they
had and WOu%f Elke to share with the group. These concerns
" could incl variety of 31tuatlons, such as difficulties
with peers, parents, 51b11ngs¢ ete., and 1nvolve such problems
as alienhtion, guilt, discomfort, se}f worth, etc. Once each
member had recorded their pexnsonal ccncerns, the person with
letter A began and discloged one of his problems written on
his paper to the person with letter B. . They were then given
approximgtely 10 minutes to 5 ; ~the understander
simply attempting to reflect :i:rj::;::::h;jn;;;\bther, to

disclose his own relevant 't:houghtl ;or to simply llsten very

L)
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hard. He was to avoid giving advice, offering interpretations,
and direct approaches. At the end of the dialogue, the
understander was asked to give a brief summary of the
presented proﬁlem after which the discloser reread his ‘
initiél stateméntf This enabled the group to obtain an over-
view of the understander's grasping of the problem. The group
.tégn continued tofinteract in dyads. The understander then
Lécame'the discloser, and disclosed to the person wﬁo had

the letter Ci This procedure continued until each stzdent

had a turn at being both discloser and understander. When

the entire procedure was completed. the GAIT scales were
handed out and each'person was agked %o raté each member of7

the group-as well as themselves gp the items found on the scale.

A sample of the directions used by the GAIT leaders
can be found in Appendix 7 - E:gigérs'Instructfons,

L * .
—_ , :
\,yﬁgféfﬁs completes the description of the procedures ‘
utilized in this study. The follwwing sections will présent

the various experimental treatments employed fpllowed by an

outline of the hypotheses under investigation as well as theév

statistics empléyed in fhe analysis of the data.

4 R - _i,f’ P
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5. . Experimental Treatment S #

~ In this section & desdription of treatments given

to the Experimaniai and Control Groups will be discussed. . &
1) Qontgoi Group

The control group was a no treatmght control group
that partlcmpated in the pretest and posttest only. Follow-

1ng the premeasure. these students remained in their regular

class for 2 weeks at which time they returned for the posttest,

2) . Role Playing - Role Reversal Group

This group met for 1% hours every second day for.
10 days - thus receiving a total of 7% hours of training.

LY

The first meeting consisted of:
(a) a slide show entitled "Personal Communlcatlon: Gestures,

Expressigns and Body English, Part 1w,
(b) explanation of the consept of‘empathy,

(¢) a description of characteristics most 1igfly to be
rélated to the concept. .

(d) role playing ex@rcises so that the students could
familiarize theﬁselves'with non verbal communication.
The exercises, carried out in pairs, consisted of
facial expressions, gestures and postures that non

verbally communicated a message, and

e —— = =
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(e) giving pictures with various facial expressions, 7
gestures and postures to randomly assigned pairs
and asking them to identify the feelings portrayed

in each picture and discuss them with their partner.

For the second meeting, the group was presenﬁed with,

(1) ficticious problems read by the group leader, as well as

' (2) excerpts on tape of ficticious climmts with problems

presented to counsellors.

The purpose was for the students to learn to identify the

feelings of another through tone of voice, content of speech,

‘silences; etc. Each student was asked‘&o write the feelings

of the other as accu{%tely as they couie, and then toek;turns
revealing what they thought the feelinge of the other were.
Following a number of excerpts of thie sort, the students »
then recorded empathic'responses to t statements of the
clients oﬁ tape, as though ‘they were responding as a friendd

t9 this individual with a problem. Discussion and feedback

we'e‘agaip employed in this procedure.
'

At the end of the session, the students were asked

“ to come prepared for their next meetlng by brlﬁélng in a list /’///

of 1nterpersonal situations where.they found themselves to be

either angry, non accepting, rude..lmpqtient, etc. Thesge
y .

| e % o ~:-7 
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situations were 10 be the ones used in the Role Reversal
interactions planned for the following meeting. 'Examples

of appropriate situations %o use were given by the group

leader, for example:

"A new girl comes to school. It's her first day
day in class. She raises her hand to answer

a question, everyone thinks it was a silly //j
answer. You and the rest of the class begin /ﬂ

to laugh at her. How does she feel?" g

This third meeting was divided into 2 parts. Firstly,
"the group began with a continuation of last days exercises
followed by verbil empatﬁiq responding to the excerpts on
tape, which gradually led Yo rsle‘played situations between

rairs of individuals, with one expressing a problem and the

'othefwﬁpsponding empathically.

Following this warm up, the situations written by
the students were employed such that-each ipdividual acted

_——out one of their situations with another member of the group.

The procedure was as follows:

'Each situation was role played three times. The first time

the author of the situation (antagonist) played the role that

. . .
’ . e - /]
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he wrote himself to be; while another in the group played

the role of the so called 'victim'. After explaining the
situation to their partner, the antagonist led the 5-10

minute dyadic interaction and attempted to reenact it in

as close a fashion as he originally perceived it to‘be.

Once this was completed, the roles were reversed. The anta-
gonist now took the part of the victim, while the other student
playéd out the:antagonist as best he could. Updn completion~
of this second interaqtion, the two Peturned to the group .

for discﬁssiqp and feedback of the two role played inter-
actigns. Following this period, the two resumed théir‘kirst g
role pléyed phsitioﬁs. This time however, the antagonist was
instructed to be as understanding and empathic as ke could.

)

This procedure enabled each antagonist. to:

1) experience his 'real life' role as he interacted with
others daily, .

2) to experience the role of the other with whom communica-.
tion was faulty, and ‘ :

3) to re-evaluate his position on the bagis of taking the
role of the other and on the basis of discussion and -
feedback from the group.

The last two meetings consisted of a continuation of
Role Reversals utilizing the Personal’ examples of the members

of the group, with ®mphasis on identifying the,feelings of

¥
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3) Discussion Group

-

This group also received a total of 74 hours of

training, meefing every second day fqr 1% hours fdr 10 days.

The first meeting for this group also consisted of
the slide show, however the content of the slides was geared
toward a deseription of how these non verbal colmmunichtions

could be applied to their respective future careers.

The group's discussion concerning their careers
»éontinued during their 2nd mestihg. -Matters dealt with wefé{
requirements necessary 1n terms of schooling, and personal
characteristics necessary for varlous careers. $he dlscussion

gradually focused upon group structure, dynamics and communi-

catiom:

The "third meeting conyinued-with.the concept ffomA
-the previous day, followed by an activity pertaining to

communication. The exercise was #s follows:

- - - e o
The group was divided into pairs and each individual was given

12 shapes made out of paper, example O, A, O <>. ete.
Sitting back to back such thaﬂ’ﬁgfiher partlclpant was able
to see the shapesqéf the other. one person 1g,each dyad was
designated "1nstructor , whlle the other was the Plistener.
“ The obaect of the task was. for .each 1nstructor‘l.5

™~
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to arranég his shapes in any design that he chose. As he

did'thi_,Jhe was jto instruct his l?steher,on_how to create
e %he.saﬁ design. . The liétgrer wﬁg'no% allowed to ask the
_ instrugtor questions at this point.- When the instructor had
K—/i fini;;ed his.desigp and his instructions,piﬁeAtwo were to
.ﬁﬂ/fturﬁ aroynd épd:}bok at each othér's designs. 'They then’

discussed whéther the listener had any problems understanding
- the {Eétructlons,‘and if so, how the 1nstruct1ons could have

\
been given in a more readlly understood fashlon, focu51ngo

/ on the specific aspects of communication that either facili-

tated or_inhibited successful?completion of the task.

-AS each pair completed this aspect of the exertise,

the roles were reversed and the exercise completed again,

¢ TN T

followed by a discussion pertaining, to the task.
The exercise for the 4th meeting also focused on
e L . .. )
communication with the godls centered on;
. N
1) studying the process of sharing in a task oriented group,
2) ‘studying thé cess of tpoperation, and’

3) observing the emelrgence of leadership behaviour.

' - First of all this activity consisted of a351gn1ng
=
¢ fa’nro lem to the group which had Egibe solved in approximately

/éa\m;nutes, eg. organizing a skl trlp or dance for the schocl.

S
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~’ﬁecondlx,_papefs-werefﬁﬁssed out asslgning each

=  -ihdividual é‘role'fo'ﬁlay\which-was-uﬁknown'to the other

o .
‘.1z}members of the group. - Example of a role is as gollows:

"You are to play the role of -the 'Free‘Spirit', You would
* l{ - . ' ' . .
much rather be out at the pub having 'a beer, you are the

joke teller,
AT

Thus the group's aifh was to solve the problem

the one who likes to keep things light."

PPN g
il O

presénted, yet at thé;same time carry o?x“the different roles

" assigned_to. them. A discussion followed the exercise.

. The final day for this group once again focused

. upon an exercise aimed at, group dynamics, sharing, and roles.

v ~

The instructions-were as follows:

o Pretend that lutts and mipps represent a new way

' of measuring distance and that dars, wors, and mirs
. represent a new way of measuring time. A man drives
. from-Town &, through-Town B and Town C to Town D.

The ‘task of your group is-to detérmine how many
wors the enfire trip took. You have 20 minutes 7
for this task. Do not choose a formal leader. -
. T .
You will be given cards containing informdtion
related to the.task. You may.share’;hls
information orally, but you must kee€p cards in

I

your hands throughout the task.

- |
' i

" A discussion related to the above mentioned aim¥ was

carried out upon completion of the task.

)
]
;
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The first hypotheeis concerns itself with self

perceived change in empathy following™training:
,‘ .

T 1. There are no significant differences in
. self perceived change in empathy between
the Role Playing, 'Discussion and No
Treatment Groups as measured by the

' General RI, - :

The second hypothesis concerns itself with peer
perceived change in empathy following training:

2, There are no eignificant differences in
peer perceived change in empathy between
the Role Playing, Discussion and No
Treatment Groups as measured by the
\Spet':ific RI- . :

r | -

To evalugte Hypotheeee 1 and 2, an analyeis of

~ variance will be performed on the’ pre}bst meane of "the 3

_groups before training. If the: pre test diﬁferences are

statlstically significant b then an andlysis of covariance
will be conducted in order to remove poseible ‘confounding
variables which may effact actual treatment; effects. If no
significant differences exiet between the. 3 groups preceding
treatment, then an analyeie of variance will be conducted

~

on the posttest meana." , . .

-

-

. ,The‘third'and:iaet hypotheeie is also related to
peer perceived changee in‘empathy, and'that,ie;'
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3. There are no significant differences .
between the 3 groups' levelsof empathy, :

opernness, and-warmth as rated by peers
"on the GAIT.

-

. . . B ’
To evaluate Hypothesig- 3, 3 univariate F tests were"

performed, as the GAIT reaulted in 3 scores for each ind-

ividual as rated by peers.

~

{
In summary, this chapter presented the subjects,”

the ‘Betting, the instruments, the experimental treatment ,

“the experimental design, the null hypotheses, procedures,

folbowed by a presentation of the statistical . analyees used
to test these hypotheses,

2t



-—

88 /-

CHAPTER IIT

4

PRESENTATION OF RESULTS

This chapter will-butline the results of the ex~-
periment’ and the statistical analyses utillzed in eval-

uating the hypotheses.

Thus the results of the 3 measures utilized in this
gtudy wilil be presented ,i,e,, - the Specific Relationship
Inventory, the General Relatlonship Inventory, and the GAIT.

For the purpose of determining whether treatment
had an effect upon peer- perceived change in empathy (SP RI)
and gelf perceived change in empathy (Gen RI) prior to and
folldﬂlng treatment, an Analyais of Variance (ANOVA) was
performed on the pre and post test means, -

In/U;Zer‘to test for significant differences-between
the means of the 3 groups as rated by peers for the variables
of Empathy, ppenneas, and Warmth on the GIIT, 3 un;variate

F tests were conducted,

ANOVA Results

Null Hypothesis I There are no significant‘differences

-
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between the Role Playing, Discussion and No Treatment Control
Group in self perceived empathy following training ae
‘measured by the General RI. Empathie ability was measured by
the Grand total score of the RI, i.e,, a combinationiof the
scales E,C,U,R. . _ . .

‘Table 1 presents the means and standard deviations

for the 3 groups prior te and following training,

As the Gener was administered both prior to and '
following traini

in order to test for significance between

the above means, ANOVA was -performed on both the pretest

and;postteat me
\\\ An ANOVA was carried out on the pretest means in order to
test for significant differences between groups prior to treatment.
(See Table\ﬁj. A8 no significant differences existed before
training (F « .19 )» an ANOVA was performed on the posttest
'means to test for significant differences following training.
The E ratio for the Posttest ANOVA of the General RI,
. o "was 1,52 thus revealing no significant differences between
groups following treatment. It would iﬁpear then, that training
did not significantly alter the groups.! level of empathy.

Hypothesis 1 was therefore not re jected.

v
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| TABLE 1

Pre and Post test General RI means and S.D.

for the Role Playing, Discussion, and No
Treatment Control Group.

Pretest .

3 —
RP D - NP
N .10 10 10
MEAN 373 29.7 33.1
S.D. 30,2 28,5 : 24,5
\ °  Posttest
)
RP D ' NT
N~ 10 10 10
MEAN 52.5 36.6 32,1

S.D. 28.6 31,5 21,2
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Analysis of Variance for PRE and POST General Ri

for the 3 groups

PRE N = 30
Level *
. vel of
Source df, S5 | MS F Ratlo gionificance
Between 2 289-.87 » 1"""".93 - l19 i N.8,
Within 27 20897,.10 77397
Total 29  21186.97 '
2
POST N =30 "
Source | af sS MS F Rati of a
. a ignificance
Between 2 229?-“'0 11“’8.?0 1.52 NS,
Within 27  20319.80 752,58 |
Total . 29 22617.20
4 :

% F .99 (2,27) = 5.49
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Null Hypothesis II: There are no significant differences
between the Role Playing, Discussion and No Treatment ..
Control Gréups in peer perceived empathy fgilowing train-

ing as measured by the SP RI, N

Empathic ability was measured by the grand total

scores of the RI, i.e.; a'combinatieh.of the scales E,C,U,R.

Table 3 represents the means’ ‘and standard deviatlons

for the 3 groups b}fore and after treatment.

Cnce again as in the GEN RI, themé? RI was administ-
ered as a pre and akpostlmeasure of embathic ability.

No,significant\differencee were found between groups
preceding traiﬁiﬁg, F= .82 (See Table 4). On the basis
of theBe non significaﬁt pre test results, an ANQEA was
carried out on the post test means to determine Ahether
treatment effects existed following training./The F ratlo
for the post test ANOVA revealed no signi izant differences

between groups -F = 1,06. It would appear then that train-

-ing did not significantly alter the students' level of

empathy. ?herefore, Hypothesié IT was not rejected.
¢
In order that each 1nd1v1dua1 complete both the GEN.
and SP RI forms before training, it was designed such that
on Pay 1, half of the subjects were administered the GEN RI

while the other ha}f were administered the SP RI. Day 2

i e - ‘ \\\‘\. Kg:*'“\



. S
r
. 93
) TABLE 3
PRE and POST test SpeeffI1e\RI.means and S.D.
for the Role Playing, Discugsion, and No
Trea@}t Control Gyoups -
L
PRETEST ~
N RP" D NT
>‘ N ' 10 10 10
/ MEAN k9.6 “ . 54 : 33
s.D. , 54.2 - 25.5 . 29,9
L4
POSTTEST
. RP N ©NT
N 10 10 10 ~
MEAN : 25.8 . 36.9 52.5
S.Di 3848 - k3.1 41,5
{ 4
" LS
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TABLE &4

Andlysis of Variance for PRE and POST General
RI for the 3 groups

PRE E . N= 30

' Level of %
Source = df Ss . . MS F Ratio Significance
Between 2 24 53,07 1226,.53 .82 N.8.
Within 27 033240 °  1493,79
Potal 29, 4278547
POST N = 30

v .
: Level of &

Source af- SS MS - F Ratio Significance
Between 2 - 3598.20 1799.10 - - 1.06 Nn.s.
within 27 k45765 1695
Total 29  149363.20
a

F .99 (2.27)'= 5-49 .
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1

consisted of the same procedure - howéver, all those who
had completed the SP RI on Day 1 were given the GEN RI to
complete while the seﬁe was carried out for the othen‘
half of the subjects,

The post testing was designed in. a similar manner.’

"It might be hypothesized then, that the order in
which the subjects completed the fofms might proeuce a
significant difference between groups. In other words, by -
completlng the SP RI before the GEN RI and vice versa,
may in some way effect the way an individual completes
the lattenrform.

_ In order to teet for these poseible differences
related to order of completion, 4 t tests were conducted '

on the following measures: Pre GEN RI - t = .75 Pre.

SP RI-- t = .09 ; Post GEN RI - © = .94 ; and Post SP R] -

S

t =1, 40 (See Table 5).
The above t values reveal no significant dlfferences
between the groupe who completed the form on Day 1versus

L]

Day 2 on any of the 4 measures.,
]

. 'Null Hypothesis II1: There are no significant differences
e -

between the Role Playing, ‘Discussion and No Treatment

.

re



T tests for ORDER of completion of

TABIE 5

95a

Fre and Pest General and Specifié RI forms

- . " PRE SPECIFIC RI

T VALUE MEAN DF

‘ Day 1 Day 2
PRE GENERAL RI .75 37.67 30413 28
.09 B.87  46.20 . 28
POST SPECIFIC RI 1.40 L2.48  38.63 28
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Control Groups on GAIT variables of Empathy, Openness;

and Warmth as rated by peers following training.

Table 6 reveals the means and standard deviations

for the 3 groups following treatment.

In order to test for significan\\Hifferences between
the means of the 3 groups for the varlables of Empathy,

Openness, and Warmth as reted by peers, 3 univariate F

tests were conducted, (See Table 7). The F ratios for/the

ANOVAS are - Empathy = .11 ; Openness = 64k ; and Warmth
= 1,04, Thgféfore, there were no significant differences
between the 3 groups on any oF the GAIT variables as rated

by peers. That is, Hypothesis III was not rejected.
K

:
3

1.

£

.

g ‘



s . Variable

EMPATHY

OPEN&E#S

WARMTH

£y

Openness; and W,rmth.

.N[

S‘.D.

/lh \
L) 9?
'\\:2?313 6 .
Cell Means and-Standard Deviations of Peer —
Ratings for the GAIT variables - Empathy,
Groups
Role / No
Playing Discussion - Treatment
. Lo
2477 2.4k 2,78
A5 455 " .52
2.88 2,27 ° 2, bk
071 0?? . 069 P
2.89 '2.:22 2.65
.78 .50

«28
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TABLE 7

i
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-

- ) ¥ ' ’ l
ANOVAS for the 3 GAIT Variables - Empathy,

‘Openness, and Warmth as rated by peers féllow-

o

ing Treatment,
) 1

’

]
VARIABIE 1 -/EM.PATHY K N = 30
. N .
- szf ' " o Tével of &
Source . df - S8 - MS F Ratlo gionificance
\z\ .09 - Ol7k .11 n.s.
Within 27 12,01 Ll
Total ° 29 © 12,11 \
) 1
* ) 1
' \l r . \ . ”
» . VARIABIE 2 = OPENNESS N = 30
. _ . Level of a
Source af SS MS F Ratio
g ) Sigwkrisaqfe ‘
Between 2 «36 +1816 « 64 NeB. )
Within 27 7.63 .2826
Total ’ 29 ’ 7.99
VARIABLE 3 - WARMTH N = 30
: Tevel of a
Source daf . Ss. MS F Ratio Significance
Between: 2 .57 .2870 1.04 - n.s.
Within 27 7 o143 ’ +2750
Total 29 7,99

% F .99 (2,27) = 5.49



“ /
(—.f'

CHA?TER Iv

4
.DISCUSSION OF RESULTS

1)

The following chapter‘;ETi~pfesent a discussion

of the results outlined in the previous chapter.,

~ T

‘Discussion of Null Hypothesis I,

y

Hypothesis I: There are no significant
differences between the Role Playing,
Discussion and No Treatment Control
Group in peer perceived empathy follow-
ing training as measured by the GEN RI,

. The first hypothesis referred to the students'

self perceived level of empathy following treatment.

An analysis ‘of variance was performed for the pre

test scores to deterq&ne whether differences existed be-

tween the 3 groups prior to treatment. Results demonstrated

that the groups did not differ signifivantly in self

perceived empathy prior to training. On the basis of the

non esignificant pré test results, an analysie of variance

was also performed on the post teést scores t? reveal

\

.
!
- -
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whether treatment had an effect upon the.students " level
of empathy. Non Bignificaﬁt results demonstrate that
training did not significantly effect the students'

self perceived level of empathy.

As ypotheéis.I could not be rejected, the poweb‘
of the st;fzg%icdl test was computed to detefmine the
probability of rejecting the null hypothesis correctly. )
The power test revealed a £ value of .59 - corresponding .~
;B a power of .15 ( at ﬂpi level). C_#,n/

In this study therefore, there was & .15 probability
of féjecting the null hypothesié correctly, thus making |
it statistically difficult to detect any treatment.effects.

T tests were also performed to determine whether
or not the order in which an individual completed the
forms had an effect upon the scores that they obtained:‘
Results revealed non significant t values thus maintaining
that order did not interfere wifh the completion and re-

sults of the forms,

!



101
Discussion of Null Hypothesis II;

Hypothesis IIs There are no significant _

differences Detween the Role Playing, o

Discussion and No Treatment Control 9

Groups in peer perceived empathy follow-

ing training as measured by the SP RI,

The second hypothesis referred to the students:*
level of empathy as perceived by their peers., The stat~
.istical analyses for both the pre and post tests re-

vealed no significant differenées-between the 3 groups,

It was found however, that both the Pre SP RI and
’Pre IJS and the Post SP RI and the Post 1JS scores re-
vealed significant correlations. (See Appendix 8).
o The procedureﬂconcerning the IJ§ and‘§B RI involved
pairs of individ}?lﬁzinteracting in dyads, where one

individual played the role of the helpee, while the other

' .
played the role of the helper. Upon completion of the dyads,
each individual filled out the IJS questionnaire on the
basis of their liking for their partner. The helper then .
completed the GEN Rf based ;ﬁ their perception of their own

_interpersonal effectivenesé, while the helpee completed
the SP RI which involved rating their helper on their
interpersonal skills, Only-scales 5 and 6 were employed in
the analysis of the 1JS, as they are the 2 responsible for

'measuring Interpersonal Attraction.

This procedure was carried out as a pre and post measure
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which enabled the author to obtain a degree of relationship
between the IJS and the SP RI both prior to and following
treatment. The corfelation for the pre SP RI and IJS was

.80; while the post SP RI and IJS'reVﬁaled a correlation

of .77. It appears Epen tha% interpersonal.attractivenesé
ma& play a role {h bne's perception of anofhers' empathic
ability. That is, how interpersonally effectile an individual

] ) .
is seen to be, may change according to how much one individual

likes anqgther,

In an article entitled “Pychotherapy and Friendship",
Reisman & Yamokoski (1974) investigated the communication
styles bejween therapists and peers, and the students' degree
of preference to eabhf_ﬁEQBrteen introductory psychology
students participated in the axperiment and were asked %o
bring to the féllowing meeting, a friend with whom they could
discuss a personal problem. At thertiﬁe of the session, one
of the two was designated the role of ‘helper', so tha¥ half
‘of the psychology studgﬁts-played the role of 'helpee* and
. half played the role of 'helper'.

Each intéfview was taped apd random samples were
obtained from each. The samples wére then compared with client-
therapist samples obtained from Rogers (1951) ppfi52-154;
204-205, and Gorﬁon, T., (Shapiro; 1964. pp.42—45).

/ Results demonstrated‘an obvious differénce between theA

- _ . |
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responses of the therapists and those of the friends. Rarely
(3% of the responges) did friends communicate in an empathic
fashion, but rather responded with interrogatory, expository

or suggestive statements.

A second study was conducted to investigate the
frequency of empathlc redponses and thelr desirability among
friends.” The findings demonsﬁrate that the students- regarded
interrogative and particularly empathic responses as infrequent
among their friends and that the desirability for such state-

ments f;om their friends was low.

Thus it may be concluded that friends prefer suggestive
and expository comments and see little need in'adopting an

.

empathic Tghner of responding.

In relation to the results of this study, the degree
of frlendshlp between two peers may influence one's perceptlon
of how helpful another can be, and empathic skills in them—
selves may be méan;ngless and a more direct approach may be

welcomed by peers. Thig may in part account for the lack of

significant results in ratings on the Sp RI. For if empathy

.

is not imporﬁant to-friends in the scussion of personal
problems, then the students may havly been concentrating’on

‘ and rating a differgnt kind of unde standing - a more direct,
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suggestive understanding rather than an empathic under-

" standing. Whether an individual was responding empathically

may not have been their focus, for not only may their
definition of "an understanding person". be differenf, but
they may:also be highiy influenced by the degree of liking
¢f the helper on the part of the helpee, '

In summary, it appears that the subjects were less
concerned with empathic abilities than they were in inter-
personal attractiveness. They seemed to perceive fellow
gtudents whom they like as more empathic, independent of
actusl skills. |

The power wﬁs also conducted for this test revealing
a # value of .20, This value demonstrates that there exists
a 410 probability of rejecting the null hypothesis correct-
ly.

Discussion of Null Hypothesis III:

Hypothesis ITI. Thdée are no significant
differences bpetween the Role Playing,
Digcussion and No Treatment Control Groups
on GAIT variables of Empathy, Openness,
and Warmth as rated by peers following
“training. ‘

The third hypothesis referred to the level of empathy,

et
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openness, and -warmth as perceived by peers. The ANQVAS

revealed no significant differences between groups jon

any of the 3 variableé.

-According to thelliterature, it is demonsfrated thaf
observer-peer, peer~self, ratings_on the GAIT are usually
related, while observer-self ratingq remain. unrelated.

In this study however, it appears that peer;observér
and self-obsérver ratings are unrelated while peer-self
ratings afe related on 2 of the 3 variadbles - Empathy and
Warmth (See Appendix 9), This difference in related var-
iabkes between studies may be due to the population utilized
in this study. The literature reveals studies employlng a
varlety of subjects most of whom are university students
or trainees in various helplng professions, It is possible
that adolescents have g dlfferent yet their own consistent
s way of v1ewing thlngs Whl?h differs from others, and they
also may possess g different definition of empathy and op-
enness than trainers who are conceptually and practically

familiar with such concepts,

1, LIMITATIONS
Overall, this study Treveals a lack of significant

igaults. Below are some factors which may have contributed

to this lack of findings.

™~
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The stude glh_h,/;angéd in ages from 15-19, were

all chosen from one class and then randOmly assigned to

-

groups. The part101pat10n in the experiment was not on a

volungary bgsis which appeared to be an issue for some of
The teacher of the class announced that par-.

t

I's

cipation”in the experimeﬁt was compulsory and that it

W

ould be worth 10% of their final grade. The trainer re-
ceived many complaints and resentments from the gtudents
Q}fh\regard to HAVING to take part in the study, stating

that\ﬁt was unfair for them not to have had a choice.

. A second difficulty was that of time. Originally
the experiment was 'designed to consist of 12 E&ﬁra of
training but due to the tightly scheduled nature of the
High School, as well as the.;nterference of track and
field day and the occasional bus trip, it was impossible
to carry out the experiment in the desired length of time
and was thus limited to 7% hours.

The literature reveals a variety of lengths of
training utilized which have reported ‘successful' training
of individuals. Boulet (19?5) trained student counsellors
successfulyy in 18 hours, and Eicke (1974) successfully
tréined graduate students in counselling in 6 hours{ while
Kolk (1971) successfully trained nurses in empathic comm-
unication in 12% hours. Although there is a discrepancy in

time required to train individuals and a need to clarify
\
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what the term "successful" means for different authors,it
is evident again that the populations utilized in these
studies consisted of people in the helping professions,
whose motlvation is more intrinsiec for learning empathic
skills., Alsc Eicke 8 criterion for success in empathic
communication, involved directlng responses from Carkhuff's
Discrimination Index to excerpts on tape, which is very .
different from empathically responding in actual dyadic
interactlon.\.

It may also be that adolescents require far more
training time;not only tc experience more of the role
piayed situations, but also to enable them to incorporate

this new and different way of responding into their per-

sonally developed communication repertoire.

A third potential qifficulty related to the-training
of the students, was the inexperience of the trainer. The
- same trainer, who trained both e}ﬁerimental gronps, had
limited experience in group 1eeding and facilitating. This
may‘have had an effect upen the students’ perception of the

groups which in turn may have effected the success of train-

ing and outcome,

A fourth possible confounding variable was the am-

mount of testing involved in the study and the precision of

'



108

the measuring instruments. Each student was reqguired to
complete both a SP RI and a GEN RI prior to and following
treatment. The length of the tests as well as the wording
were said to be tedious and difficult for'the students,.This
may ha;e affected their level of motivation wit£ regard to
completing the forms in an accurate manner.
As for the precision , it may be questionable as
. to whether the instruments employed in the study did in
/ fact tap tho 5;255165 that were trained in the empathy

program. A potenilal interference was the utillzatlon of

~

-— the grand mean for the Relatlonshlp Inventories, The var-

iable qf Empathy alone may have been more precise in reveal-

ing treatment effects.

Finally, a situation that was difficult to totally
control'for as the contamination effect between the groups
duriﬁg traiping. That is, the training seﬁgiogs and nature
of the ireatments may have been discussed between individuals
‘from different groups. It is impéssible however, to not only
know whether this did in fact occur, but rather if it did,

v did it have any effect upon the results. Furthermore among
other gradients that may have been related to the non sig-
nificance of results, is the strength and intensity of the
training, the degree of relatednegs to the subjects' personal

experience, as well as the apathy evident in the groups.
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To summarize, all null hypotheses stated earlier
were not rejected and the results obtained were discussed

. and interpreted. \ Q\

In the foliowing section, a consise summary of the
results, conclusions and recommendations for further re-
search will&be presented. -

P

*

. '!.‘J'~
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. - SUMMARY AND CONCLU§IONS
The goal of thls research was to assess the effect-
\-,a o
1véness of a Role Plg ng-Role Reversal Tralnlng Program xi:\»

i promoting empathic skills in adolescents. , f
I L

1The.subjects werem39 High School_Ftudents'éomprising =
a clags in Career Plamning at Sir John A. MacPonald High

School. They were randomly assigned to one of three groups.

_Role Playing-Role Reversal, Dlscu351on, and No Treatment ~—
Control such zhat gach group resulted 1p the samqinumber of

males and females (6 females - 4 males). A pre-test post-tegt

control group design was used, and the lével of empathy was

‘measured by a’ Specific 'and Generai\%orm of the Relitlonshlp
Inventorx both before and after tralnlng. aé well as the

Group Assessment of Interpersonal Traits which was utilized
as a posttest only. [

| DL [
The results on the Specific RI, Ggﬁ%fzzf;;};nd the

GAIT, feyealed no significant difference§ among the three
groups following the experiﬁental treatments. The lack of
sféﬁifican% diffefEEEEE*waé discuésed in ‘termms of the popula-
tion used, the length of the training progr;; and the‘
lnexperlence of the trainer. Other p0551b13411m1t;;ﬂ0ns

were also discussed, such as the contamination effect and
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the ammount of tests administered fo the students. ' -

- Though this sfudy did nof reveal significant
differences, it offered leads for .further exploration of
the togic. The Role Play - Role Reversal approach.could . .
possib;y contribute to an increése in empathic ability with
an adolescent population, provided that the length of
training along with thé ammount of Role played - Role Reversal

exerciges were increased.

-

Finally, this study réiées a number of questions
which could lead to further researéh in the field. To con-

clude then, several suggestiohs will be made:

1. Increase the tralnlng time for all treatment

Q groups as well as the nuber of tralners per
L . .
A Eroup.

2, Explore the gelationship between the ratings of

empathic ability between strangers and between

friends. ) ,
- 3. Study the long term effects of empathy training
it ) . -
! by administering a.posttest 3-6 months after
trainiﬁg.
Aﬁ\. . - A

,\\ h.i)Explore the motivation level aof..the subjects

prior’ to conducting the e$per¥peht, and utilize

.
L . 0 ~

1
i
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dither volunteers or'a group that is aware and

consenting of undergoing training.

Decrease the  ammount of testing and select more
precise measurements of the variables being

traiﬁ%d. R ¢

\

Increase the number of subjects which will in )

turn increase the'ﬁower of thé test.

1
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APPENDIX 1

SPECIFIC REIATIONSHIP INVENTORY - HELPEE FORM
FORM 0S-6l4~FEMALE

Code: . : ' Date:

. - Below are listed a variety of ways that one person
may feel or. behave in relation to another berson. Please con-
sider each statement with reference to your present relationship
with

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 ong. Write in +3, +2, +1,
or -1, -2, -3, %o stand for the ollowing answers: '

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

+2: Yes, 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. Y

-2: No, I feel it is not true. .

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

1, She respects me az a person.

2. She wants to understand how I gee things.,

3. Her interest in me depends on the things I say or do.
' L, She is comfortable and at ease in our relationshi%i:i:_———
5+ She feels a true liking for me. ' '

6; She may understand my words but she does not see the
way I feel., ' .

7«  Whether I am feeling happy or unhappy with myself .
makes no real difference to thg\yay she feels about me.

-




10.

11,

——————

————————

———.

f

12.
13.
14,
15'
16.
17.

18.

19.
20,

21.
22,

23.

2h,

25.
26,

8.,
o,
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I feel that she puts on a role or front with me.
She iz impatient with me..
She nearly always know exactly what I mean.

Depending .on my beha?iour, she has a better opinion
of me sometimes than she has at other times.

I feel that she is real and genuine with me.
I feel appreciated by her.
She looks at what I do from her own point of view.

Her feeling toward me doesn't depend on how I feel
toward her.

It makes her uneasy when I ask or talk about certain
thingSQ :

She is indifferent to me. )

Shé usually senses or realizeé'ﬁhat I am %eeling.
She wants me t; be a particular kind of person.

I nearlypalways feel that what she says expresses
fi?Ctly hat she is feeling and thinking as she says

She finds me rather dull and uninteresting.

- Her own attitudes toward some of the things I do or

say prevent her from understanding me.

I can (or could) be openly critical or appreciative
of her without really making her feel any differently
about me. <

. ,
She wants me to think\that she likes me or understands
me more than she ‘really does,

She cares about me,

Sometimes she thinks that I feel a certain way,
because that's the way she feels. 2

VI



27

29.

30.

—

1,

h2,

28,

Ll‘3-‘

123

b

She likes certain things about me, and there are
other things she does not like.

Shé does not avoid anything that is important for
our relationship. -

I feel that she disapproves of me,

\ .
She realizes what I mean eVEn_when I have -

.

difficulty in saying it.

Her attitude toward me stays the same: she is not
Pleased with me sometimes and critical or disappointed
at other times.

Sometimes she is not at'all comfortable but we go
on, outwardly ignoring it. ~ :

She just tolerates me.
She usually understands the whole of what I mean.

If I show that I am angry with her she becomes hurt
or angry with me, too.

She expresses her true impressions and feelings with
me.

She is friendly and warm with me.

She just takes no notice of.some things that T think
or feel. ‘ .

How much she likes or dislikes me ig not altered by
anything that I tell her about myself.

At times I sensej%hat she is not aware of what she
is' really feeling with me. ‘ ’

1 feel that she really values me.

She appreciates exactly -how the things I experience
feel to me. :

She approves of some thingé I do, and plainily dis-
approves of others. -



48,

ho,

50.

1.

—_—5

She understands me.

X ) . 124

S
She is willihg to express whatever is actually in
her mind witl/me, including any feelings about her-
self or abouf me. ) |

; -

She doesn't like me for myself,

At times she thinks that I feel a lot more étrongly
aout a particular thing than I really do,

Whether I am in good spirits or feeling upsét does
hot make her feel any more or less appreciative of
me. '

She is openly herself in our relationship.,

I %? to irritate and bother her.

- . L.
She does not realize how sensitive I am about =ome

of the things we discuss.

Whether the ideas and feelings I express are "good”
or "bad" seems to make no difference to her feeling
toward me. ‘

~ Ve
i

There are times when I feel that her outward responsé
to me is quite different from the way she feels
underneath. oo » Co

At times she feels contempt for me.

Sometimes I am more worthwhile in her eyes than I [~
am at other times. :

I have not felt that she tries %o hide anything from.
herself that she feels with me.

She is truly interested in me.

"Her response to me is usually so fixed and automatic

that I don't really get through to her.

I don't think tha¥ anything I shy or do really changes

the way she feels toward me.

What she says to me often gives a wrong impression of N
her whole thought or feeling at the time.

T

4



61.
62.

463-

6l

. . 125 °

She feels deep affection for me.

When I am hurt or upset she can recognize my
feelings exactly, without becoming upset hersgelf.

What other people think of me does. (or would, if
she knew) affect the ways she feels toward me.

I believe that she has feelings she does not tell

.

me about that are causing difficulty in our
relationship.~
. L Y
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APPENDIX 2

SPECIFIC RELATIONSHIP INVENTORY'- HELPEE FORM
FORM 0S-64-MALEy

-

CODE: | . DATE

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 present relationship \
with : \ e ~

Mark each statement in éhe left margin, according to
how strongly you feel that it is true, or not true, in this
relationship. ZFPlease mdrk every one. Write in +3, +2, +1, or
-1, -2, -3, %o stand for the following answers:

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

+2: Yes, I feel it is true. : .

+1: Yes, I feel that it is probably true, or more true than
" untrue,

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

~2: No, I feel 1t is not true.

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

1. He respects me as a person.
s

. He wants to understand how I see things.
« His interest in me depends on the things I say or do.

2
3
" k. He is comfortabdble and at ease in our reiationship.
5. He feels a true liking for me.
6

. He ‘may understand my words but he does not see the :
way I feel.

7. Whether I am feéling happy or unhappy with myself
makes no real différence to the way he feels about
me. ' :




8.

9.

10.

o 11,

14,

22,

‘23.

2,

25,
26.

. 27,

12,
13.

" things he does not like.

127

A
./_7 | . .
I fe¢l that he puts on a role or front with me.
He is impatient'witﬁ me.
He nearly always'khows-exactly what I mean.

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

I feel that he is real and genuine with me.

I feel appreciated by him.

¢
i

He looks at what I do from his own point of view.

His feeling towdrd 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 I am feeling.

He wants me to be a particular kind of person.

T z’ -
I nearly always feel that-what he .says expresses
exactly what he is feeling and thinking as he says it.

He finds me rather dull and uninteresting.

His own attitudes toward some of the things I do or
say prevent him from understanding me, ,

I can {or could) be operly critical or appreciative

of him without really making him feel any differently
about me.

He wants me to think that he likes me or: understands
me more than he really does.

He cares about me.

Sometimes he thinks that I feel a certain way, because
that's the way he feels.

He likes certain things about me, and there are other



28.

—

30.

L1,
bz,

yly.

L5,

29- ’

b3,
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He does not avoid anything that is important for
our relationship.

I feel that he disapproves of me.

He realizes what I mean even when I have dlfflculty
in saylng it. - B . _ )

\‘
]

Hic attitude toward ctaya the same: he is not
pleased with me sometrmes and critical or dlsappOInted

at other times. d)
Sometimes he is not at all comfortable but we go n,
outwardly 1gnor1ng it.”

He just tolerates me. i -

ﬁe usually ﬁn@gré%ands 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 thlngg that I thlnk

or feel \

1

How much he likes or’dislikes me is not altered by
anything that I tell him about muself.

At times T -sense that he is not aware of what he 1s
really feellng with me.

Y

I feel that he really values me, o

He appreciates exactly how the things I experience

_.feel to me.

He approves of some things I do, and plalnly 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 like me for myself.




L6,
L7,

L8,
h9,.
50.

57
58-

61.

\‘
62.&

63-

6l

He is openly himseXf in our relationship. ' -

\ F L §
' 1
i

. .
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At times he thinks that I feel a lot more strongly
about a particular th%ng than I really, do.

Whether I am in good,g%irits or feelingAupset does
not make him feel any more or less appreciative of me.

I seem to irritate and bother him.

He does not realize how sensitive I am about some of
the things we discuss.

- Whether the ideas and feelings 1 express are "good"

or "bad" seems to make no difference to his feeling
toward me. ,
There are times when I feel that his outward recponse

to me is quite dlfferent from the way he feels

underneath.

Y
ht times he feels contempt for me.

N

He und ersﬂands me.

‘Sometimes I am more worthwhile in his eyes than I

am at other times.

I have not felt that he tries to hide anything from :
himself that he feels with me.

He is truly interested in mg.'

His response to me is usually so fixed and automatlc
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 pebp&e think of me does (or would, if he knew)
affecﬁ tpe 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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APPENDIX 3

GENERAL REIATIONSHIP INVENTORY

r

CODE: . J - .I DATE ; 7

Below are listed a variety of ways that one person
may feel or behave in relation to others. DPlease consider
each statement with regard  to how you see yourself relating
to people.

Marl each statement in the left margin according to
how strongly you fee +that it is true, or not true, in general
circumstances. Please mark every one. Write in +3, +2, +1,
or -1, -2, -3, to stand for the\following answers.

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

+2: Yes, I feel it is true. . .

+t1: Yes, I feel that it ig probably true, or more true than
untrue. "

- -1: No, I feel that it is probably untrue, or more untrue
than untrue. . ‘

-2: No, I feel that it is not true.

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

1. I respect others asg people,

2, I want to understand how others see things.

My intérest in others depends on the things they say
or do. - ’ '

b, I am comfortable and at ease in my relationships with
' others.

I feel a true liking for people.

6. I may understand people's words but do not know the
way they feel.

7 Whether people feel pleased or unhappy with themselves,
does not change the way I feel about them. .

f
|



8.

10.
11,

__12.

. _______13-
1t

15,

16.
17,
18.
19-

20.

21,

— 22,

23,

214‘.

25,
26.

P
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I am inelined to put on a role or front with others.
I am impatient with people.
I nearly always know exactly what others mean.

Depending on their behaviour, I have a better
opinion of people sometimes than I do at other times.

I feel that I am real and genuine with others.
I appreciate others.

I look at what others do from my own point of view.

My feelings towards others doesn't depend on the way
they feel towards me. -

I feel uneasy when others ask or +talk about certain
things.

I am indifferent to others.
I usually sense or realize what others are feeling.
I want others to be a particular kind of person.

I nearly always feel that what I say expresées exactly
what I am feeling and thinking as I say it.

I find others rather dull and uninteresting.

My own attitude toward some of the.things others do
or say, prevents me from understanding +them.

Others can (or could) be openly critical or apprecia-
tive of me without really making me feel any
differently towards them.

I want others to +think that I like them or understand
them more than I really do.

I care about others.

Sometimes I think that others feel a certain way,
because that's the way 1 feel.
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I like certain things about others, and there are*
other things that I do not like.

I do not avoid anythihg that is importaﬁt in my
relationships with others.

I feel that I disapprove of others.

I realize what others means even when they have
difficulties in saying it.

Ily attitude towards others stays the same; I am not

pleased with them sometimes and critical or disappoint:

ed at othqr times.

Sometimes I am not at all comfortable with others, but
a8 we go on outwardly ignoring it.

I just tolerate others.
I usually understand the whole of what others mean.

If others show that they are angry with mé, I become
hurt or angry with them also. .

I express my true impressions and feélings with others.
I am friendly and warm with others.

I take no notice of some of the things that others
think or feel. ‘

How much I like or dislike others is not altered by
anything that they tell me about themgelves.

At times I sense that I am not aware of what others
are really feeling with me. ’

I feel that I really value people,

I appreciate exactly how the things others experience
feel to them. )

I épprove of some things others do, and painly
disapprove of others.

I am willing to express whatever is actually in my
mind with others, including any feelings about myself
or about them.
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I don't like others for themselves.

At times, I think that others feel alot more strongly
about a particular thing than they do., .

Whether others are in good spirits or feeling upset,
doesn't make me feel any more or less appreciative of them,

I am openly myself in my relationship with. others.
Others seem to irritate and bother me.

I do not realize how sensitive others are about some of
the things that we discuss, -

Whether the ideas or feelings others express are ‘'good’

or 'bad' seems to.make no difference to my feelings
toards them. .

There are times when I feel that.my outward response to
.others is quite sdifferent from the way that I feel
underneath, '

At times I feel contempt/for otheks.

I understand cthers.

Sometimes others are worthwhile in my eyes more than they
are at other times,

I have not felt that I try te hide anything from others
that I feel with others.

I am truly interested in others. -

My response to others is so fixed and automatic, that I
don't really get through to them.

I don't think that anything others say or do really
changes the way I feel about them.

What. I say to others often gives the wrong impression
of my whole thought or feeling at the time.

I feel deep afféction for others.

When others are hurt or upset I can recognize their
feelings exactly without becoming upset myself.

What other peOple'think of others does (or would if I
knew) affect the way I feel towards them.

I believe that I have feelings that I do not tell others

about, that are causin difficulty i - )
with them, ‘ s -L¥ in my relationehip

!
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DATE
+R ANS +E | ANS +0 | ANS +C ANS
1 2 7 L
5 10 15 12
13 18 23 20 \
2 0 1 28
5 3 e i
37 34 39 N 96‘
L1 Lz L7 Ll
57 54 51 148
61 62 59 56
SUB
TOTAL
# 1
‘R -E -V -C
9 6 3 8
17 i 11 16
21 22 19 24
29 26 27 32
33 38 35 Lo
15 46 L3 52
kg 50 55 60
53 58 63 6l
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APPENDIX 5

INTERPERSONAL JUDGEMENT SCALE

1. Intelligence (Check one ‘ \
I believe that this person is very mugh above average }ﬁ,
intelligence.
I believe that this person is above average in intelligence.
I believe that this person is slightly above average in
intelligence. , =
I believe that this person is average in intelligence. }
I believe that this person is slightly below average in/
intelligence. : 2
I believe that this person is below average in intelligence.
I believe that this person is very much below average ih
intelligence. )

2. Knowledge of current events (Check one) - \

I believe that this person is very much below average in 7
his/her knowledge of current events. K
I believe that this person is below average in his/her
knowledge of current events.

I believe that this person is slightly below average in
his/her knowledge of current events. a
I believe that this person is average in his/her knowledge .
of current events.

I believe that this person is slightly above average in
his/her knowledge of current events.

I believe that this person is above average in his/her
knowledge of current events. :

I believe that this person is very much above average in
his/her knowledge of current events.

3. Morality (check one)

This person impresses me as being extremely moral.

This person impresses me as being moral.

This person impresses me as being moral to .a slight degree.
This person impresses me as being neither particularly moral
nor particularly immoral. B

This person impresses me as being immoral to a slight degree.
This person impresses me as being immoral.

This person impresses me as being extremely immoral.

e
(\\’, ~

N
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4. Adjustment (check one)

I believe that this person is extremely maladjusted.

I believe that this person is maladjusted.

I believe that this person is malad justed to a slight degree.

I believe that this person is neither particularly maladjusted
nor particularly well adjusted. ‘

I believe that this person is well adjusted to a slight degree.
I believe that this person is well adjusted.

~ I believe that this person is eXtremely well adjusted.

rroro

5. Personal feelings (chetk one)

I feel that I would probably like this person very much.

I feel that I would probably like this person.

I feel that I would probably like this person to a slight degree.
I feel that I would probably neither particularly like nor
particularly dislike this person.

I feel that I would probably dislikeythis person to a slight
degree. - . L

I feel that I would probably dislike this person.

I feel that I would probably dislike this person very much.

6. Working together in an experiment (check one)

I believe that I would very much dislike working with this
person in an experiment. '

I believe that I would dislike working with this person in
an experiment.

I believe that I would dislike working with this person in
an experiment to a slight degree. ! . '

I believed that I would neither particularly dislike nor
particularly enjoy working with this person in an experiment.
I believe that I would enjoy working with this person in an
experiment to a slight degree.

I beli®ve that I would enjoy working with this person in an
experiment. _

I believe that I would very much enjoy working with this
person in an experiment. :
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/ APPENDIX 6
b GROUP _DESCRIPTION SCALE
GAIT
Your name and }etter Date
1. "I feel he showed empathic E G

understanding of what others
really mean (i.e., he tried
to talk about the other's
feelings rather than focu-
sing on the intellectual
content and giving advice)

2., He secems sad,blue, dis-
-contented,

"3+ He appeared honest, frank
emotionally open (i.e.,

he seemed to honestly say
and show what he was
thinking and feeling and
was not defensive, non-
committal or "professional"
-_sounding.

b I see him as a mild, reserved
__quiet person. )

] r,__/

5. He seems wafﬁ\ patient, and
accepting. (i.e., he does
not judge the other person
or tell him what he ought
to do, but rather seems
genuinely concerned and
non-judgmental - will

: accept his right to "do his
own thing,"

6. He appears set in his ways
»++ offers excuses for his
behaviour dér blames his
problems on others rather
showing willingness or

(/(

interest in changing himself.
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—> ~ 7

I see him as a relaxed, easy-

ooing person.

8.

He seemed to talk about

™ personally meaningful

hard-to-express feelings
(i.e., ke talked about a
personal problem or
concern rather than a
second party or neutral
things. '

y

SCORING SCAILE

-2 -1

- +1 +2 _ +13
I feel he I feel he I feel this I feel this I feel he I feel
was very was not- - was more un- was more was like  He was
muchk’ not -1like .this. like him like him this.- very
lilge this. than like . than not " - much
T ) him, like him. like
¢ . this.
A
AN S
TN S

9.

Ra in order of
pBEfE?ean (in terms
of interpersonal
skills) all group
members. (Place
MEMBERS 1 +thru
under their letter)

h
A B lp’/JD ‘

gl

11/15/72 IFS 4105: ARD

P e e,
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SELF DESCRIPTION SCALE

Name and letter ' , Date

Now please rate your own behavior in today's group on the

same items. Use the same scoring system, which appears again

below., Be sure to answer every item. Place yvour s¢ore on

the line to the right of the item.

~— -

1. I feel I showed empathic understanding of what
others really mean (tried to talk about the

other's feelings rather than’ focusing on +the
intellectual content of his statement and
‘giving advice).

2. I was sad, blue, discoﬁtented.

3¢ I feel I washhonest, frank,emotionally open.,
(honestly said and showed what I was thinking

and feeling and was not defensive, non-commital
or "professional" - sounding, )

be I see myself as a mild, reserved, quiet person.

5. I feel I was varm, patient, and accepting.
(did not judge the other person or tell him

what he ought to do, but was enuinely con-
concerned and non~judgmental.§

6. I feel I am set in my ways.
(offered excuses for my behaviour or
blamed my problems on others rather than

showing interest or willingness in
changing myself)-

7. I see myself as a relaxed, easy-going
person

8. I feel that I talked about personally
meaningful, hard-to-express feelings
(talked about a personal problem or

concern rather than a second party or
neutral things.) _

?-

8.
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- -2 -1 +1 +2 +3

I feel T was I feel I I feel - I feel I feel T feel I

very much not was not this was this » I'was® was very

like this. -like this. more un- was mgre like much like
like me " like me this. this.
than like ‘than not
me. like me,

1

s
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AFPENDIX 7

GROUP ASSESSMENT OF INTERPERSONAL ’
TRAITS

TRAINERS INSTRUCTIONS "

This meeting is designed to assess interpersonal skills.

Procedure: Each of the leaders will have a group of 6

adolescents. You will all have a package with all the necessary
information.

them - the letters run from A to F. Each letter is to be signed
to the person whose name is on that paper, which was determined

by a randomized selection procedure, Once this is done, the
blank sheets of paper in the envelope are to be handed out, to-
each person. -

'Inside the package you will find some papers with letters gﬁ
s

The task begins by asking each group member to tell the group
something about their personal lives. They are to write 2
direct, clear statements of something that is of a concern to
them, The statements should be about the way they feel or
behave in relations with people or one other person. They
-8hould be told that it should be something that they would like
to improve in themselves, a problem, a concern, a dissatisfac-
tion, an embarrassment, confusion in a relationship, etc. It
should be a specific, frank, bold statement, not a question.
They should try to discuss an interpersonal aspect of their
lives that they would not normally discuss in front of strangers
- something that is meaningful to them. T

~

The reason for them writing two statements, one_of which will
be more personal than the other, is that when it's their turn
to introduce a topic, they can read the one that they feel
most comfortable with. Chances are that neither will be easy
for them to read, but they should be asked o try and read the
more difficult one so that they will be discussing something
meaningful for them. : '

Thus, they should not use impersonal or vague. statements, jokes,
or topics that might embarass them or their families. The idea
is for them to focus on. something about themselves that they.
want to change.
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You may want to give them some exémples of statements that
WORK and DON'T WORK.

A, Statements that DON'T WORK:

. "Well, my problem is that I just don't have any’problems,"
or

"I think the schools in this city are bad," or

"I can't seem to get tickets +to the rock concert that's
on at the Civic Centre."

B. Statements that WORK :

"I've been thinking lately that T seem to shy away from
people." or

"I 'm having a lot of trouble talking to my parggts. I

want to get through, but it seemg that we just can't
talk."

"I've been going out with this (girl or guy) that I really
like, but I'm a little scared about how much T like . .
(him or her.) \

Show them how the statements that WORK always included something
that the person wanted to change in him or her self. Point

out that the statements were short and that they didn't hide
behind jokes. ,

v

Continue explaining that once everyone has written down 2 personal
concerns, the procedure begins, The person with the letter A,

with. This person will be called the DISGLOSER. The person
with the letter B will be called the UNDERSTANDER. The object
of this interaction ig for the 2 to discuss the concern of the
discloser. The understanders job is to try to understand HOW
that person feels and SHOW that person feels and SHOW that
understanding back to him or her. Explain to them that they
should try and listen, understand, and respond to what it is
that the person is telling you,

Thus, in their talks, they should explore the Discloser's topic
together for 5 minutes, without any intemuption from the other
members. The others may feel an impulse to add something, but
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. Next, letter B who was just the UNDERSTANDER, becomes the
DISCLOSER and reads one of the 2 statements on his or her list,
the one that he or she feels most comfortable with. The ]
person with letter C now becomes the UNDERSTANDER for B and
this interaction goes on for § minutes. The object of the
discussion is the same, and the procedure continues until
everyone has had a turn being a DISCLOSER and an UNDERSTANDER.

That is, ¢ will then become the DISCLOSER and D will become
the UNDERSTANDER , etc.

An important thing to tell them is that this exercise of
talking to someone is probably like something they've done
many times before, even thoughiithey may or may not know the
other person well. Also tell them not to worry about the
time, they probably won't have time to finish the discussion.
They should not try to solve anyone's problems here or give
them the answer. 1t will be difficult for them, but try to
tell them to sit back and relax and talk with edch other as
they might rap with a friend..

To them: In sum, there are 2 difficult things to do.

1) be as open and genuine in this group situation,
2) be understanding of someone you don't know that well
and communicate that understanding. '

You may not be satisfied with your behaviour in the group
because of the time limits and the situation itself, but I

hope that your interest in this new experience outweighs the
discomfort. g

' The final step, after everyone has had the chance +o be both
a DISCLOSER and an UNDERSTANDER, that is the group will be
asked to describe its members on the rating scales that you-
will give them. At this point the procedure ends.
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CORRELATIONAL.MATRIX CF PRE AND POSTlIJS SCORES

-t

AND PRE AND.POST SPECIFIC RI SCORES
A

N =30 PRE POST
1Js SP RI 1Js SP RI
1Js 1,000 .810 «278 «337
SP RI +810 1.000 250 0220
L.
1Js «278 .240 1,000 77h
SP RI +337 2220 C77H 1.000
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i AFPENDIX 9

Correlations between.Peer - Trainer, Peer-Self
and Self-Trainer on variables Empathy, Openness
and Warmth of the GAIT '

N = 30
Variable- Peer/Trainer Peer/Self Self/Trainer
Empathy . 15 .39 T .08
Openness .19 .- .. 25 Y .23
WaI'm“th ) 30 . ;LFLI' -N: - 1“’
Py
..






