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ABSTRACT

“ N

1

The primary aim of this study was to determine whether the ..
Systematic Training Program (STP), dt %he University of Ottawa was
an effective'tréining approach .that led to lasting trainee growth
on the dimens%ons addressed through thé(?rogram. .
Ten“vo1unteer English speaking counselling students enrolled
in the Systematic Training Program were randomly ass{gned to
_inﬁerview dpe 6f 156 velunteer sfudent couﬁse]lees on- three
:seperate occasions. These three. interviews were conducted
immediately drior to-training (pre-training condition}, {mmediate1y7
after the completion of training (post-training conditioq),.and
finally four months after the comp]efién of trafning (follow-up
condition). At follow-up the counseilors were randomly divided
into two groups of five. Grouﬁ‘ﬂ counsellors conducted th?ir
ffETlow-up interviews without the benefit of a refresher course
on the concepts of the STP while group 2 c0un§e11ors participated
' four hours of refresher training. This manipulation was intro-
duced in order to allow for more definitive statements about. the
long term effects of training.: |
The statistical analysis investigated a) the general
effectiveness of the STP and whether it led to trainee growth on.$

five of the dimensions addressed through the program, and b)

whether the gains exhibited as a result of training endured over.-—-

-

&
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time. Counsellor producfionéh?n each condition were divided'into
sentenne segments and each segment was categorizeg by independent
raters atcord%ng to Hili's 14 Category System'for Classification
of Counsellor Responses. In terms of‘Eng/effectiveness of the 57P,
pre-training/post-training comparisons indicated thét'significant
trainee growth occurred on three of the five dimensions addressed

o

thrnugh tHErqrognam, (closed questions, restatement, and empathy/
reflection) while desired change failed to occur on the other two )
(minimal encouragers and open qnestions). Post-training/follow-up
comparisons 1ndinated that for both group 1 and group 2 S's all
training effects were maintained over time and thus,‘the results
‘indicated that the present STP format does lead to lasting change.
Comparison of group 1 and group 2 follow-up performances indicated
nd differences between the two groups in terms of the c0un§e11ing
dimensions addngssed through the STP.b- Generalily then, the results
seemed to indicgte that with the exception of minimal encouragers.
and open questions the STP provided an effective training format

that Ted to lasting trainee change.

1 1



INTRODUCTION

Tha purpose of the present research was td explore .the

) efficacy of a counsellor training program offered at the University

‘ of'bttawa. The Systematic Training Procram represents an attempt

to combine aspects of Ca;khuff's and Ivey's training ptograms into

a training package that allows for trainee insttdttidh in the usa_

of the five counselling dimensions minimal encourdger, open question,.
clased question, restatement, and empath}/reeretion over a fodr week
period. However, up to.this pdiqt‘the effacts of the:STP haVe orfly
been evalvated in terms of trainee production of empathy'aﬁter com- - .
p]etion'of trainine. Thusl the present study attempts to determine

whether the STP actua]1y leads .to s1cn1f1cant tra1nee growth on each

LN . .
of the five target counse111ng dimensions addressed through the pro— . o e
"gram’ and whether the gains made as a resutt,of tra1n1ng endure over 3 . A

time. To this-ehd the fo]lowjng chapter will attempt to .outline the

origins of the.STP at the University of Ottawa as well as providing
, ) . |‘ A
a~brief descriptiopof this training package.. Past research on coun-

i . =
sellor training programs will‘also be discussed and critiqued hnd o
finally, the implications that'past research had.oh the: present’ study

¢

will also be discussed. The second chapter describes tie subjects, thei
procedures employed, the 1nstrument ‘the select10n and tra1n1ng of’
1ndependent raters, and f1na11y the exper1menta1 treatments. The

final chapter presents the resu]ts, discusses the results, and pro- i

-

vides suggestions for.future research in this area. 4 | - |
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C CHAPTER-1

In 1957 Rogers underscored the 1mportance of, the core cond1t1ons

of therapy, empathic understand1ng, uncond1t1ona1 pos1t1ve reqard

genuineness, and concreteness. ., Since that time many researchers have
focussed on the part:that these condit%on play in the theraputic_en- '
-counter. The resuits of this research have generally indicated that
"oood counsellors consistentlf function: at a high 1eve1'on all core
cond1t10ns and, . poor. counsel]ors are cons1stent1y low across all con-

“ditions" (Butler & Hansen 1973). A good counse]lor then, is one who

’“Understaqu that c]ient's feelings (empathy), cares deep]y {positive -

o VEQard), 1s free]y and openly hlmself in a constructive manner

(genu1neness), and d1scusses Spec1f1c fee11ngs and exper1ences

(concreteness) (IBID) Thus, a1though these core conditions may not

be the Qn1y var:ables that determ1ne the depth of client- se1f exp]orat1on

the tounse111ng 11terature has certa1n1y conf1rmed their importance in

the hands of client centered counselIors This consensus among_many

researchers has prompted numerous authors to deve]op programs that

>

ad.low fOr the short term ‘training of neophyte counse11oF€ Most of
these programs d1ffer in terms of the spec1f1cs of the1r approach to
tra1n1ng but they all f1nd cowmon ground in offer1ng one or more of
the core cond1t1ons to tra1nees 1n‘¥n effort-to ra1se “their Tevel

of funct1on1ng to a po1nt that w111 enable them to estab11sh a warm

<

and fac111tat1ve re1at1onsh1p w1th their cI1ents The
. ‘ Ty

*

; .



gysfemati; Training'Program (STP)'offered_at the University of Ottawa

attempts tb achieve these same gnds through sim{lat means. -
IThe STP is'a:four week program of 1ns£ruct{0n combiﬁing aspects

- ‘of the fraining programs developed by Carkhuff anﬁ Ivey. Both Ivey's

and Carkhuff's programs haVe~been extensively researched and_the.format

and content of the.STP ref]eét an effort'tp select the dimensions <from

each of these ﬁrograhs ﬁhat‘have been yaii&éted'in.the Titerature.

These dimensions were then integrated in o?der to produce a training

prog#am'fn which-basic counselling.skills could be taught in a short

Al

period of time. The next section presents-a review of the literature .

pertaining to.these programs aimed at illustrating the rationdle be--
" hind the approach taken in developing the STP. -
In 1968, Ivey, Nn%mington, Miller, Morrill and Hasse conducted '

a étﬁdy in which th;y examined the efficacy of using téchniques simi-
Tar. to those developed by A]Ten and his associates in the.training of
neophyte teachers; In this Qtydy:the authors focused on three differ-
ent sk{}1s, a?tgnding behavior, reflection of feeling aﬁd summariza-
tion of feéliég in an attempt to determine whether these component
skills of couﬁse]]ing could-be‘taught within a microtraining frame-
work. Their reasoning was that if fhgse skilts could be "described
'in terms meanfn§¥u1 to beginnfng couﬁselors; then‘jt could be reason-
able to use a microcounselling %rgmework to teéchf}ounselor trainees
the,bag%c skills of counsel{ing qujck]} and efféctﬁver“.(Ivey-et‘g1
1968). Tra%ning in all threé'of thése éki]]é waslsuécessfu1 usiﬁg

3
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this approach and tﬁeladthors concluded that fmicrocounse11ing training
wouId'seem to maké professiogai codnse10r training an@ the tfainiﬁg of
'1$y.counse11ors more.meaﬁingful and. effective" (IBID). 'Thus] aé;?ar as
the STP was concerned findings such aslthesé iﬁdicéted,that a fécus on
the;componeﬁt béhaviors of counselling provided the most econ icaLffor—
mat through which to teach novicé‘Foudse1iqrs. The comﬁonenJP:ehaviors
foéused on in the STP are.the attending behaviors (miﬁfma] encouragers,
restatement/and queétiouing techniques fopé; questions, c¢losed questions).'
The methods used in teaching these skills are slightly different from .
those u;;d in Ivey's program but the reasons'ﬁqgrstérting training
with these skills is very similar. It was felt that starting training
on these skills would 1119§frate io trainees how important these be-
haviors are to the establishment of:client-therapist'rapport. §ecgnd1y,
these are skills that aré quite readily mastered and, as a result, frgm .

the initial phases of training onward the traihee has the experience 6f
' /

having made progress and, he is thus motivated to continue. Further,

’

i
by presenting the most basic skills early in the course one establishes

a firm foundation to which the more complex skills can later be added.

A review of the literature also indicated that the inclusion of
videotape in the training procedures at the University of Ottawa would.'
be beneficial. Many authors (Da]toﬁ, Sundblad, and Hybert, 1973;

"Moreland, fvey, and Phj111ps, 1973; GTuckstern, 1973; Toukmannian |
jéa Rennie, 1975; Gormally, Hill, Otis, and Rainey, 1975; Di Mattia

' Arndf, 1976) had conducted studies of- the microcounse]]ing-format gpd



found the use of vidotape To-be beneficial. The study-conducted by
Toukmannian and Rennie (1975) is of particular interest here since 
they pointed to a eossible benefit in theluse‘o% videotape. Theee
authors compared the relative effectiveness of Carkhuff's Systematic
Human Relations Training (SHRT) program and microcounselling. Training
received by §'s éh the microcounselling coneition focused on attending
behavior, yerba1 fo110ﬁing, minimal activity.nesponses, reflection of
feeling, ane open inquiry. The training received by S's in the SHRT
condition focused on accurate empathy, genuineness, respect,“coﬁcrete—
ness, confrontat1on, self disclosure, and 1mmed1acy S s in each of
the two exper1menta] cond1t1ons were g1ven a full tra1n1ng program

while S's in the two contro1 groups received either lectures:on

_counselling or no instruction. A1l S's spent-seven minutes in trans-

~

action with one of eight standard clients pﬁior to and, upon completion ‘

™

of training. A1l transactions were audiotaped "and 1ateﬁ randomized to
allow for the rating of empathy, open invitation to talk, closed in-
quiry, and interpretation and advice. Two'}aters trained in the use
bf 8ierman's version.of Carkhuff's_empathy'scale rated for empathy
while two others trained to discriminate éefween the'micrOCQUese11ing
communication categories ratee for those;beﬁaviors. An-anafysiS'of’
covariance using S's pretest empathy seeres as the covariate ehowed
tﬁat the training groups performance was significantly gﬁeater than

the control group's performances (p < .001) but it also showed thaf

the m1crocounse1{1if12:9gg, erformance here was greater than that

-
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of the SHRT group (p‘< 01) As for the three cOmmunication categories,
a univariate anaTySis of covariance showed that the. experiementai groups
‘again showed significantly greater gains in the use of these skiiis than
did control S's (p < 001) On the baSis of these results the authors
_concluded thet a]though~both of these programs are usefui and ef?ec-
tive in teaching counse]ior skiiis to neophyte counseiiors. ‘the micro-
counselling student Tlearned something extra that is part of Judged
empathy" (Toukmannian and Rennie 1975). Thex_go on to state that this
difference may be the result of the fect that microcounselling allows
for student practice fron the start of traininpg where SHRT does not
due tolthe Spiit betueen the discrimination and-conmunication phases
of training. the students receive in this program. They also proposed
that some of the performance difference may be due to thew/se of Vided“\
tape as a training tool in microcounseiling as opposed to audiotape in
"SHRT. Such evidence provides good support for both of -these training
appraoches but argues particularily favorably for the inclusion of
‘videotape in training. In light of such evidence it seemed desireaoie
to include this aspect of.the microcounselling program in the STP at |
the University of Ottawa. "For a detailed description of the micro-
counseiling program refer so Appendix 1. _ )
Mumerous authors {(Anthony and Hill, 1976; Gc;r'ma'liy, Hi1l, Gulanick,
and McGovern, 19?5; CGormally, 1975; , Toui;n!annian-and Rennie, 1975;
Shroeder, Hi1l, Gormally, and Anthdy, 1973; Anthony and Carknuff,
- 1969;  Carkhuff and Bierman, 1969; -Carkhuff andIGniffin, 1969) have

'l
N
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researched Carkhuff's SHRT format and found it to be an effective

‘training'brocedure In ?act, students not only benefit from the pro--

by

_ gram but they reported1y engoy its relevance and usefu]ness Anthony
and Hill (1976) found that "SHRT is va]uab]e for students interested

in the he1ping professiaons, not only.because it equips them with neces-
sary and effective sk1lisjpa$ also because it provides an educational
experiénce that the students themsélves consider more relevant and use-
ful than their more traditjbna] educatipna1 experiende“‘(Anthony and
Hill, 1976) Toukmann1aq end Rennie (1975) also found that SHRT led to
trainee growth on the dwmens1ons offered through the program but the1r
findings also indicated that SHRT-tended to result in growth on the
"affective‘and paralinguistic aspects of in;erpersonaf communications:”
(Toukmannian and. Rennie, 1975).2 Thus, it appears then that Carkhuff's
SHRT is effective in preparing tfaiﬁees for the veebal components such
as ehpathy/ref]ection that are involved in the interview situation.
Carkhuff's approach to empathy/ref1ectionvtraining was also attractive
since it was felt tﬁat‘h%s didactic/experiential approach was 1ikely

to result in an_in-depth understanding of the concept. Throudh this

approach the concept of empathy/reflection is operationally defined in

the didactic phase of training in order to minimize confusion while

the trainee learns to identify the various ways in which empathy/
ref]ect1on can appear in the theraput}c setting through discrimination

traiging. Finally, Carkhuff's emphaé\_,gn the experiential aspect of

traiﬁing allows the trainee the opportunity to experience empathy/



e . : :
<ref1ect%dn as bbthAcommunicator and recipient and thus coﬁe'to under -
stand its impact froﬁ both perspectives. _A11 in a1l it was felt that
this was the most comprehensive appfogch taken to empathy/reflection
triQn{ng andzlas a resu]t‘the approach taken to empathy/reflection
training in thé STP closely parallels Carkhuff's.

A gréﬁter emphdsi’s on Carkhuff's SHRT was avoided due to some

recurrent criticisms of this program that appear in the literature.
" One af these critici;ms voiced by Calia (1974} is that, by attempting
to be efficient and comprehensiye in terms ﬁf;ﬁelating his training
program to hislconCeption of the theraputic process, Carkhuff Jnegates
'thé‘import;nce of. the inspiratio;ai and humanistic components of
therapists' conditions" {Calia 1974). Calia feels that due to the
programmed 1inearity of treatment that Carkhuff advocates through ‘

hié'trainfng program he runs the risk of.undermining the equally im-
| portant creative aspects of theﬁapy thaf come with spontaneity and
the use of therapist intuition. He warng that 9}echniqué often be-
comes an éxcuée to aJoid struggling with qne‘s own seﬁse of striving
and resouréefu]ness“ and that, "trainees ;111 be successful {ie., -
functipﬁ as both scientists. and arfﬁsts) primarily when they are
able to transcend their training and technique in pursuit of their
own way of helping people grow" (Calia 1974). Hence, Calia sees
Carkhuff's SHRT bfogram as a convenient way to expose nowice coun-
sellors to some of the central concepts involved in helping but re-

acts strongly against this program's dogma. He prefers instead that



trainees use what they have learned throUgn this program.and comeine'
this learning with their own unique ta]ents in order to.beeome:thera-
pists in their own right. ‘ ' o _ 7 ’ -~
Another major criticism of Carkhuff s program is that through
the core cond1t1ons that it presents’ the tra1nee 15 taught to focus
on the content aspects of helper behav1or to the exclusion of certa1n'
behav1ora1 components that also fac111tate c11ent self express1on
.Tra1ners in Carkhuff's program are’ taught to focus upon and reflect
the c11ent 5 verba] content exc1u51ve1y but, 1t has been quest1oned
wnether or not this specific a focus is capable of providing novice
counse11ors with the necessary skills to initiate and maintain thera-
pugit contact. As menitioned above, extensive research has confirmed.
that the SHRT program dees result in significant increases in the
usage'qf the conditions presented throuéh the program. However, as
Toukmannian.and Rénnie (1975) pointed out, when these skills are used
to the exclusion of skills that focus on the more behavioral aspects
of the interview situation the helper's overall effectiveness may be
perceived as being somewhat Tess than it could be. Tnus, in short,
a heavier reliance on Carkhuff's program was avoided due to the nega--
. tive aspects of his program's format and its lack of attention to
the behavioral aspects encountered in the counséﬁling situation.
For a detailed description of SHRT refer to the Apendix 2.
The literature indicates then, that both of these programs lead

R
to trainee growth on the demensions they offer but that different
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Ski11s:a;§ﬁbeing offgredjthrougﬁ each program. Hengé; it wés‘reaédaéd
that a.combination of the two programs could provide tra{hees with a
broader épectrum of cbunsej16f,ski11s._ lvéy recognized that this pos-
sibility existed when ﬁe.stated "i; is posSib]g‘to combine aspects

of the microcdhnsel?ing format with other-approacheé to bring forth

new methods of trafning" (gvey 1976). Thus, the STP at the University’

of Ottawa attempted to achieve an effective synthesis of these two
programs in order to provide trainees with as comprehensive a training
package as possible.

Systematic Training At The University of Ottawa

“The $TP¥at the University of Ottawa is a four week program of
instruction combining aspects of fhe traﬁning programs developed by
Carkhuff aﬁd Ivey. The-first'week_of 1h$t¥uctfon borrows in con§ent
" from Ivey's prégram and ;oncéntfétes on teachiﬁg attending skills
(eye contact, body posture, énd_verbaT fo]]éwing)‘and techhiques of
qués?ioning‘(open'bs. closed qu§stions, direct vs. indirect que;tions,
double questions, bombarding) while the'éeéohd week of instruction
with its focus on émpath§/ref1ection borrows directly from Carkhqff's
program. A]thqugh the first week of the STP is very similar to micro-
counselling in ferms'of content, the instructional approach taken in
the first two weeks of this course more closely péra]1e1s that taken
inlCarkhuff's program. That is, in the first two weeks of instruc-

tion the approach taken in the STP is a didactic/experiential one

aimed at introducing the trainees to the concepts involved and

* The STP was developed in 1972 by Don Boulet Ph,D,

.  J.l.'9‘
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. prov1d1ng them w1th a theoret1ca1 understand1ng of their. pros and c0ns
E

‘Nhere the m1crocounse111ng format empha51zes the use of v1deotaped
role plays from the onset of training in order to heIp tra1nees gonl

"$olidate the various shills being taught, the STP format initially ¢
deeends more on group discussion and roleplaying hithout videofabe.

,Sbecifically, the STP format in the first tﬁo weeks.oflthe course
involved: .1. introducing theffrainee to }he particular skill being
taught; 2-= a]]owing the trainee to exgerience using the skifl in
order that they can formulate the1r own conceptidns of. what the SkﬂT]
1nvo1ves and; 3. reconvening the whole group in, order that everyone
can share their 1deas about the skill be1ng taught and thereby come
to a better understand1ng of its impact and usefulness in the, coun-
selling setting. Thus,ltra1n1ng in any one of.these skiils begins

- with the trainer"definihg the skill to be worked on and providing
exameles of how it can be used in the counselling situation. After -
some group'discussion about the skill being Qresented; trainees ere
broken up into smaller groups and each trainee is inen the oppor-
tunitf to ro]e‘play the client and the counsellor while using the
particular skill. The aim here is to provide the trainess with an.
experiential understanding of the use of the skill from both client
and counseTTor perspectives. -Once everyone has-had the oppqytunity
to ha]e p]ay; the Jarger group re-convenes and the trainees are en-
couraged te‘share any insights and ask any questions they may have

about the use of that particular skill. Again, the thrust is towards



T theoret1ca1 understand1ng of the sk111 and 1ts usefu]ne;E in the .
counseL11ng sett1ng,aé§t towards ach1ev1ng mastery of each skill as -
it is presented 1h the first two weeks of the course,

In theifina] two Leek&rof the course the.trainees are given the
opportuhitj to extehsivelx'gractice the counselling skills they 1earned

l

about in . the first two weeks. It is at this ‘point that the focus o¥

-1nstruct1on shifts towards hav1ng the tra1nee -achieve some degree of
mastery with the skills presented in the course. It is also at th1sr}?:'
point in the edurse that videotape is introduced into the training |
procedure and it is used for the remaining two weeks of the course. =
Thus, in terms of instructional format the f1na1 twd weeks of the
STP are very s1m11ar to m1crocounse111ng except for the fact that .,
there is no 1nstruct10n manual used.

For this phase of tfe program trainees take turns part1c1pat1ng

"as c11ents and counsellors in five to ten minute videotaped dyads.

The intent here is to prov1de the tra1nees with the subjective ex-

-

per1ence of-the couhse111ng s1tuat1qn from both the client's and the
counse1Ior‘s“perspective. Once each roleplay is completed the par-
ticipants are eneouraged to share their impressions with their part-
ner arid the group. The group members are then'given the oppqrtunity -
to make comments about what they observed during the roleplay.

Finally, the videotape is p]ayed back and the trainers provide .

focused feedback about the session. Trainers make every a%tempt to

| provide feedback relevant to the skills taught during the first two
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of body, pcsture, and how o set the pace of an interview. [t |is felt
‘ r that these final two weeks of - 1nstruct1on prov1de the traanee
. va]uable 1n51ghts into the counse111ng situation from both the c11ent
and counsellor's perspectives. '

- For a more, deta11ed description. of the STP the reader isr ferred

to Append1x 3.

Past Research On.Counsellor Training Programs:Criticisms

Many researchers have condunted studi;s to evaluate the:effecgivef |
ness of varioué'ffaining programs - (Dalton et al, 1973; Moreland, Ivey,
Phillips, 1973; SaTtmarsh, 1973; Cormier, et al, 1974, 1976;

: Schroeden et al, 1973& Shapi}o'and Gust, 1974;‘ Eskedal, 1975;
Gormally, 1975; Gormally et al, 1975; Perry, 1975; Selfridge et al,
1975; Toukmannian and Rennie, 1975; Danish et al, 1976; -Di‘Mattia and
Arndta 1976; McCarthy et al, 1977). Much qf this research has con-

- centrated on eV;Tuating trainee_growth on the so called core'condition§
of counselling which include empathy, genuineness, positive regard, and
concreteness. This trend has grown out oé the belief that "good coun-
sellors ;onsistently function at high levels on all core conditions and
poor counsellors are consistently low across all conditions" (Butler
and Hansen 1973). Thus, in the pasf a pfogram'é efficacy was measured

1n terms of how well .its trainees funct10ned across 211 core cond1t10ns

upon compTetion of training. 0f these cond1t1ons empathy is by Yar the

:
. .
T
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most measured probab1y due to the fact that the effect1ve use of
empathy in a counse111ng or. psycho theraput1c sett1ng is believed
to be the vehigle wh1ch BErc1p1tates c]1ent self expTorat1on How-
cever, in recent 11terature (Resn1koff 1972 Gormally and Hi11, 1974,
1975, Whiteley et al,.1975; Goldste1n, 1977; Lambert and De Julio. 1977;
Hil1, 1973; Angus, 1978) thjs focus on empathy has heen challenged on
numerous grounds. One of these critic{sme is that empathy may not \
play as large a'rple jn the counselling setting as it was be]ievee to )
, previously. GTadstein (1977) states“that "despite the 1arge number of
theory,. d1scuss1on caséﬁ and process\arttcles descr1b1ng the positive
relat1on5h1p between empatby and counselling outcome, the emp1r1ca1
evidence still remains equ1voca1“(GTadst1cn, 1977). This issue bo11s
down to: the po1nt that in order for empathy to be effect1ve, the client.
must perceive that the counseT]or 15 1ndeed "with him" in terms of his
responding or there w111 be no forward movement of process
In lieu of th1s criticism a very immediate prob]em arises for
researchers in this area. In most recent studies the researchers
have used rating scales 1ike Carkhuff's Empathic Understanding Scale
to measure cohnse]]or offered eﬁpathy independrntely from client |
utterances, however, evidence suggests that empathy may be more a
}unction of -the batient-therapist interacticn. than a quality of the
therapist (Angus, 1978; Gladstein, 1977). Thus, the current feeling
is‘that mea5urthg cbuneeTIor offered empathy only may be misleading.

Hi11 (1978) mentions five criticisms against the use ,of rating scales
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- to measure counsellar effectiveness. She states that "1) the scale '

.'jboints lack operational specificity, making {t.difficu1t to maintain
ogjectivity and sfandardization of scale use in rating, 2) use of'

+a rating scale impiies a value judgement about the counselor -behavior,
sucp fhat a rater can "punish" a ‘counselor by giving a icébé raé%né if
the rater fee}s‘that the cpun§e1or did not detec; subtle c]ientlmes-
sages, 3} the distance between 3.5 and 4.0 versus the distance be-
tween a 2.5 and 3.0 rating does not seem equiva]ent; ana.4) the use

of -averaged ratings for.a few sﬁort exerpts apbearé to obscure the
variability of counselor behavior, and ?i aécurate empathy ratings'
may qugg a more geﬁera] therapist qﬁa?i:y such that the counselor is
judgéd_on a "good gquy" factor rather thgﬁ.just behavior" (Hi11, 1978).
Lambert and De ﬁuiio (1977) also make the criticism thaF "scales used’ .

to measure gains in interpersonal skills do not have published validity

data to‘support'fhem" (Lambert and De Julio, 1977). wh{teley et al

(1975) eoncur with' Hi11's fourth point when they state that "ratings

based on brief segments can not be considered as accurate approxima-

tions of session based judgements" (Whiteley et al, 19753), and, Gormally

and Hi11 (1974) in an ear]%er paper further this point when the§ state s
that this practice essentially "missgs‘responses with low base rates
1ike genﬁineﬁ%ss and immediacy during the 1ntervieQ“ (Gormally and Hill,
1974). However, the major criticisms of empathy research found in the

recent literature center on the fact that trainees are frequently

educated in terms of the use and discrimination of empathy and then



their grqyth_as_afresult of training iS'assessed_via rating scaies

desighed'to méﬁsure the§g.d1ménsions_in the counse]]jng séttiﬁg. - b

The usefulness dé thislapproach seems questionabfe since, at best,

'positive»tesulfg will demoﬁsfréte that fhese.conceptg can be learned ”

and not-thatﬁthis type of training produces effective cdunsel]ors._

Resnikoff (1972) states that "the problem here is akin to that of

preparing a child to pérfonn better on an intelligence test by having"

him practice items from the very test he will be aiven". Findinéé

based onrthese procédures rale espec{§11y in light of the skepti-

cﬁsﬁ associated with the role of empathy in the counsél11ng-§ituation.

Gormally and Hil11 {(1975) concur on this point when they say that

'change may be the result,of,decreases in some behaviors as well

as the result ofjskiII acquisition. Ratingé can therefore qbscure

which trainee behaviors attuaIIy chénge as a resu]f;of training".

Thus, we end up wi th the situation that Lambert and De E‘J_l_ﬂ"'io- (1977}

describe when they state that "the gdins made (by counselors) have

~ not been dehongtrated to be broadly generalﬁied or of practical sié—'

nificance and therefore seem to be of rather limited value". lHence,

it would appear that'tonqlusions drawn from studies using ratihg

scales as their main mode of data collection are necessarily limited

due to the-]imitat}ons of these instruments. '
Fina]]y,_another shortcoming‘of past research in this area is

that few studies (Co]iingwood, 1971; Hasse et al, 1972; Gormally

et’al, 1975, McCarthy et al, 1977; Spooner‘and Stone, 1977} have



used a. f011ow-up type of des1gn to test for retent1on of sk1115
‘ Researchers work1ng on: tra1n1ng or gram eva1uat1on have cons1stent1y
used.post=tra1n1ng_measures of coupsellor product1on of the core con-

ditions of coUnge]]inQ'as a measurg of program efficacy but little

has been done to test for.skill rgtentioﬁ. The use of a pre-test,

L)

post-test, follow-up type design would allow for.both the eva Jétion Ve ey
- of program effectﬁveness as well as the evaluation of the degreg to
which skills are reta1ned over twme The use of the trad1t10na1 N
post-test des1gn to test for program efficacy 11m1ts the amount of
program relatgq information thée one .can obtain and subsequently,
program improvemeht is also 1imited. Mafarazzo 'states that.“we can
improve (prograﬁs) only by searching for Qeaknesses and e1iminating
them“ (Matardzzo, 1971) and th1s be1ng the case, we should be

.1ook1ng at the long term effects of tra1n1ng as we11 as the "immedi-

ate gains realized as a resalt of ;ra1n1ng.

-

Impiicétiohs for Present Research
In the past the STP has been examined in térms of empathy
(Boulet, 1973; Angus, 1978} but, because of the limitations en-
countered'through ;he<use pf empa£hy scales the amount of informa-
tion obtafned about the overali‘efféctiveness of this program was
limited. Also; by focusing-evé1uatfcn efforts solely on measuring -
the amount of counse11¢r empathy produced as a function of traiqing,

€

we fajl to obtain informétiqn as to whether the STP format is Eﬁ ‘
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effective method for ihstructing ttainees in the use of the other -
four counselling dimensions focused on through the program. Clearly
by evaluating program effectiveness in terms of counse11or product1on
of empathy only, as has been the case in the past, we manage to assess
only one small part of the total training package. Thus, it seems
that since tra1n1ng in the‘STP is intended to result in tra1nee

growth on more than just one dimension then, the program:should be
evaluated by means of an 1nstrument”that can yield information about
changes that occur in trainee level of_functien on al}_dimehsions

offered through the program. It is reesoned then that if the STP

format is an effective one such an evaluation of its ‘affect should

indicate that training results-in an increase in the usace -of facili- '

“tative skills offered through the program. Thus, one would expect an

increase in the gfage of minimal ehtouragers, qpeh‘questionss re-
statement and, ‘empathy/reflection, as a result of tngining. In the
same vein, ski}]s considered detractive to the counselling process
that are presented through the STP should also decrease in f%eqhency
of occurrence if thi¢ training format is an effective enet_ As such,
one could expect a decrease in the usaae of-closed quegtgens as a
result of tra1n1na , SN

Finally, the point was made in the previous sect1on that a
tra1n1ng program can only be cons1dered effective if_ the sk111s it
instills endure. The 1ong term effects of the STP have never been

determined and, as such the use of a pre-training, post-training,

17
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follow-up design would seem to be indicated in order that, 1)\'the
effects of training can be determined and, ’2) it can be determ1ned
whether or not these training effects 1ast over time. Ihua, a cam-
parison of pre- tra1n1ng, post training scores would: 1nd1cate what
initial ga1ns were made as a resu1t of training wh11e a compar1son

Jof post- tra1n1ng/fo11ow up scores would 111ustrate the long term

- effects of tra1n1ng Further, it is reasoned that by dividing the

trainees 1nto‘two equa] groups (group 1 and groug 2) at follow- -up

and allowing one of these groups (group 2) to participate in a re-

fresher course des1gned to refam111ar1ze the group members with the

g concepts and skills taught through the STP, one cou?d make more

definitive statements about the long term effects of the STP. For'
instance, 1f after th1s exper1ementa1 manipulation the results of

‘the post-tra1n1ng/fol1ow-up_compar1son 1hd1cate that,group 2.1s
subertor to group 1 on the dimenstons offered‘through the STP, the ..

‘ performance difference could then be more deffhitefy attributed to

the attrition of counse]]igg skills in group 1. Also, if a compari-

-son of group 1 and group 2 follow-up.scores jndicate that group 2's

' performance‘was superiorlto'that of group 1 at follow-up then it can
safely be said that:this performance*difference 1s)due to the attri-‘i

tion of skills in group 1. Likewieé, %f no dﬁfferences exist be--
tween group 1 and group 2 as a resh]t of these comoarieone at hu; ‘ ?.L
follow-up one cou]d be more confident in stating that there was no |

attrition of the counseI11ng sk111s taught. However, ggven-that :



two weeks of video assisted practice are built into the STP in an
attempt to allow trairees sufficient time to practice and incorpor-
ate the skills covered, it is reasoned that these results of the

and1ysis will indicate that there’das'bgen no significant atrophy

R
I x.

of facilitative behaviors -in the 1Bﬁg‘ierm Concomitfant1y, one
would expect that thesa ana1yses:w111 indicate no significant in- |
’ - crease 1n the useage of‘the det;act1ve counse1]1ng skills taucht
-as a function of time.

. ) o \ ¥
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Hypotheses:

The STP then, is a multifaceted program of instruction geared

towards promoting trainee grawth in many areas relevant to the coun-

selling process. Among all of the skills in the four week program

trainegs receive instruction in the useage of minimal encouragers,

open guestions, restatement, empathy/reflection, and ¢iosed questions.

. For the purposes of this study it was decided to focus on training

effects where these five skills are concerned since Hill's Counsellor

Response Category System allows us to evaluate trainee useage of these

dimensions directly. Thus, based on the research evidence presented

previously in this chapter bne would expect that:

H1:

HO:

Statistical comparison of the level of trainee function at pre-
training and post-trataing will indicate an increase in the use- -

-age of skills considered facilitative to the counselling process

{minimal encouragers, open quest1ons, restatement, and empathy/

.reflection) and a decrease in the useage of skills considered

detractive to the counselling process (closed questions}. Hence,
it is predicted that training will result in:

la: a significant increase in the use of .minimal
- encouragers as a function of training

1b:* a significant increase in the use of open-
questions as a function of trairing

Tc: a significant increase in the use of restate-

ment as a function of training

1d: a significant increase in the use of empathy/
refiection as a functien of training

le: a significant decrease in the use of closed /

questions as a function of training b

Statistical comparison of the level of trainee .function at pre-

training and post-training will indicate no significant differences

in the yse of the skills addressed through the STP.
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HZ:

. 'HO:

Hj:

HQ:

Ha:
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Since the -intent of the STP is to promote lasting trainee change
where both facilitative and detractive skills are concerned, one
expects that statistical comparison of the level of group ]
trainee funct1on at post-training and follow-up will indicate:

2a: no change in the use of minimal encouragers

2b: no change in the use of open questions

2c: no chaﬁge in the use of restatement

~

"2d: no change.in the use qf empathy/reflection

2e: ~no-rchange in the use of closed questions

Statistical comparison of the level of group 1 trainee function
at post-traiping and follow-up will indicate no difference in
skill 1eve1s for.group 1 trainees from post—training to.follow-up.

‘Again, since the intent of the STP is to promote lasting traineé

change where both facilitative and detractive skills are concerned,
one expects that statistical’ comparison of the level of

S group 2 tra1nee funct1on at post tra1n1ng and follow-up will

indicate:

3a: no change in the use of minimal encouragers
3b: no change in the use 6f open questions

3c: no change in the use of restatement

id:’ no change in the use of empathy/reflection

3e: no change in the use of closed questions

‘Statistical comparison of the level of group 2 trainee function at

post-training will indicate no difference in skill 1eve1s for group
2 trainees from post-training to follow- up N oo .

This hypothes1s attempts to determine whether as a result of
refresher training group 2 trainees function at significantly -
higher levels that group 1 trajnees where the Ebur facilitative °
skills measured are concerned. Again, since it is anticipated
that the STP will result in 1ast1ng trainee change ‘1t is pre-
dicted that statistical comparison of group 1 and grolp 2 trainee
functioning at the time of follow-up will indicate no difference
between these .groups in the frequency of the use of facilitative
counsellor skills addressed through the STP.
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Statistical comparison of group 1 and group 2 trainee functioning
at follow-up will indicate no differences between these groups in

their usage of the fac111tat1ve counsel]or dimensions addressed
through the STP.

This hypothesis attempts to détermine whether as a result of
refresher training group 2 trainees function-at significantly
Tower Tevels than group 1 tra1neeslwhere the one detractive

- skil1l measured . is concerned. Onct more, since it 1is antici-

pated that the STP will resu]t in lasting trainee change it is
predicted that statistical comparison of group 1 and group 2
trainee functioning at follow-up will iddicate no difference
between these two' groups-in the frequency of the use of detractive
counsel]or skills addressed through the STP.

Statistical comparison of group 1 and group 2 trainee functioning

- at follow-up will indicate no differepces between these groups

in their usage of the detractive counse11or d1men51ons addressed
through the STP.
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CHAPTER 2-
The Subjects - o ' o

The Counsellors: .,

Recruitment of the counsellors fof this study was done by the
present author. Students enrolled in thé first yeaf of the Masters
program in clinical psychology at the University of Ottawa were
approached in mass prior to a class in:whicgmgbeygyere,a11 enrolled.
Sincé systematic training is a compulsory cou;séhrequir9ment for
students in clincial ps&cho]ogy at the Masters level, the author
was assured of.en1i;£ind a relevant subject population by addressing

" the students in-such a classroom setting. The students present were
informed that the author was interéSfed in bu{lding research into
the Systematic Traiﬁing Program (STP) that they were about to be-
gin in one weeks time!. They were told that participation in this
research wou]digéquire 1nv01vemedt'in the STP as we1i as one hour
of their time on two occasions and-a maximum of five hours on a
third occasion. A sheet requesting names, aﬁd phone numbéfs Was
then circulated and those interested in participating indicated
their interest by signing the sheet.‘_Of,the 14 students that
signed, ten English speaking §tudent§ were randomly selected for:.
participation in the study. The sample canistéd of seven females
and three males. These students were then randomly distributed

betweeh the two experimental groups designated as group 1 and group 2.
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Each student’in group 1 was requ{red to conduct one audiotaped
counselling interqigﬁlon three separate occasions, onéé-pr%or‘to
tfaining,'oﬁce immediate]y'fof1owing compfetion of the STP and,
finally once approximéte1y four months after ;he completion of
training. Students in group 2 differed from those in group 1 only’
in that prior to their involvement in the final audiotapea‘counf
seiling interview they received four hours of retraining designed~
to again familiarize tﬁem with the skills ;aught in the STP.
Details of th{s tefresher'éourse.;an be fouhqrin }ppendix 4,

The éxperimenta] procedures For this study then, were éonducted;on

the day prior to and the day inmediately after completion of training

to ensure that no experiepfe differences existed between the two

groups. As a result this any differehces oBSerQed between the
two groups perfo anceé after four months c6u1ﬁ be attriButed to

group treatment differences..- (see table 1)

The Counsellezs - Clients:

Thbse'who participated as counsellees or clients in this study
were recru1ted by the author from two introductory psycho1ogy c1asses

at the Univer¥ity of Ottawa, A1l students from both classes were

—

—-a

told br1ef1y of the thes1s content area and approximate Tength of
time of part1c1pat1on A sheet request1ng names and phone numbers
was then\ﬂ}rculated and those 1nterested in part1c1pat1ng indicated
‘their }nterest by signing. - Of-the students that s¢gned,'15 were

selected for partfcipa;ié% in the study. Ten of these subjeét§
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TABLE 1

N

<
Breakdown of Subject Sample Size For Comparison Performed

Groups - : Comparison N

Groyp 1* and Group 274 ° Pré-training performance vs. . 10
Post-training performance

Group 1 Post-training performance vs. 5
Follow-up performance

Group 2 - .- Post-training performance vs. 5
EpT1ow-up performance

Group 1 vs. Group 2 . Follow-up perforﬁance 5

*GrouD 1S's received no refresher training pr1or to conduct1ng
_ their follow-up interviews.

#Group 2 S's received refresher training prior to conducting
their follow-up interviews.
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were then randomly chosen and assigned to counsellors in both groups

lfor each pf the three interview sessions.

Procedure: _ C e

The following section will detail é) the type of design iqbliJ
mented to carry out the present study and b) the specific prochural
steps 1nvo1ved in carrying out the exper1menta1 study - g
A) In conduct1ng research investigating var1ab}es involved in the
theraputic 1nteract1on, the counse111ng analogue study employing - a
quasi- counse111ng interview design has- been found to be a highly
effective and adpptab]e procedure.

“Using analogue techniques an iﬁvestigator may do many

experimental manipulations not possible in the natural

setting. He has greater control over the investigation

and, depending upon his ingenuity, may investigate a

variety of aspects of the counselling process. The

ana]ogue method has, great f19x1b111ty in this regard.

One main feature of this method is its potentiality for

experimental investigation of thq specifics of the coun--
seiling process .. (Mun]ey, 1974, n328)

o+
R "

- The experimental design 1mp1nmented in this study then may be
termed a quasi-counselling interview w1th:s1mulat1on of bqth the
client and counseilor roles. _Novice codn;éllors enrolled in the
STP at the University of Ottawa were recruited to participate aé
counsellors in this study while first year psychb]ogy students
participated as clients. This design was chosen because it ﬁ105e1y
resembles the natural counselling situation.

Further,‘a pre-training, post-training, follow-up approach

—



was used in this study. Usinguthis appébégh counsellor Qerform&hce
was analysed prior to and immediately after training in.an attempt
to determine what skills were obtained as a result of training.”
Fo]]ow-up interviews were conducted. four months after completion of
the STP and these sessions Qeré again analysed in an attempt to de-
te;miﬁe what skills had been retained over time. | .
Finally, iﬁ the follow-up the couﬁse11or pdpulation was divided
and'S's.were randomly assigned to one of two groups. Groyp 1 re-
ceived no retfafhing in theffbliow-up wh;He group 2 received four
hours of retraining designed to ;efamiTiarize them with the central
concepts éaught in the STP. Thé purpose fiere was to establish a
comparison group so that, statistical comparisons could be per;
formed on post-test, follow-up data for both groups and the rela-
tive level of functioning‘for both grouﬁs could be established at
that time.~ | )
B) The author randomly selected ten English speaking Master of
Arts 1 graduﬁte psychology students for pérticipation in the study
from a Jist of 14 who had indicated their interest. The students
were approached one week prior to thei; involvement iﬁ the STP ‘at
the University of Ottawa and instructed to meet at the Guidance
Centre on the morning prior to the beginning of the STP; A11 the

~students were provided with separaté“offjces in the-Guidance Centre.

’-Audiotape recorders, present for theé recording of the standard quasi-

- counselling interviews, were placed in each office and a comfortable

-

27
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'1ntEﬁviéw sgtting was ensuréd. Tﬁe Masters students yére.ipformea
that their roie in'the stu&y'was to a) meet with one client and

b) conduct one 15 minute interview in whith they would help the
client to the best of their gb111ty. }nstructions given thesé
students were as follows: 7 ‘l : _ '?f;}

You will be meeting shortly-with a student. He'or
she will be sharing with you a problem or current con-
cern of theirs. Try to listen to the client and help
him or her to the best of your ability. The interview
will be tape recorded however, whatever is said by you
-or your client will remain strictly confidential and
will be used only for research purposes. Please try to

......

conduct your interview for fifteen minutes. I or an
“assistant will knack on the door when your fifteem min-

utes are ‘up. ) ' ‘ .

On the fiha] day of the systematic training pﬁdgram these ten
students were again contacted by the author and iﬁstructedito meet
‘ at the Guidance Centre the fo]]owing day. On this occasion the pro~
cedure as described above was repeated in its entirety.

Approximate]y'four months'éfter the post-training meeting at

the Guidance Centre the ten §tudents involved in this study were
contacted by te]eppone. When contacted, tﬁé five students in group 1
“were asked to meet at the Guidance Centre on a Wednesday afternoon
in order to conduct their final interviews far this study. The
five students.in §foup 2 on the other hand, were agked to meet with
the author at the Guidﬁnce Centre for two hours on the qu@ay and
Tuesday afternoons of that week. On these occasions thé”guthOr
met with the students of group 2 in a video equipped room in the

basement of the Guidance Centre and they were involved in a féfresher

o ..
P
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course designed'tﬁ re-familiarize them'Qith the.concepfs and skills
'ta/pht in the STP (see Append1x 4y, In'an attempt to ﬁi;imize con-
tam1nat1on the students in group 2 were asked not to tell those
students'in group J what was-being done in these meet1ngs. After
completion of the refresher course tﬁé group 2 students were aiso

asked to meet.at the Centre the following day to conduct their final

interviews for this study. (Qp the final day the ten students in-

- volved in the study met at the Guidance Centre and the procedure as.‘

describedﬂfcr the pre-training and post-tra{nihg-sessions was again

repeated in its entirety.

-
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Fifteen undergraduate psychology students were recruited by the -

author to participate as counsellees in this study. Thése studeﬁts
were recruited from two introductory psychology c]asseé.gt the
University of Ottawa. The students haa been informed that the
nature of the study concernedrtounseTIor training and that they
would receive a cred1t~0¥¥£hﬁee marks toward their final psychology
grade in return for full participation which would entail approx-
imately oné hour of their time on three occasions. Prior to each
of the three interview sessions ten of these 15 volunteers were
randomly selected, contacted by phone and, asked to meet at tﬁe
Guidance Centre in order to participate in.the study. While every
attempt was ﬁhde to keep counsé11or)counse11ee pairings random,
care Qas taken to ensure thét different pairings were made for

edéh interview sessipn since it was felt that residué1‘rapport or,
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~a counsellor dea11ng with the same problem a second t1me might in-

fluence counse11or effect1veness. Counse]]ees were prov1ded no

special training. The instructions given them were as follows:

You will be meeting shortly with a counsellor. We
ask you to share and explore a problem or current con-
cern of yours with him or her. The interview will
taperecorded however, whatever is said by ydu or your
counsellor will remain strictly conf1dent1a1 and will
be used only for research purposes

-~

Upon receiving their 1nstruct1ons each counsellee was intro-
duced to their gounsellor for the session and together they were

taken .to an offﬁce to conduct their session.

Instrumentation‘

The 1nstrument used in this study was Clara Hill's Counse]lor
'Response Category System. Since this is a new 1nstrument a br1ef |
historical accouﬁt of this approach.to measuring counsellor behavior

“will be'grovided Deve]opment of Hill's system will then be dlS-
cussed a]ong with reference to its reliability and va11d1ty
Finally, procedures for using this §x§tem will be outlined.

Tk

Two methods for measuring counse11or behaviors in the context
. ~ b
of the psychotheraputic ipterviewgﬁre readily.observable in the

1iterafure, the use of rating scales and the use of frequency counts.

Research in the area of counselling psycﬁe1ogy has, until recently,
relied heavily on the use of scales such as "those developed .by
Carkhuff in an attempt_ to measure counsellor behavior in the coun-

selling setting. However, for numerous reasons, the central ones |

30



gf.which hﬁve been discussed in t@e critique of'Carghuff's ;‘esearchgf“'h
section in 6h§pter 1, many authors now believe fhatfsdch ratinés do
not provide an accuraté refleétion of coungélior beﬁaviors. “As a .
result, these authbrs ﬁave turned to an approach that was pioneeredT;T
by Porter and Snyder in the 1940's, tﬂe use of c]assffiqatibn sys%ems
for therapist responses. These systems aré genera11y comprised of .
mutually exclusive resﬁonse categories and it is the-judges respgn-
sibi]i;y to simply jndicate when a counsellor behavior falls within

a category. Several of these systems have'éﬁpeared in the litera-

ture ﬂSnjder 1945, 1963; Strupp 1960; Murréy 1956; :Dollard and
Auid 1959; Danish-and D'Auéei?i 1976; Spooner and ‘Stone 1977)

but some major problems existed that prevented these systems from I

becoming as prominent as fétfng scales. One of the.main problems s
encountered. was the Varigbi1ity that existed among all phe systems.
Oné'grea'where variébili%y'eiﬁsted was in the way jn which each’
author chose to determine interrater agreement.. For example,

Snyder chose a test-ret&dt method for qefermining agreement levels
while Murray checked agreément Tevels "in terms of data pooled for
the hours (rated) and not in terms of exact agreement betwﬁfn_juage-_
ments of individual statements" (Kiesler 1973, bg; 1571)}. ~Systems
also differ in terms of the nquer of catégories they provide forl
the qlassification of_responseg: Strupp's 1966 revised system

" allows for the classification of 35 variables, 21 patient variables

and 14 therapist variables, while Danish, D'Augelli, and Brock'é (1976)
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system a]]ows for the classification of e1ght counsellor behaV1ors

The d1screpancy between these two systems in .this respect alsg points

32°

up another difficulty that researchers encountered when using var1ous

~systems in their research the focus of dwfferent ‘systems d1ffered as
a functign of the authgr' s theoretical basis or his intent. Thus, we
see that it was Strupp's intention to design a system that hogld pro-
:vide infoﬁmation about both client and counsellor behavior while
Dan1sh et al were attempt1ng to des1gn a system that wou]d tell re- |
searchers only about counse11or behaviors, Another~prob1em 1nherent
in the use of various systems is that there is little agreement be-
tween systems as to what behaviors w111 be classified. Aga1n, much
of the problem here is due to theoret1ca1 d1fferences between the

various authors:- Variability around training procedures presented
_ .

" another problem when it came to using different systems. For in-

stancET'Murray provided no specitic training procedures for his

. System, an approach which makes it difficult for other researchers-

to ensure that they are using the instrument as it was intended.

" Spooner and Store on the other handy specify-the,stepSTto be taken

in training-indiviouals to use their system as well as spect%yjhg'
the level of interrater agreement that should be achieved before
c]assificatiohﬁbegins. Authors’decisions about the type of unit
to be classified with their system'a1so contributed to much of
variabifity between systems. For exampTe, Snyder decided oh the

idea as his basic scoring unit, Strupp decided or "each and every

-
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. therﬁsf:; cormynication occuring between two batient stéteﬁen;s“'
| uLK%esler, 1973 pg 206), Danish et al dedided on the thbugﬁt ﬁnﬁp
as their scoring unit, and Spooner‘ahd Stdhe_decidéd on the sentehce
" as their scoring unit. A1l this variability had the end result of
'makiqg ii difficult for researchers to generalize results from one
study to ;he ne;t. pfher factors that came into play here were
the use §f aﬁaibtépes versus transtripts”when scoring and;‘the
fact that scoring procedures differed with some authors insisting
~ that units be scored in context while others never addressed the
issue. In short; the prob]em was thgt alfhough these various sys-
tems enabled researchers to gain insight into psychotheraputic pro-
cesses, "the lack of standardiiation among the systems prohibited
“any meaningfu1'genefaTization from study to study.

Hi1T was aware of the prob]emé with existing systems and she
Aneatjy summarized’fhem when she stated that "the number and type
of'catggories.Qary Qéde]y among systems; similar categories across
systems‘do not appear to measure the éame behaviors; minimal or no
validity has been shown for systems or.fér categories within systems;
inadeqpate-grjinappropriate statistjga] methods have.often been used

'for determining agreement levels bethen judges; and training pro-
cédures are prica]]y not standardized which means that each set of
Judges may'}ggeive different instructions on how to judge responses”
(Hi11 T978)£#.with this in mind Hi11 set out to incorporate into one
systeh tHe'éomponents ffpm nine chfggory systems already in use in
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order that thé shortcom1ngs discussed above m1ght.be circumvented
and some standard1zat1on in instrumentation, tra1n1ng procedures, °
and rating procedures might be achieved. A study of the systems -
develeped by Aronson, 1953; Goodman and Dooley, 19765 Danish and
D'Augelli, 1975; 'Hadene& and Nye, 1973; Hii],'1975; ~Snyder, 1945,
1963; Strupp, 1960- Spooner. and Stone, 1977, and Whalen and
Flowers, 1977; reveaTed that all nine systems could be represented
by. 25 distinct categor1es Def1n1t1ons and examples for each of the:
categor1es were se]ected from the nine systems and this new.system
was presented to two Judges for use 1n categor1z1ng counselfor
mresponses on two pract1ce sess1ons. However, category over1ap and

a lack of clarity in category definitions resu1tee in poor ﬁnter-
judge agreement so the initial 25 categories were revised into 24
categories. Using this system Judges again obtained low inter-
Judge agreement and the system was’ further modified by providing

. ref1ned def1n1t1ons, add1t1ona1 examp1es, and one add1t1onal cate-
gory. Using this form of the system, Judges rating pract1ce
sjseions achieved high inter-judge agreement and the system was

then presénted to three judges in order fo ebtain e_geasure of

face and content va]idity. “Judges comments about the system led

‘to further revision of category def1n1t1ons and an integration of
several categories with lTow 1eve1s of agreement w1th other existing
categories so that the fourth version of the system had 17 categories.

"

This version of the system was then presented to three additional

IS



judges to obtafn a measure of face and content validity and, with
somé s1ight rewording the 17 categorieé were rgiained. -Thrge gradu-
ate'counsg{1ing psychoiogy studénts were then?presented with the
system and asked'to match examples with definitions and results
of this exercise 1nd1cated that no maJor prob]ems ex1sted in any
'one.category. The students felt the definitions were clear and
_ eas}.to apply.

Thisjsystem was then used in a,stuqy.tO'deﬁermine counsellor
behavior in intake sessions Counse110r§ taking part in this study
were from a var1ety of theoret1ca1 or1entat1ons and had various
1eve1s of exper1ence Three judges categor1zed 3866 colmsellor
response unﬂts with high levels of agreement across all judges.

The results of this study however, had important ram1f1cat1oqs for
Hil1's Counselion:Response Category System. [t was‘discovered
tﬁatgthe categories of "structuring and information had a large
overlap and the judges reported coﬁsiderab]e difficulty in dif-
'ferentiating -the two categories" (Hi11 1978), and since these

two categories were so simifar it was decided to subsume them
~both under the heading information. Also, the categories of
friendly discussion, criticism, and unclassifiable had low levels
ofﬂagreemenf as well as low ffequencies of‘occurence and, as a
result it was decided that they could be co11apsed'into one cate-

—

gory called other. Thus, the end result-of these modifications

is a 14 catggorj‘system‘which consists of the fo]]owing'categoriesiﬁ*

S
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1)' Minimal Fncourager; 2) ApprovaT/Reassuranceﬁ 3) Informat{on; |
4) Advice; 5) C]osed‘Question; 6) Ouen Question; 7) Respatemenf;
8) Ref1ection; ?) Nonverbal Referent; 10) Interpretation;

1) Confrontat1on, 12) Se1F Disc]osure, 13) S11ence, 14) otherd”
It was this version of H111 S system that was used 1n this study
(See Append1x #5). -

Tne Counsellor Response Category Sysgém is uséd with both audio-
- tape recordings of counselling sessions as well as transcripts\uf
those recordings. Judges first Jisten to the audiotape as they

read the transcript and then they assign the un1t to one of the 14
categories in the system. The scoring un1t used w1th th1s system is

the sentence and transcripts are unitizéd in the1r tota11ty according

© to Auld and White's (1956) criteria.

Training of Judges:

-~

Two judges were used in this study, one judge is an M.A. gradu-
ate in psycholiogy whiTe the other has completed work in psycholugy
at the undérgraduatelleve]. The two judges were given the following
tra{ning:. ‘ '

1} general discussion of éhé_use of process measures

in counselling research
2) presentation of Hill's Counsellor Response Category
System complete with definitions and examp]es'for

study‘
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3) discussion of the system categories and practice
judging uhitized transcripts
4) stat1st1ca1 anaiysis of 1nter3udge re11ab111ty
5) discussion of problem areas 1dent1f1ed through
statistical analysis
6) Judging of add1t1ona1 un1t1zed segments
k‘\\\f)l,stat1st1ca1,ana1y51s of 1nter3udge_re11abi1ity
8) ‘discuasioo of remaining problem areas>ideot1fied
throuoh statistical aoaaysjs' |
9) "judging of additional unitized traioing‘segments
19) statistieal analysis of interjudge re1aabi}ity_
In all, traiping the ﬁudges in the use hf Hi11's Counsellor
Response Category gystem required approx1mate1y ten hours before
acceptab1e 1eve1s ‘of agreement were achleved The interjudge agree-
_ ment coeff1c1en¢s for the three stat1st1ca1 checks mentioned above were
62'- ?8 ‘and .81 respect1ve1y A]though the final 1eve1 of 1nter3udge

agreement was more than adequate, 1t is unlikely: that the raters used
disagreed on-the same items in all instances. Upon achieving the final
Tevel of agreement it was felt that further training woqu hot,have in-
creased the agreement‘1eve1s substantially. At this point both judges
| were'given‘unitized-traqscripts and audiotapes of the segments to be

Judged ahd a]1owed to Lroceed hith that function.

Judqing: o : ' . A
A11 segments used in this study were coded and then randomized and
placed on master audio cassettes which were given to the judges for

their use. - The: judges then played the audiotapes which provided



38

them w1tn the code for each segment, they recorded the code on their
score sheets pulled the un1t1zed transcr1pt for that segment from
their file and, proceeded to categorize all units for each segment.

.dThis'proceddre was followed for all 30 segments.

Statistics and Summary:

Prior to any statistioa1 analysis of the data the values that
. resulted from each of.the two judge's ratings of any subject on

any one of the 14 dimensions of Hill's system were added and div;ded
. "By two so that a mean value occurence score could be obta1ned Toié
procedure was carried out on the pre- tra1n1ng post tra1n1ng and
follow-up data for a11.sob3ects. Thus, prior to ana]ys1s mean

ocurrence scores on all dimensions of Hill's system were available

'on all five segments:

Pre-training/Post-training Comparisons: N

Since there Were no treatment'differences between group 1 and
group 2 in pre/post phases of this study, the data from both of
these groups was pooled in order “to examine the over-all-effects
of tra1n1ng on counsellor behaviars. Thus, for this phase of the
analysis the total N was ten. Each of the 14 dimensions of Hill's
system was analysed separately by using each S's pre—trainjné and
post-training mean value of occurencé scores and statistically
~ comparing them through the use of a 2 x 10 one-way analysis of

variance with repeated measures (ie., two conditions, pre—traiqing
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and post-training x 10 S's, the total N for the phase of the analysis)

were conducted in order to determine what effects training had on

counsellor behavior.

Post-training/Follow-up Comparisons:

Since treatment d1fferences ex1sted in the foilow up phase of
.th1s study with the 1ntroduct1on of the group 2 refresher course,
the total S population was divided in two in order to conduct post/
follow-up comparisons. Thus,'for.this phase éf‘the ana]yéié the
tota1 N in either-group was five and, Qroub 1 énd groﬁp'Z'data were

analysed separataly Aga1n, for either group each dimension of Hill's d.g
system was ana]ysed separabe1¥i Mean value of occurence scores for |
.3's in either group in the post-training and follow-up phases Qere’
compared through the use of 2 x 5 one-way éﬁa1ysjs-of variance with
repeated measuresl{ié., two condifions, post-tfaining and follow=up

x5 S's; the total N in either of the two gréups). Thus, 14 2 x 5
one-way anallysis of variance with repeated measures (je., 14 separ-

ate dimensions in"Hill's system, two cond1t1ons, post training 'and
‘f011ow-up X 5 S's, the total N in either of the two groups) were

performed on group 1 and group 2 data-th grder to determine which.

counselling skills were retained over time.

Group 1/Group 2 Comparison at Follow-up:
Theﬁe-tﬁo groups were cohpared at fo]]o@-up in" order to deter-

mine whether group'Z subjects functioned at signi?icant]y higher

-

-
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levels on any counsellor_dimensions as a result of their involvement

in the refresher ckgyﬁe prior_to conducting follow-up interviews. For

this Eomparison the fotal N in either group was again five. Each

dimension of Hill's system was ana]jsed sepérately.by!cbmparing

group 1 fo}Tow-up mean value of occurence scores to group 2 follow-up

mean value of occurence scores via‘14 2 x 5 one-way énalysis qf vari-

ance with repeated measures (ie., 14 seParate dimensions in Hills'

system, 2 groups x 5 S's, the total N ip either of these two groups).
In summary, this chapter has discussed the sample employed, thé

design of this study, -procedures, instrumentation, training of judges,

. énh statistical procedures performed on the data.

'.? The f011owing chaptercwi11'a) present’ the results of the statis-

tical ana1ysis'employed to téét the hypotheses presented in chapter 1
and b) discuss the results and recommend new strategies forAfur%her

research.
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CHAPTER 3 -

Presentation and Discussion of Resylts

The first section of fhis chapter deals with the'presehtation
of the results of the analysis performed on the experﬁmental data.
The findings of these analyses are discussed in the second Section

and, finally the chapter ends with suggestions for further research.

1. Presentation of* the Resuits of Analysis

This section presents a) the results of the statistical com-
parisons performed on the pre-training/post-training data in order

that.Hybothesié 1: subsections la, 1b, 1¢, 1d, and le might fe

.‘examinedi 'b) the results of the statistical comparisons gerformed
on qroup Y post—trainigg(f011oﬁ—up data in order to examine Hypothesis
2. subsections ?Za, 2b: 2c, 2d, and 2e; ¢} the resu1t§ of the statis-
tiéal comparigons performed on aroup 2 post-training/foljow-up data
in order to examine Hypothesis 3: subsections 3a, 3b, 3¢, 3d, and 3e; -
d) the results of the statistical comparisonsperformed on.group | and’
group 2 fo]]ow-ﬁp dgta in ordgr tﬁat Hypothesis 4 might‘be considered, e
e) the results ofuthe statistical comparisons pzarformed on group 1 and |
group 2 follow-up data in order that Hypothesis 5 might be examﬁned.

In order to test for significant d%fferences between subjects’
pre-training and post-training performances 14 separate 2 x 10 re-

" peated measures analysis of variance F tests were conducted. Thus,



for each of the 14 counsellor dimension%flmeasured by Hill's system
pre-training;and post-training performance scores for ;he 10 S's
involved in the study were coﬁpared throug@ fepeated measures
analysis of variance;F‘tests. This procedﬁre yielded 14 separate ‘
F ratios, one for each dimension of Hill's system. Table 2 pre-
‘sents the Univariatg ﬁﬁalysis of Variance results for the pre-.
tfaining/post-training comparison of the frequency of trainee us~
age of the_}4‘counse11qp dfmensions measured éhrough Hi11's system.
"The skiils argalistéd iﬁhthe tab1e-in the order iﬁ which they

appearzih H11I“§ system. However, in order to enable us to deal

with the results of the statistical analysis in a manner that follows

the sequence of the research hypotheses, the results for the facili-

tative behaviors addressed through the STP will be presented first
and the results for thqhdetfactive behaviofs addfesséd through the
STP will be.presented secondly here. - |
Examination 6¥ Table 2 shows that the pre-training/post-training
Univariate F ratio for minimal cncourager was .0038. This v;1ue is
not significant at the$}05 level and thus, indiéptés that“tﬁﬁfnee
usage . of minimal enchragers did not increase significantlyfés a
result of the instruction_received through the STP. Likewise, where
trainee usace  of open quésfions is concerned the pre-training/
.post—training Univariate F ratio of .2018, which is also not signi-

ficant at the .05 level, indicates that there was ho-significant

improvement in the use of this skil1 as a result of training.

42~
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UNIVARIATE ANALYSIS OF VARIANCE

TABLE' 2

' PRE-TRAINING/POST-TRAINING

.. FOR THE 14 COUNSELLOR DIMENSIONS MEASURED

43

8

df -

Counsellor Source T MS Univariate o085
Dimensions _ ‘ F_Ratio
1) Minimal T - .05 1 .05 .0038 NS
Encourager- TS (W) 118.2 9 13.13333 a
2) Approval T 30.0125 1 30.0125 " .38158 NS
. Reassurance TS (W) "707.8625 9 78.65138
3) Information T 5.0 1 - 5.0 3913 NS
TS, (W) - 115.0 9 12.7777 '
4) Advice T 21125 1 2.1125 - 1.1013 NS
TS (W) 17.2625 9 1.9180 . -
5) Closed T 227.8125 1 227.8125 5.7261  p<.05
Question TS (W) 358.0625 9 39.7847 :
6) Open T | 7.2 1 7.2 . 2018 NS
Question TS (W) ' 321.05 9 35,6722 '
7) Restatement T 304.2 1 304.2 - 9.6639  p¢.05
TS (W) 283.3 9 31.4777 '
8) Empathy/ T 15.3125 1 15.3125 6.2464  p<.05
Reflection S TS (W) 22.0625 9 2.451 g
9} Non~Verbal T 8 P 2
. Referent TS (W) : :
10) Interpretation T ) 18.05 i 18.05 11.2422  p¢.0l
| TS (W) 14.45 9 1,6055 : T
11) Confrontation T 1.0125 1 1.0125 .8200 NS
A TS (W) 11.1125 ¢ 1.2347 i
12) Self - T 252.05 1 252.05 3.5896 NS
Disclosure TS {W) 631.95 9 70.2166
13} Silence T i ol )]
TS (M) . :
14) Other T . 11.25 1 11.25 1.0714 NS
' TS (W] - 94 . 9

5
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‘"[However, the pre/post Un1var1ate F ratio for Restatement was 9. 6639

,s1gn1f?cant at the 05 level. This indicates that as a result of-

training there wés a significant increase in the frequency with

. which trainees used thiskski11. Thé.pre/poSt Univariate F ratio .'ff

of 6.2464 obtained'for empathy/ref]ecfion was also siénificant at

the .05 1eve1 and thus 1nd1cates that the STP‘was successful in

promot1ng trainee growth on this d1men510n as well. Nhere_c}osed

questions were concerned, the pre/post Univariate F ratio o% 5.7261

was significant at the .05 level indicating that the STP 1éags-,

trainegs to rely less“on the use of closed qﬁestions in the counselling‘

setting. Finally, these pre/post comparisons of trainee"function

resu]ted in an unexpetted pre/post Univariate F ratio of 11.2422

for 1vterpretat10n " This value is signficant at the .01 level and

indicates that, despite tHe‘Faqt that this counselling dimension

is not dealt with directly_ihrough ghg STP, tﬁere was a significant

increase in its us&ge és'a result Bf\training. Thus, in terms of

Hypothesfs Oné, for subsection la which predicted an increase in

fhe use of minimal encouragers gnd, sﬁbsection 1b which predicted

~an increase in the use o? epen questions, the NHull Hypothesis failed

to be rejgcted. Hpﬁever, fof sqbsectgon 1c which predicted an in-

crease in the use of restatement, 1d which predicted an increase

;in the use of empathy/reflection and% le which bredicted a decrease

in the use of chosed questions, the Null Hypothesis can be rejected.



In” order to examine Hypothes1s Two and Hypothes1s Three wh1ch
were intended to determ1ne the degree -to wh1ch the counselling skills
addressed through the STP were retained over time, the subject popu-
lation use@ in thfs-study was rqndoniy divided info two equa1{§roﬁps
of 5 8's, grpqp'l and grdup 2. Due to the fact that thesergrdbps‘
received'diﬁf;renf treatment at -the time of follow-up with group 1:
receiving no réfrésher traiping while group 2 S's paﬁticipated in
" four hours 0; refrésher tfa%ning,;;he'rasuits of both groﬁp's post-‘
" training/f0110w;up data ana]ysi% Qﬁ11 be reporféd'éeparafely.
-Hypothesis-Two'addréssed jtse]f tq.group 1 S's follow-up performances

and, as shch the results of this gréup's data analysis will be re-
ported first. Hypothesis Three addressed itself to group 2 §'s
follow-up performances and the results of this group's data anaiysis
will be reportéd secondly. For ppst/f011ow-up analysis, pe}formance
séores for the five S's in each group were compared via 14 separagg
(14 dimensions 1in Hill's system) 2 x5 {two conditions post/follow-
up, 5 S's in each group) repeated measures analysis of variance F
tests. Table 3 presents the Un1var1ate Ana1y51s of Var1ance resu1ts
“for group 1's post/follow-up comparisons of the frequgncy of trainee
uéeage of the 14 counsellor dimensiors méasqre&'ﬁy Hi1l's system.

" As before, the order of presentation here will follow the sequence .
in which the research hypothesis'subseétiOné a throuéh'e are listed.
Thus, the results of the analysis of the freguency of trainee usage

of fac11itaf1ve behaviors addressed tﬁ?ough the STP will be presented

AN
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first and the results of the analysié%pertain{ng to the defﬁactive
lbéhaviors addressed through the STP will be presented secondly.
Examination of Table 3 shows that'the.post/fol1ow—up compari-
son of group 1 S funétioﬁ on minimal encourager yie]ded a Univariate
F ratio of .0909.whigh is not significant at the .05 level. This
yalue indicCates that in the period between post-training gnd follow-

up evaluation the fnequenéy of use of minimal encouragers did not

- vary significantly for group 1 5's. Comparisom of group 1 5 post/

' follow-up performances on the cpen cuestion dimension yielded a

Univariate F ratio of .6483 which is not significant at the .05
level. As such it appears thaﬁ there was no significént difference

in group 15s frequency of use of cpen cuestions in the time between

———

~ post-training and follow-up. Where restatement and empathy/

raflection were concerned, post7/follow-up comparison of group'I
performance on these dimensions yie1ded Uniyariate F ratios of

2.8266 and .5059 respectively. Since both of these values are not

~sigpificant at the .05 ﬁevel it would appear that group 1 $ ucage

of these two dimensions did‘not'change signficiantly from the time

of postitraining evaluation to follow-up. Where trainee usage of

7 kE:l,osed questions was concerned, comparison of group 1 post/follow-up

performances on this dimension vielded a Univariate F ratio of 0

which is not significant at the .05 level. In fact, this value
’ _ 4 C oo
would seem to indicaté that the frequency with which group 1 S's

used this'dimension was, on the whole, the same at follow-up as

'6“

~
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TABLE 3

POST-TRAINING/ FOLLOW-UP

, . o 47
; UNIVARIATE ANALYSIS OF VARIANCE
g . FOR THE T4 COUNSELLOR DIMENSIONS MEASURED
GROUP 1 |
Counsellor . " Source sS df MS Univariate o< .05
Dimensions F Ratio
1 Minimal T . 2.50 1° 2.5 0909 NS
~ Encourager TS (W) 110.00 4 27.5 .
2) Approval T 62.50 1 62.5 7843 NS
' Reassurance TS (W) 318.75 4 79.686 ) :
3} Information T 4.225 1 .4.225 .8209° NS
TS (W) 40.15 4 -10.038
4). Advice T . 2.5 1 2.5 .3883 NS
! TS (W) 25.75 4 6.4375
5) Closed T 0.0 1 0.00 0.0 NS
Questions TS (W) 65.75 . 4 16.3125
6) Open CT - 12.1 3 12.7 .6484 NS .
Questions TS (W) 74.65 - 4 186625
“.7) Restatement T 32.4 1 32.4 2.8266 NS
' TS (W) 45.85 4 11.4625
8) Empathy/ T 1.6 1 ~1.6 .5069 NS
Reflection TS (W) . 12.65 4 " 3.1625
9) Nonverbal
Referent h
10) Interpretation T 2.025 1 2.025 .4474 NS
TS (W) 18.35 4 4.5875 .
11} Confrontation T 2.5 ] 2.5 . 4348 NS
TS (W) 23.0 4' 5.75 A
12) Self- T 3.025 ] 3.025 1246 NS
Disclosure TS (W) 96.85 4 24.2125
13) .Silence
14} Other T 0.0 1 0.0 0.000
o TS (W) 7.75 4 '1.9375

[
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{t was at the time of the'post training evaluation. Thus, turning
to Hypothesis Two.the results of -these analysis indicate that for
subsection 2a which predicted rio chan§§ in the use of minimal
encouragers,‘for subsection 2b which predicéed no change in the
use of open_questions for subsection 2¢ which predi;ted no change
in the use of restatement and, fo?-subsectjsn Zd;wh?ch predicted
no change in the use of empathy/refiection the Null Hypothesis
failed to be'rejected. Similarily for subsection 2e which pre-
dicted no change in the use of closed questions{ the results of
these analysis indicate that the Null Hypothesis failed to'Be
rejected.-

Hypothesis Three, as was mentioned previouslf{ addressed itself
to group 2 follow-up pefformance. This group it will be recalied
also consisted of 5 S's but they’ differed from group 1 S°s in that-
they participated in foun hours of refresher training immediately
prior to conducting their follow-up interviews.

The post-training/folloW up comparisons for the 5 $'s .in group

2 entailed 14 separate 2 X repeated measures analysis of variance

F tests. Table 4 present$ the Univariate Ana]ysis‘of Variance re-
sults for group 2 post/follow-up. analysis. Again. the order of
presentation Qf the rgsults will follow the sequence in which the
research hypothesis s- sections a through e are listed. Exahination
of Table E_Shows that “the post/follow-up comparisons of group 2 $

function on minimal encourager resulted in a Univariate F ratio '
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- TABLE 4
GROUP 2 ,POST-TRAINING/FOLLOW-UP
" UNIVARIATE ANALYSLS OF VARIANCE
FOR THE 14 COUNSELLOR DIMENSIONS MEASURED" h

. v

Counsellor . Source . SS * o df MS Univafiate o .05
_ Dimensions N : F Ratio
1) Minimal T " - 38.025 1 . 38025 .. .8915 NS
Encourager - TS (W) 185.6 4 46.4
2) Approval . T - 5625 1 5.625 0979 NS
. Reassurance TS (W) 229.75 -4 57.4375 .
3) Information T 4 1 .4 1322 NS
. ) TS (W) 12.1 4 3.025
4) Advice T .225 1 .225 ©.4737 NS
TS (W) 1.9 4 .475 '
5) Closed T .225 | ,225 = 3.0354 '&s
Question TS (W) . 29.65 4 7.4125 . .
- 6) Open T .225 1 -.225 .07407 NS
Question TS (W) 12.15 4 3.0375 _
7) Restatement T 144.4 1 144.4 13.6943 /NS
TS (W) 156.35 4 - 39.0875 ~.
8) Empathy/ T .4 ] .4 .2253 . NS,
Refiection TS (W) 7.1 . 4 1.775
g) Nonvefba1 _
Referrent o
10} Interpretation T 2.025 ) 2.025 1.7609 NS
TS (H) 4.6 4 1.15 -
11} Confrontation T- 5.625 1 5.625 *15.00 * ,
‘ TS (W) 1.5 4 .375 p .05
12) Self- T 3.025 ] 3.025 5.7619 NS
Disclosure TS (W) 2.1 . 4 .525
13) Silence
14) Other T .625 1 625 7143 NS
TS (W) 3.5 4 .875 % ¢ .

* gignificant

i



o"‘

"

pw'

“of .8195% which 1is nbt significant at the .05 level. Thus,'{nv01ve-
. ment in the refresfler coﬁrse prior to follow-up did nof lead ta any
change in the frequency of- the use of this skill for group
2 S's. Analysis of group 2 post/foflﬁw—up performance with open
gquestions yielded a Univariate F rafio‘ of .07407 which is not sig:
‘nificant at the .65 Tevel. As such, it appears that with open ques-
tfons 100 there was no significané variance in the frequency of use
of this skill as a result of involvement in the refresher course
prior to fo110w-up eva1uation. Post/follow-up comparison of group
2 S frequency of useage of restatement and empathy/reflection yvielded
Univariate F ratios of 3.6942 and .2253 respectively. Bqth values
are not siénificant at the .05 1éve1 and so it appears that where
these skills are concerned there was no change in |
the frequency with which they'were used as a function of group 2 S
participatfon’in the refreshqr course. Where the frequency of us- :
age of closed qugstiohs is cancerned.the post/follow-up comparison
for group 2 3's yielded a Univariate F ratio of 3.0354 which is not
significant at the .05 level. As such it wod1d seem that here again
the refresher course did not lead to change in the fre-
quency with which this skill was used. Further examination of
Table 4 shows that post/follow-up comparisons of gréup 2 S's per-
formances results in a Univariate F ration of 15 for confrontation.
This value is siénificant‘at the .05 Tevel and indicates that in

the period between post-training and follow-up evaluation there
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was a significant decrease in the ff?quency with which this dimension -

was used by group 2 S's. In éerms of Hypothesis Three then, the re-
sults of the post/fo]low;up comparisons for group 2 S's.indicate
that for subsection 3a which predicted no ¢hange in the use .
of mjnimal encouragers, 3b which predicted no” change -

in thé use of cpen questions, 3¢ which predicted no change

crease in the use of restatement and, 3d which pred{cted nQ

change in the use of empathy/refiection, ~the Null Hypothesis
failed to be rejected. Also for subsection 3e whiéh pre-
dicted no change in the use of closed queétions, the results indi-
cate that thé Hull Hypothesis failed be be rejected.

Hypothesis Four and‘Hyﬁothesis Five were forwarded in order to
examine whether or nof any significant differences existed between
group 1 S's and group 2 S's performances at the time of follow-up.
These'f0110w-up/foi1ow-up comparisons of group 1 and group 2 perfor-
mances were again'conducted via 14 separate 2 x 5 repeated measures
analysis of;variancé F tests. The 14 here refers to the 14 dimen-
sions measurgd bj Hi1l's system while the 2 x 5 refers to two groups
with five sub}écts in each group. Table §_presents the Univariate |
Analysis of Var{ance results for the comparison of these two groups.
Again Table 5 lists the counselling dimensions ﬁéaéured in the
same order that ;hey appear in Hill's system but, éince we will be
congidering Hypothesis Four at this point we w111 f{rst examine the

results of the analysis for the facilitative behaviors addressed
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UNIVARIATE ANALYSIS OF VARIANCE
COMPARING GROUP 1 TO GROUP 2

TABLE 5

. 52
AT FOLLOW-UP ON THE-14 COUNSELOR DIMENSIONS MEASURED
C
"‘ FJ
Counsellor Source SS df MS F .05
Dimensions
1} Minimal T 105.625 1 105.625 1.1677 NS
Encourager W 723.6 8 90.45
2) Approval T 105.625 . 1 105. 625 .3958 NS
. Reassurance W 2135.1 3 266.8875
3) Information T 13.225 1 13.225 . 1.3564 NS
' W 78.000 8 9,75
4) Advice T 9.025 1 9.025 3,253 NS
W 22.2 B 2.775
5) Closed T 45,4735 1 45,435 1.6389 NS
Question W 249.7083 8 27.7456
6) Open T 19.6 1 19.6 .9515 NS ©
| Question W 164.8 8 20.6
7) Restatement T 44.1 1 44.1 3.136 NS
W- 112.5 8 14.0625 :
8). Empathy/ T . 1 J .0484 NS
Reflection W 16.5 8 2.0625
9) Non-Verbal
Referrant -
10) Interpretation . T 21.02% 1 21.025 7.7870 ©  * p. .05
f W 21.6 8 2.7 : Gr. 1>Gr, 2
11) Confrontation ; T 9.025 1 9.025  1.7109 NS
' ; W 42.2 8 5.275%
12) Self- T 46.225 1. 46.225 6.3869 * p=.05
Disclosure W 57.9 8 7.2375 : Gr. 1>Gr. 2
13} Silence T
W
14} Other . T 21.025: 1 21.025 2.94056 NS
] 57.2 8~ 7.15




© 53

through the STP. ‘THe Univariate F Eatiq for minimal encourager is
1.1677 which is not significant at the .05 level. As such it would -
appear that there was no-significant difference in fhe frequency of
which group 1 or group 2 S's used minimal encouragers at the fime of
fo11ow-dp. Similarily the Univariate F ratios.yie1dgd for open
question, restatement, and empathy/reFTection were .9514, 3.136, and
.0484 respectively, all 6f which are not §jgn1ff;ant at the .05 level.
Thus, it alsc seems that there are no significaht differences betﬁeen
the two groups in terms of the frequency with which they use ;hese
. behaviors. Generally then, thé analy;is indicates that there aré
no significant &ifferences betwéen thé two groups in terms of the
freﬁuency with which they use the facilitative behaviors addressed
through the STP. Thus, the Null Hypdthesis here failed to be rejected.
Finally, Hypothesis Five attempts to determine whether or not
there is a signi%icant difference between the S's of both groups in
terms of their use of detractive behaviors at the time bf follow-up.
Zlosed questions are the only:detrac%ive behavior that th; STP
touches on and examination of Table 5 shows that the Univariate F
ratio for cIoseé questions is 1.6389 which is not significént at the
.05 Tevel. It therefore apaears that there is no significant dif-
ference between the two groups in terms of the only detractive be-
havior addressed through the STP and thﬁs, the Null Hypothesis here
failed to be rejected. Further examination of Table §_ind1céte§‘that

the only dimensions where there was a sigﬁificant difference between



thesé tﬁa groups at the time of f011ow;up were.on two dimensions

not addressed éﬂrGUgh the STP. The—univariéte F ratio that resulted
from the comparison of group 1 and 2 S's use of interpretation at

the time of follow-up was 7.787 thth'{s significant at the .05

level. Similarly, the Univariate F ratio for self-disclosure was
6.3869, also significant at.fhe .05 1éve1. In both of these instances,
.the resuits indicate that at the time of follow-up group 2 S's used

| swgn1f1cant1y fewer of these responses’ than did group 1 S's.

: Th1s comp]etes the presentat1on of the resu1ts The next sec-

tion deals with a discussion of the findings reported here.

2. D1scuss1on of the Results ~

- This sectwon presents a brief summary of the resu]ts, a dis-
cussion of these results and hypothesis tested, possible 1imita-

tions to the present research, and suggestions for further research.

A) Summary of the Results:

The primary question put forth in this research stqu sought
to determine whether the STP offered at the University of Ottgwa
Teads to traineé growth on the counselling dimensions addressed through
the ‘program. Hypothesis One then, investégated the five counselling
dimensions addressed through the STP in an effort to establish
whether or not the program provided an effective forﬁat for stimu-
Idting growth on those dimensions. Resu]tS of the statiética]

ana]ysis indicated that significant change did not occur where
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m1n1ma1 encouragers and open questions were concerned but, that there ~

was a 51gn1f1cant 1nc?ease in the frequency with which restatement

" and empathy/reflection wére used. There was also a significant de-

crease in the frequency with which trainees used closed questions
as a function of trainings Thds, the Null Hypothesis failed to be

rejected for minimal -encourager and open question but it was re-

Jjected for restatement, empathy/ref]ection and closed question. .

"The second aim of th1s research study was to determ1ne whether '
gains made through the STP lasted over time. In order to test for
retention of skills the S's population was rardomly inided into
two equal groups for- the follow-up, phase of the study. Group 1 S's'

rece1ved no refresher tra1n1ng prior to conduct1ng their follow- up

35

interviews while group 2 S s participated in four hours of refresher

treining prior to their follow-up interviews. Thus, if at follow-up
group T performance'fe11 off significantly from the level achieved‘
at post~trainin§,-thfs would be indicative of the facf that the
existing STP fS}hat did not result in lasting change in its trainees.
Simi]ari]y, if at follow-up group 2 performance levels increased
signifftently from the level achieved at post—trainjng, the fact

t group 2 S's benefited to such an extent from refresher training

would a1$0 indicate that: 1) the STP format was deficient in that

™t did not allow enpugh time for trainees to achieve levels of com-

petence that would result in lasting change or, 2) the STP format

was deficient since S's are obviously capable of assimilating more
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of the coufse content at a later time. In either case, if signifi-
cant ga1ns were made by group 2 S s as a result of the1r exposure
to refresher training, th1s would speak to the fact that the STP

would be more effective 1f it were of 10nger duration since 1t wou1d
then allow for more instruction and more practice.. i

Since Hypothesis Two pertains to group 1 -performance at fn}]oﬁ-
Up, itlattempted to ascertain whether there was a decrease in skill
levels for group 1 S's at follow-up. Resu]té of.the statistical

analysis indicated that there was no significant change in the fre-

~quency with which any of the five counsellor behaviors addressed

through the STP were used by group 1 S's at follow-up. Thus, analysis
of group i performance at foilow-up resulted in a failure ts reject
the ﬁu11 Hypothesis for minimal encourager, open question, restatement,
empathy/reflection and closed question.

Analysis of group 2 data at follow-up also indicated-that, des-
pite refresher training prior to follow-up evaluation, there was no
significantr change in the frequency with which any of the five
counsellor beﬁév{ors addressed through the STP were used. As-such,
group 2 S's performances at follow-up also resulted in a failure
to reject fhe Null Hypothesis for minimal encourager, open question,"
restatement, empathy/reflection, and c¢losed queétion. However, it
was noted that group 2 S's significantly decreased their use of
confrontative statements in fﬁe period between post-training evalu-

ation and follow-up.



Finally, Hypothesis Foor and Hyﬁothesis Five attempted to deter-
mine whether there were any performance differences between group 1

and group 2 performance af'fol1ow-up on the facilitative behaviors

' addressed through the STP. Analysis of the data indicated that where

freqhency of use of thesé behaviors was concerned there were no sig
nifﬁcént differences between the twp groups at follow-up. Thus,
f@r minimal encourager, open question, restatement, and empathy/
reflection the Null Hypothesis failed to be rejected. Hypothesis
Five on the other hand, spoke to a follow-up comparison of these
= two grouﬁs in terms of frequency of use of the detractive counsellor
behavior addressed through the STP. Here too, analysis of the data
indicated that in terms of this behavior no significant differences-
existed between the two groups at ?0110w—up. Thus, where closed
questions were concerned the Null Hypothesis once againﬁfai1ed to be
rejecféd. Interestingly, the only two behaviors that these groups
differed significantly in their use of at follow-up, were two be-
haviors that are not addressed through the STP  Analysis of the
follow up data indicated that group 2 S's used significantly fewer
self disclosure statements and significantly fewer 1nterprét1ve
statements at follow-up than did group 1 S's. A possible explanation
for this finding 3i11 be forwarded later in this section

Briefly th?pgjgt can be concluded that the STP was effgctive
in 1ead1ng to trainee growth on three of its five target behaviors,

restatement, empathy/reflection, and closed questions. The program
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was-not effective in 1eading to trainee growth in the use of minimal
.encoJragers or open quest1ons Although not‘direbtly addfessed
through the STP there was also a significant increase in the fre-

- quency of use .«of intaerpretation as a result of_tra1n1ng. .Ana1y51s'
of perfdrmandes after a four month period indicated that any gains
m#delfhrdbgh the STP kere maipta%ﬁed over time. Also, analysis of

- group 2 follow-up function 1ndicatgd_that the exiétingvSTP format
was of sufficient duration.to_a11ow-for the maintenance of any gain;
: made-tﬁ?ﬁﬂﬁh*trainigqi;\C6mparison of qroup 1 and group 2 level of
'function af foT]ow-Qp:ina}cétEaathat aFte% four months theré were
no significant differences between the tWo groups in terms of the
.frequency with which they used the fac111tat1ve or detract1ve di-
mensions addressed through the STP desp1te the fact'that group 2
received refresher training fmmediately prior to follow-up eJalu-

" ation. However, these follow-up/follow-up compaﬁiSons did indicate

that group 2 S's used significantly fewer interpretive and self-

disclosure statements at follow-up than did group 1 S's.

B) Discussion-of‘Hypothesﬁé One:

The first hypothesis forwardéd for th{s study wés concerned
viith whether or not the STP ied' to counsellor growth on the five
target behaviors addressed thrﬁugh thé'progtam. In tefms of signi-
ficant increase in trainee useade of these behaviors the MHull

Hypothesis was not rejected where minimal encourager and open question

e



thé fact that theﬁe-is no direct training in the use of interpreta-

L
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were'concerned;bdt, the Mull Hybothesis was rejected whefe-restatement}

empathy/reflection, and closed question were concerned. Further, the

‘ pre-training/post-training comparisons also iddicated that, despite

~

tion through the SIP, there was a s1on1f1cant increase in the use

of this skill as & result of tra1p1ng. What then do these f1nd1ncs

imply about the effectiveness of the STP format? ' S
The primary purpose of the $TP is to provide an econom1ca1‘

training format that a]]ows tra1nees to acquire the fac111tat1ve skills

necessary to conduct he1p1ng‘1nterv1ews. In essence the aim of the

program is to hélp trainees Tea;n to 1jsted}and, as such, it is hoped -

that es a result of training trainees will uselehose behaviors that

lead to client odenness of self e¥p1oration and avoid those behaviors

that inhibit this p;dcess. Thus, the STP intends for trainees to .

increase théir use of minimal encouragers, ,open questions, restate-

7'ment,‘and'empathy/ref]ection whi]eﬁgzdecreese in the use of closed ~ .

-
o

questions is viewed as desirable.  This beidg the case ‘then, one i
possible explanation for the.fact that t}aining did ndt Tead to |
significant trainee growth on the minimal encourager and ‘open quest1on
d1mens1ons addressed through the STP is that the STP fe]] somewhat -
short of its goa}s. The Tack of significant growth on the minimal
encourager dimension is puzziing since one would expect that this
sk111 onld be quite easily mastered. Howeier, the fact that sig-

P

nificant trainee growth did cccur on the more active counsellor
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dimensions like eﬁbﬁthylreflection, estatement, and tinterpretation
| may provide a possib]e explanation fr this finding. Ehrlich et al

1979 found that "continuing responses and open quest1ons .}. seeﬁéd
to be espec1a11y effective for encouraging c11ent self—exp]orat1on
and openness" (Ehrlich et a1 1979, pg. 396) yeg, desp1te the effec-

tiveness of a]] these dimensions, restatement was the only c0nt1nu1ng

, dimension in this study where significant growth was demonstrated.’

It seems entire]y.possible that the restatement dimension was pre-

ferred by trainges here "because it serves its purpose whi1e allowing

the counsellor to part1c1pate in the counselling 1nteract1on That
is, minimal encoulragers are by def1n1t1on m1n1ma1 interact 1uﬂ’ that
Tead to further c]1ent se]f—exp]orat1on while opentquest1cns were
found to elicit the longest client responses by Ehrlich et al in
their 1979 study. .for the novice .counselilor who“is unsure of his‘
skills, the benefits of thé/e two dimensions may be“understood
but, he or she may be apprehensive to use either one for fear that
through these skills they may not be capab]e_of keeping up with

© the ihtormatiqn;the xlient is providing. In short, while use of
restatement, open question and miﬁimai encoutager all lead to client
se]f-exploratiaﬁ only restatement allows counsellors to clarify
tﬁf content’ of c11ent statements at the same time. Thus, perhaps

(:tﬂﬁ1nees in this study opted for the use of restatement over mini-
mal encouragers and open ‘questions because use of th1s dimension

better enabled them to keep up with the flow of therapy. Also, it

-
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is entirely .possible that the 15 minute counselling interaction used
in this study was not of sufficient duration to allow thése parficur
Tar skills to be.used-fb the extent‘Bhef might in a 45 minute'inter-
action. In any event, it may be reasonable to extend the

STP training period from its present fauriﬁeeks in orderﬁto.a11ow ‘
trainees to practice using these more_difffcu]t skills énd‘therebyh
become comfortable with them-in the counse]]iﬁg setting. "EE*

The gains exhibited in terms of significanf trainee growth on
the empathy/reflection dimension and the significant decrease in
trainee usage of closeg\questions repéesents important progress for
the S's of this study. Recent research’ (Ehrlich et al 1979) has
demonstrated that ciients value affect responses such as empathy/
reflection and that such responses were useful in estabTishing trust

.and rapport. Cénversély, the same authors found that clients disliked
closed questionsnand, that the use of this type of response inhibited
productive client behavior. Considering that the desired growth
occurred on both of these dimensions it appears that the present STP
format is suff{cienf where these two behaviors are concerned.

Finally, the results of this study indicated fhat significant
trainee grqwth also occurred on the interpretation aimension despite
the facé fhat_it was not directly addressed through the STP. Examin-
ation of the means calculated for the pre/post analysis of counsellor
functioning én fhis dimension suggests two possiSle e£p1anations for
this occurrence. It appears that the use of this §k11l occurs at such
low Tevels in trainees prior to instruction that almost any

increase in .the use of interpretive statements

-
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after training could show up as significant growth on this dimen-
sion. Thus, it is possible that the limited instruction that
trainees receive around interpretation in the distrimination .
training phase of empathy training combinéd with the continued
practice aliowed through the STP is sufficient to result in signi-
ficﬁht growth on this dimension. However, this result could also
be attributed to the inexperience of these counselling traineés.
"That is, considering the pressure 1nherentiin conducting a 15-
minute; f@pe recorded interview immediateiy after having completed
é trainiﬁg course, it is possible that the S‘s- in this study used
interpretétion at post-training in order to satisfy a felt need
for closure. Examination of the data also indicates that advice
and information statements may -have been dseA to achieve the same:
ends at pre-training. The fact fhat use of the advice and infor-
mation dimensions tended to decrease as a function of training
while the use of {nterpretation increased significantly over the
same time might lend some- support to this“subpositibn.

Thus, in gynﬁgﬁ? it can be seen that the pre/post comparisons
of trainee functioning indicate that the current STP format was
successful in leading to desired trainee change on three of the
five target bghaviors addressed through the program: restatement,
empathy/reflection, and closed question. Training also resulted
in a significant increase in the use of interpretation regardiess

of the fact that this skill is not addressed through the STP.
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It seems likely that this finding is either due to the %éct that
eveﬁ'marginal growth on this dimension is significant when compared
to pré-trainihg Tevels of use or, perhaps tra&nees used this skill
more frequently at post-tréining 1A\Eﬁ.effort ip achieve some
closure in their interviews. On the ofher hand, the-lack of signi-
ficant growth on‘tﬁe minimal encourager and open question dimensions
possibly réprésents an imporfant shortcoming of this training pack-
age. Research has shown that these are important skills in the
counselling setting and it seems'possib1e thét they were not used

because traineéS‘were more comfortable usipg skills that allowed

them to play a more active role in the counselliing infeyraction.

As such, it would likely be beneficial to modify the STP format j
where these skills are concerned in order that trainees might be

more comfortable with their useage.

C) Discussion of Hypothesis Two:

The secbnd HypotheSis forwarded for this study. was concerned
with whether or not the five S's assigned to group oné would re-
tain post-training levels of functgoning over the four menths be-
tween post-training and fd11ow-up assessments. . Post/fo]]bwfup
evaluation of group one S's performance indicated that theré\was
no significant chaﬁge in skiil Tevels on any of the five target
behaviors addressed through the STP. Thus, where éroup 1 was con-
cerned, the Null Hypothesis failed to be rejected for all five tar-

get behaviors addressed through the STP.

The gains that group one showed on the interpretation dimension
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at post-training Qere also maintained over time. Hencé, it
apbears that where significant trainee growth'occurred as a re-
sult of tfaining, the training effects lasted over time. As such,
the results of this study concur with those of a'study tonductgd
by McCarthy and her colleagues (1977) where they found, contrary
to p%eviodsly published research, that %ollow-up skill levels re-.
mained higher than pre-training levels. As in the McCarthy (1977)
study, the data here indicated that generally skill levels did not
remain at post-training levels but that they also did not regress
to pre-training levels over this period. ‘ .
Thus, considering the fact that the gains made through the STP
endured over time, one might expect that, if the STP could be
modifieq in such a way that gignificant growth could occur on
the minimal encouraéer and open question dimensioné;'these gains
may endure over time as well. Generally though, these findings
indicate that fhe SfP format is capable of bringing about lasting

change on the counseliing dimensions addressed through the program.

0) Discussion of Hypothesis Three:

Hypothesis Three was concerned with whether or not tﬁe five
S's assigned to group two would ggpw increases in their level of
functioning at follow-up as a result of participafing in the re-
fresher c0qrse prior to conducting their foi]ow-up interviews.
Evaluation of group two S's performance at follow-up indicated

that between post-training and foliow-up there was no significant

o
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change on the five counsellor dimensions addressed through the
STP for these S's. Thus, the Null Hypothesis failed to be rejected. for
all of the five térggt'behéviors. As was the case for graup one S's,
.the gains maggigy group two S's in the u;e of interpretation wére
also méintained oﬁef the period between post—;raining and follow-up.
The fact that group two level of function did'not increase signifi-
cantly ‘at follow-up as a result of their involvement in the refresher
course can be interpreted as meaning that the STP is of significant
duration to allow for the retention of those ski]ls where a signi-
ficant training efféct'was ii]ustrated.through post-training assess-
"ment. Group two S's also sho@ed a signific§nt decrease in their
usace. of confrontation-at fo]lgy-up. This woL]d seem to indicate’
that group two S's were more accepting of their client's perspéctive
at follow-up than they were at post-training. It is possible that
this chagge is the resu}t of group two S's participating in the
refresher course prioflto followﬁup assessmeﬁt. That is, through
the refresher course group two S's were provided with the opportunity
via group discussion and rolé playing, to "try on" the course content
one more time. Thus, it is likely that when they conducted their
-fo110w—up interviews they were more aware of the fact that their
role as counsellor was primarily to listen non-judgementally. As
such, the significant decrease in their use of confrontation may in-
dicate that, at follow-up group two S's were adopting more of an
‘ active 1istening role than they were at pdst-training. As was the

case with group one S's at follow-up, there were changes in the

). .



‘rate with which group two S's used various counselling dimensions

in the period between post-training and follow-up and these chanées
would seem to indicate that group two S's did adopt more of a

' listening approach at follow-up. Appendix 6 illustrates that
grouprtwo S's tended to increase their use of minimal encouragers

at fo]]ow—up.while they decrease#-their use of c1osed'quest10n$,
restatement, empathy/reflection, and interpretation at that time.
Comparison of group one and group two S's showed more generalized _
décreases in the frequency‘hith which group two S$'s used the active
counsellor dimensions measured in this study and: they showed a
larger increase in their use of min%ma] encouragers, Thus, it -
seems possible that these trends might indicate that although the
refresher course did not lead to significant increases in group two
S's skill levels, it may have reminded them that their main purposé_
was to listen to their, clients.

b

In summary, these results appear to indicate that the refresher

1

_ . : : /
course did not result in any significant changes in group two trainee's

counselling skﬂ]s.~ There was aﬂso no significant decrease in the
training effects that were evident at post-training. Thus the evi-
. dence indicates that the current STP format does result in lasting
change in those skil]s_where training effects were evidenced at —
post-training. HoQéver, it seems that the refreshef course may

have led group two S's to adopt more of an active listening ap-

proach at follow-up than at post-training.
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E) Piscussion of Hypothesis Four and Five:

- Hypothesis Four sought to ex§mine whether or not at folTow-ub
there was any significant diffefence between group one and group
two use of thé‘faciiitative counsellor dimensions addreésed through
the STP. Analysis indicated that there was no significant differences
between the two groups on any of these dimensions and, as a result,
in each case the Null Hypothesis failed to be rejected. Since training re-
sulted in:significant growth on only two of_the facilitative behaviors
addressedufhrough the STP thgse:resu1ts were interpreted as indicating

that the STP format is an effective one for bringina about lasting B

N

change on facilitative dimensions where a significant training

effect has been demonstrated. Thatis, since group two participgiion

in the refresher group did not result(in a significant superiority
in this group's functioning on these 1@§nsions at follow-up then -
it was reasoned that the initial gains made as a result of training
‘must have been strong enough to Tast’éver time. Thus, if one cou]d‘
madify the STP format in such a way as to br%ng about significant
increase in the usaqge of minimal encourager and open question
dimensions as a function of training, the results cited here and
in thé discuésion of Hypothesis Two and Three indicate that such é\
- growth could be expected to endure over time.

" Hypothesis Five was cdncgrned with whetherrtherefwas any signi- .-

ficant difference in group one or group two use of closed questions

at follow-up.” Results of the ana?yéis at follow-up indicated that
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nce significant difference existed between the two groups on this

dimension. ‘ﬁdrékiﬁ, here too ;he NuT]thpothesis once again failed

to be rejected and}it was concluded that the instruction rendered through

| the existing STP format was of sufficient diration to the result in 1ést1ng
trainee change on th1§ dimension.\\__ﬂy |
Considering ghe results of the analysis for Hypothesis Four'and
Five then, the f;jiifhat no sighificant differences were found be-
tween these groups on any of the cpunSe]Ting dimensions addressed
through the STP would seem to indic;te that participation in'the
refresher course did not lead to any.recognizab1e differences in
group two S's functioning at follow-up. Thus, it would appear

that the training effects produced through the STP format are strong
enough to endure over time. However, despite these findings there is
reason to believe that the refresher. course did have an effect on

the performance of Qroug two S's at follow-up. [t was shown in -

the discussion of Hypothesis Three that group two usage of con-
frontation decreased sign{ficantly in the period between pbst-
rtraining and follow-up. Since the refresher course was run immedi-
ately pfior to follow-up, this decrease was attributed to group two
participation in that course and, it was interpreted as being in-
dicative of a more active 1istening approach b}~group two S's at
-follow-up. Further to this, the follow-up comparisons of these

'two groups indicated that group two §‘s used significantly fewer

interpretations and significantly fewer self-disclosures thai group
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one S's did at this time. Since interpretation and self-disclosure
are considered veybally active counsellor dimensions in that they
are indicative of. the fact that the counsellor is sharing his per-
ceptions and experience, this finding would seem to indicate that
group two S's were somewhét Tess active verbally at follow-up than
group of€ S's. Closer examination of the follow-up data adds weight
to this assumption. Generally, the mean values at follow-up iﬁdi-
cate that, with the exception of the minimal encourager dimension,
in evéry remaining resgpnée category measured group two S's re-
sponded less frequent1§"£han did group one S's. Thus, while group
two S's used more minimal encouragers which are by definition mini-
mal interventions aimed at promptinq the client to continue-speaking,
group one S's used more of every other type of response measured.
- In particular group one S's were noticeably more active on the
information, advice, restatement, and confrontation dimensions.
The fact that group one Qas more active on the information and ad-
vice dimensions suggests that these S's were more actively involved
in prob]em“so1ving"with_their"clientﬁithan group two S's. Group
one activity on the restatement and‘confrontation dimensions also
indicates that these S$'s were more involved in the counseiling in-
teraction and more demanding of their clients than group two 5's.
Finally, the fact that the total number of responses made by group
one S's was noticeably higher than the number made by group two S's

at follow-up also points up the fact that grolp one 5's were verbally

(
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more active at this time. (see Appendix B).

Although much of the evidence cited is speculative in nature,
these trends in the data do seem to indicate that at follow-up |
group two S's were more likely to adopt an aet1ve Tistening stance
while group one §'s appear to have been mor&-verba11y involved in
problem solving with their clients. 'As such, the performance of
group one S's at follow-up resembles trainee follow-up behavior in
fhe McCarthy, Danish and D'Angelli '(1977) study. These authors
found that "trainees tended to return to a more natural conversa-
tional helping styTe-at follow-up focusing on rapid problem solving,
as indicated by their increased usage of influence, advice and,
self-disclosure". (McCarthy et al 1977, pg. 33). <

It appears then that, although group two participation in the -
Féfresher coﬁgée did not result in significant performance differ-
ences between tﬁe two research groups on the counse]F?ng dimensions
addressed through the STP, involvement in the refresher course may
- have inf]uénced the manner in which group two §'s interacted with
their clients at follow-up. As in McCarthy's (1977) study, group
oné‘trainees may qaﬁura11y have moved towards a more "conversational
helping style" (MCQ%EFhY et al 1977, pg. 33) in the period after
training while, in §§oup two S's this process was interupted when
they partfﬁipated in the Eefresher course. In this sense the compari-
son of group one andfgroup two at follow-up may have served fo high-

Tight a naturally occuring phenomenon in counselling trainees, the

N

N
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\‘-\\evo1ution.towards a more persona]ized'hélping style. Group two

= S's were responding in a more constrained form as a result of
particibating in the fefresher course just prior to foTTow-ub.

, However, for the S's of group one the STP material may have been
slightly less defined and, consequently the style of intervention
they tended to use was less restricted than that used by group.two
S's. In short, the STP emphasis is on receptive, 1is;enﬁng behavior
.and, due to their participation in the refresher course group two
S's demonstrated more of this behavior at follow-up than group
one $'s. Group one S's interviews on the other hand were more per-
sonalized in tﬁat they tended to be more directional in nature: °
.with the counsellors playing more active ‘oles in the counselling
process.

In summary, the results of the examinatioﬁ of Hypothesis Four
and Five indicate that no signiffcant differences existed between "
group one or group two S's at follow-up despite group two involve- - ‘

" ment in the refresher course. These results were taken as further

—.evidence of the strength of the STP format in that the training
effects from this program not only endured over time bu£, the pro-
_gram content was internalized to such a degree that retraining
after four months time did not Tead to marked trainee change on
those dimensions addressed through the program. The results of
the follow-up phase of this study did seem to highlight a develop-

mental process that -other researchers (McCarthy et al 1977) have
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noted in counéel]ing trainees. That is, it appears that, although
the gains made initially through training do not diminish signifi-
cantly'over time, céunse]Tor trainees tend to naturally move to-
wards more active helping styles over time. This ;rend Was i]]us-
trated by the fact that grdup two S's functioned ap_significant1y
higher levels on interpretation and se]f—disc]osure, two counselilor

Vel .
dimemsions that are considered to be active in nature.

" Summary and Conclusions

The primary aim of.this study was to determine whether the
ST# format was anfeffec;ive ong for 1;ading to trainee grbwth on
thé'counse1]1né diﬁeﬁsisgs addressed through the prog;am. Results
of:the-pre-training/post-training comparisons indicated that the
existing format was instrumental in leading fo significant trainee
chanée on three of thé five dimensions addréssed: restatement,
empathy/réf]ection and, closed questions. This was considered to
be %mﬁortant progress for novice counsellors since these skills are
instrumental when it comes to establishing trﬁst and rapport in the-n
'_counselling'situation.' The program however, fell séﬁewhat short
“of its aims where the minima1~encourager and open guestion dimen-
sions were concerned. It_wdg hypothesized that this finding may
_ have been due to a preference:-on the trainees part to use restate-
ment responses where continuﬁng responses of any type were cafﬁed

for since these responses allow for more counsellor participation.

1t was reasoned that by adopting an active approach in the counselling

. - -
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interaction, nov1ce counsellors may be better able to confirm
their perceptlons and stay abreast of new developments and, thus
they may be more comfortable with such an approach. It was .also
felt that these skills may not have been dlsplayed to a greater
extend due tdjthe'limitations of the 15 mimute interview format
used in this study. In any eveﬁi, the fact that the STP failed
to 1ead‘to significant‘traiﬁee growth on these two dimensions
was seen as a shortcoming of this program and, on the basis of
this finding a Te-thinking of the STP format was suggested in
order that future trainees might show broader gains in this area.
One possible modification might involve extending the .present
training period to allow for more videotaped practice and feed-
back around minimal encouragers and .open questions. Pre/post
comparisons also indicated that stgnificant trainee growth
occurred on thelinterpretation éimension. Tﬁis dimension is not
directly addresseé through the S$TP and, as such the significant
increase in its us;ge at post-training was interpreted as being
indicative of a need, on the part of the trainees, to effect some

sense of closure on the post training interviews. It may however,

be interesting in future research to determine what types of lnter-

pretations are being made by counsellor trainees, Overall then,
although this training format may require slight modification it
appears to be an effective and economical means whereby trainees.
can learn the basic fundéments of counselling.

Secondarily thlS study sought to determine whether the gains
realized as a functlon of the STP would endure over time. To this
~ T ernd; the subject-population was divided into two groups approxl-.
mately four months after the post-training evaluation. Group one

S's received no refresher training prior to follow-up while group

L1}
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two S's participated in a four hour refresher cdurse immediately
prjof to follow-up. Thus, if as a result of ﬁhié?manipu]ation
group two S's performed?gt significantly hiéher levels on the di-
menéidns addressed_through the STP at follow-up %t could be'con—
" ¢luded that frginees could benefit from aﬁ extended training period. .
‘On the other hand, if group one 3's skill levels decreased signifi-
cantly in the pgfibd'between post~training and'fbllow-up it could 3
be coné]uded that the training effects realized through éhe STP
did n6£ endure over_time. Results of Epe post/follow-up comparisons
for group;o;e S's indicated that any gains these §'s made,'as a re-
éu]t of training endJred over time and: hencé it was concluded that . 1
the STP format was effective in bringing about lasting change. The .

“results of_the post/follow-up comparisons for group two S's “indi-

————
.

catedighat there were no\significant increases in skill levels for .

thisfﬁroup despite refresher training. Thus, pn_the gasis 0€\E§fif
résults it was concluded that the STP format is of suffidient o~ ™
Q, S

duration to. bring about Tasting change on those dimensions where

a significant training éffect was demonsyrated at post-training.

f

e

- Intefestingly thougﬁi gfoup two_S'S'shoagp a significant decrepse -

‘in fhé frequency of their- use.of confrongggjgﬁ;at follow-up. 1This,
when considered in Tight of-othéf trnds in the data, seemed to
indicated-that group two S's were adopting'more of an active listening
approach atffﬁﬁaéw-up than were grguﬁ 6né-$'s: As such it appeared * - ‘;
that although the refresher course did mot result in group.twd S's J

\\ -_.(l . 9



fUnctioning aE significantly higher 1eve1s.at follow-up, it may
have reminded these'S's‘that their major role in Counseiling was
to listen and, because of this they were lgss verbal at follow-up
than group one S's. Comparison of both gtoups follow-up perfor-
mances strengthened this assumption. —Fhe results of this compari-

[}
son indicated that the two groups did not differ significantly in

“the frequency with which they used the dimension§ addressed through"

the STP but that group two S's used significantly fewer interpre-
tations and'self-di§c19§ufes. The dati also indicated that group
two S's respondéd less frequently than group oné S's (see Appendix
: Q)j' Thus, hhi]e these results further confirm the conclusion that
the STP leads tq ]ésting change on those dimensions where a signi—
| ficant training effeg? is realized, they also indicate that the
refresher course 1éd 2group two S's to adopt more of an active

listening approach than grbup oﬂe S's at fo]]dw-up. [t was assumed

then that these follow-up comparisons illustrated that graup one S's

were following a natural developmental route towards a move "conver-

sational helping style" (McCarthy et al, 1977, pg. 33), while this
process was iﬁterupted in group two S's\ﬁué\to their ipvo]vement in

-

the réi‘resher course. <)

. Suggestions for Future®Research

_.1. ~Now that an evaluation of the effectiveness of this training
package has been conducted, it may be eniightening to follow a group

of trainees through supervised placements and evaluate their

»
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performances via Hi1l's sytem in an attempt to estab1}sh what changes
in function occur as a result of supervision and interaction with
real Tife clients.

é. “As js.the case in much counselling research, the results of this

étydy may be Timited due to fhe'féct that standard clients as opposed

to real 1ife clients were uséd in, the study. Gorma1Ty and Hi11 (1974)

spoke to this issue when the} stated that "volunteer ciients are often

not motivated to explore their feelings and may séek a personal

rather than a helping relationship" (Gormally and Hi1l 1974). Thus,

it may be fruitful in the future to attempt to use real life clients

in the evaluative phases of'a study such as this. < .§

3. [t would be interestiﬁg to iﬁcorporate the use of a client

raﬁing scale into futyre studie§ of this sort in order to obtain

t‘iir evaluaticns of coﬁnse]]or effectiveness at the various stages

in the training process. D0'Augelii and Danish (1976) advocated such

an apprbach when they stated that "a training program must be |

scrhtinized not only in terms of its production of "effective (by

its own terms) graduates” but also in terms of these helpérs"effects

on ofhers" (D'Angel11 -and Danish 1976). “Such aﬁ approach would allow _

" future éesearchers to determine whether c]iéﬁﬁs prefer the counselling i
‘approach taken by group oﬁe S's at follow up in this study or, whether
‘ théy prefer the active 1istening style exhibited by group two S's.

4. Finally, thé use of a placebo group would allo@ for more defini-

tive statements about the effects of training. 'Gonna11y and Hi11 (1974)

o

e
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suggest that "in the minimally adequate research design a freat«
ment group testing the effects of training and a placebo group
controlling non-specific variables should be used" (Gormally and
Hi11; 1974}. Obviously, this is a hard suggestion to follow up
on since instructors runniaﬁ)courses such as the.STP can not

afford to randomly.give stufents the differential treatment implied

in this approach. However, such an approach could only increaseE

[

the credibijity of the results from studies of this .nature.

&,

[
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APPENDIX 1

Microcounselling

Tvey's microcounsei]iﬁg, unlike Carkhuff's SHRT, is not a theOﬁy
encompassing a specific approach Eo therapy. It is essentia?Ty a
" framework, or methodological approach to training that can 1end it-.
se1f-to any specialty training program. This approach is founded on
four basic proposiéions. _The first of these propositions states th;t
breaking the counseliing situation down into specific skills ailows
trainees to deal with the cbép{ex nature of counsej]ing more effec-
tively. It is from this approach of sysfematica]}y focusfng on one
skill at a time and allowing the trainee to practice that skiil in a
real interview setting that the name microcounselling was.determined.
Ivey feels thaf this approach is important to tréining in that it
effectively allows trainees to fully Yéarn and exberience using one
skill at a time and thus, incorporate that skill ipto their personal
repetoire in their own way. He also.feels that this process has jnher—
ent reinforcing qualities since trafnees really feel that they are
making progress as they experience themselves mastering the succes-
sive skills in the proéram. Also, it is felt that if the trainees
feel successful in the initial stagés of training then they will be
“motivated to master;the more difficuit skills presented latér in

training.

The second proposition states that trainees will find it easier



to conceptﬁa]ize the use of the various skills presented in the pro-
gram if they are provided the opportunity to see“an experienced coun-
sellor demonstrate their useage. This idea {s exp]ainéBie in terms

of modeling behavior and, in fact, is not too different from Carkhuff's
belief that a training program can not exist without a trainer who can
provide "a model for the trainee to identify with and immulate”
(Carkhuff, 1972). Thus, trainees in microcounselling are shown video-
taped interviews of experienced therapists demohstra%ing each skill
before they a(e'expected to use that skill themselves.

The third propositioh under1ying this program is based on the be-
1ief thqt tra%nees could Tearn g great dgal if they were proviéed with-
the opportunity to observe themselves in action. It was this belief
that lead to the incorporation of videotaping in scaled down inter-
view situations into this training program. This could perhaps be
the real forte of microcounselling since the videotape allows for im-
mediate and focused supervisor feedback about the trainees performance.
It is this tgbe of feedback in conjunction with the opportunity to
practice in a simulated 1ntervisw setting with volunteer clients
that serves to unify the theorétical, facilitative conditions of therapy
with recognizable counsellor behaviors. This procedure then, effec-
tively eliminates much df the guesswork often associated with aﬁtua1-
izing these behaviors in a real counselling setting since trainees have
o the oppdrtunity to see themselves using these skills while they simul-

taneously receive supervisor feedback about their effectiveness. -
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Finaf]y, the fourth proposition stateslﬁhat counseliing trainees
could benef1t more from real interview sessions being built into the _
training program These interviews are real in that the Q\1ent is a . L -
vo1unteer from'outside the training group and not another trainee ro]e
playing. Although the§e are scaled down interviews in that they are
five minutes in duration, ihey do have the benefit of allowing the
trainee to experience establishing a rapport with the client as well
as allowing -him/he; the opportpnlit_:y of focusing in and perhaps gaining
some insight into a pfeviously unknown problem.

These four propositions then, provide us with an insight into ) ‘K;
wha? Ivey and his collegues were attempting to accompiish when de-
signing their .program. When these ideas were integrated to form the -
_ba§4§ of the microcounselling progfam the result was a "multilevel
program of instruction including cue discrimination in the fprm of K
video models, written materials, supervisor's comments, opgééht re-
inforcement of newly learned behavior with an emphasis on gxwarm,
empathic trainee-supervisor relationsh{p" (Ivey 1976). The strength
of the program though, was seen in its iﬂcprporat1on of the use of L e .
video tape since, as Ivey states, "seeing oneself on videotape is a .
powerful and meaningful eiperience" (IBID). y

With the format of microcounselling decided the focus shifted
to detenn}hing what skills the program would attempt to instill in
fiainees. ' ' -

Past research had indicated that beginning counsellors tended
. 4 .
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. to "spend too much time‘tajking; interrupt the patient; ask closed-
ended questions; meke 1ong}‘awkward speeches; and }épse into long,
unhplanned si1ences" {Moreland 1971). In shert, it appeared that |
novice couﬁse]lers spent too much time conducting Ehe interview and ~=~
not enough time attendihgfto the c¢lient. It wes deeided that the
1n1t1a1 stages of tra1n1ng had to deal w1th tra1n1§§’counse110rs how
to attend to their c]1ents since at%end1ng was caps1dered central to
‘the estab]ishmept of client-therapist rapport. Tgado this éttending_
behavior hed to ee broken down into teachable behavioral components
in order to fit into the ‘microcounselling framework with its emphasis
of focusdng on/single skills. It was decided, on the basis of research
findings and through the“observation of novice .counseilors, that in-
struction in the use of eyexcontacfz physical posture, and verbal |
following couid greatly increase the counsellor's effectiveness in
initia1 interviews. Further, it was anticipated that these skills -
couid be taught either individually or simu]ianeoue]y depending on the
tra?nee;; 1e§e1 of sephist%cation. . =
‘This emphasis eﬁ'teachinﬁ‘the components determined to contri-

bute'to effective attending again reflects the rationale behind the

87

m1crocounse]11ng program. - An attempt was made to begin instruction with '

skills that -are re]at1ve1y easily mastered 1n order to give tra1nees
the exper1ence of having made some progress Also, the most basic
skills’ were presented firstly in order to establish a f1nn behav1ora1

ifoundatxon to which the more comp]ex Skills cou]d fater be added.

n
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_Once these skills are estab1jsheg the focus of training shifts
to‘éoncentrate on skills that will enable the counsellor to open
1ine§ of commqucation with his client. These skills are seéh as
extentions of attending behavior since they essentia]]y'focus the
interview on the cIieﬁts' needs and thereby provide the counsellor
with an understandihg Bf the client's perspéective and his needs.
Instruction in this phase of training focuses'on questioning tech-
niques like. open questions and closed questions and déa1s with their
relative merits, how they can be used to open an interview, how they
can aid the client in giving specific examples of what he is talking
abgyt, and hcw they can focus the client on his feelings. Trainees
ar; also instructed in the use of minimal encouragers and are in- .
formed of their reinforcing qualicies and how through theirluseage
the counsellor can prompt his client to take a'more.active.ro1e in
the intefv{ew while also communicating the fact that he is still
attending to, and interested in what the client is saying.

Once it is determined- that the trainees understand §nd are cap-
able of.using the basic attending behaviors the ﬁbcus of training
shifts to tie more complex attending skiils of reflection or summari-
zation of fée]ing and paraphrasing ohbsumnarization of con;ent.
Reflection of feeling is esséntia]l} the same as Carkhiff's concept
_of empathic understénding. It involves the counsellor's ability to
experience his c]ient'é-feeTings and communicate his understénding of

those feelings in such a way that the client senses that the therapist
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is "with him". This i§ considered an important aspect of the coun-
_salling process since summarizing the client's feelings allows him
to better understand them. The distinction between reflection and
summarization of feeling is more of a temporal one. Reflection of
feeling refers fd conmynicat%ng to the client his feeltng at that
moment, whereas; summarization of feeling refers' to the counselior's
integraﬁion of feelings expressed by his client over a period of
time and his subsequent sharing of a global impression about those
feelings in an attempt to clarify the issue for the client. This
emphasis on feeling and its accurate reflection that we see in
microcounselling is based in the same rationale that fostered this
focus in Carkhuff's training program. Thus, the two programs share
the belijef thatrthrough andFrstandiZ§ a person's feeling we gain an
understanding of his problem and that, the communication of our
unaerstanding motivates the client to explore his situation more
fully thereby giving him tha'opportunity to achieve an insiéht and
then to act on that insight.

The other two Tistening skills of paraphrasing and‘summuative
paraphrasing focus on the content of the client's statements. These
skills are used to clarify conquing coritent or tp help clarify issues
for both the client and the counse11ar. The difference between the
two of these is again a temporal one with the paraphrase being-a re-
statement of material just offered by the client anatthe summative

paraphrase being a statement that focuses on the essential content

S



of a number of c¢lient statements and ties that content tbgether in
such a way as to clarify the ‘content and lead the client into a deeper
discussion of the subject.
With the comp]étion of training in attending skills the focus

of the program shifts to concentrate on the counsellor skills of
self expression. Instruction in this area centers on the expression
of feeling as opposed to content, direct mutual communication andl
interpertation. This part of the program is based in th% premise
that unless-a counsellor is capable of potent, focused interventions
there will be little client growth in therapy. Hasse and DiMattia's
(1970) finding that training counsellors in thg expression of feeling
not only resultad in counsei}ors using feeling in a potent, theraputic
manner but also aided them n di%criminating their client's feeling
states led to the incorporation of training the expression of feeling,
and content into the microcounselling program. The difference between
these two models of expression is defined in terms of expression of
feeling being the counsellor's abiiity to get in touch with his ex-
perience and then put a name to that experience whereas, expression
of content refers to tﬁ% céunse]lor's ability to organize his thoughts
through introspection with thé aim of expressing himself more directly
and succinctly. el

| The counsellors skill of direc? mutual communication presented in
microcounselling is essentially the game as Carkhuff's concept of

immediacy. Training in this skill is geared towards providing trainees
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wfth'insight into the dynamics of the counselling relationship so

that they might share these {nsights with their clients. Sipce the
manner in whicHla ¢client 1ntéracts with the counsellor is oftend illus-
trative of the manner in which he interacts with others odtside of the
counselling setting, this sharfng'may provide him with insights that
could 1ead.to eventual behavioral change. Because of this, this skill
is seen to be very important theraputically.

The final and most difficult skill presented in this training
program 1is inierpretation. "Ivey defines interpretation as a ”semant{c
integration of cognitive and affective states'which v attempts'to
present the essence of the individual as éeen from another vantage
point" (Ivey, 1971). ﬁs such, interpretation is achieved when the
therapist views his client's-statements and behavibrs through his own
objective‘fr;me of réference and shares that thh the ¢lient in an
effort to show the client himseif in another 1igﬁt possibly outlining
contradictions between his view of himself and the views of others to-.
wards Eid. Pointing out such contradictions can be very facilitative
but it is generally coﬁceded that the ski11s.1nvo1ved in interpreta-
tion are difficult to master. Thus, mic%ocounselTing does not pro-_
fess to produce fully skilled interpreters but to expose its trainées
to this,s§i11 so that they might further grbw into and magter‘it'

-

through practice.
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Training QFEtedures
{

fhe microcounselling training procedures are relatively sEEﬁH&nQ;' :
jzed in that the same training format is fo11owq¢/;q; each skill pre- \

sented in the p?ogram. Thg basic outline of‘fais format is descg\Ped \\\“*H\\

by Ivey- (1971) and will be presented here in abreviated form. This : \
‘basic model involves nine steps in which:

1) the trainee and volunteer client are shown to a video
equipped nQom where the interview is to take place

2) a five minute interview is videotaped

3} the client leaves the room to fill out am evaluation
form which provides the trainee with feecback fraom
this perspective

"4) the trainee reads a description of the specific ski’]
to be taught in the microcounselling manual and dis-
cusses this skill and his previous session with a
supervisor

. 5) the trainee then views videotapes of experts demon-
strating this specific skill

‘\g,

the trainee critically reviews and discusses his ini-
tial interview with the supervisor indicating the posi-
tive and.negative aspects of his performance

7). the definition of the skill is reviewed and plans for
the next session are made with the.supervisor

8} the trainee interviews the same client a second time
_for five minutes -

9) the supervisor provides feedback and evaluation of the ' /
final session . g |

This outline serves to illustrate the important part that video-
tape plays in the microcounselling program. Another important aspect

of this program however, is the use of the microcounse]]ing manual in
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conjunction with Phe Qiewing of expert video-mgde]s demonstrating thé
vgriOUS counselling skills. Where the manual provide; the trainees

withla cognitive understanding of what each skiil entails, the video-
md&e]s provide the trainees with.the opportunity to see'each skill be-

haviorally manifested in the counse11ing setting. Together these two

"modes of instruction help the trainee conceptualize, then actualize

each skill thereby, providing the bridge between theory and practice
that is the main aim of microcounselling. Important‘aiso is the use

of client feedback to provide the trainee with a different "perspec-

tive on his effectiveness in the sessions.

As in Carkhuff's training model, microcounselling also insists on

the trainef/supervisor being a genuiﬁe, congruent individual capab1é

of exhibiting the skills he is gttempting to instif] in hislprainees.

These two training models them are much alike in their émphasis on a

warm, aécepting,-and supbortive training atmosphere where the'trai;ee

learns, not only fronythe materials presented through the pourse, but
/ , .

alSo through observation of the trainer.
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APPENDIX 2

Systematic Human‘Re]ations Training {SHRT)

Eitensive‘reading about the SHRT model confirms. the assertion
that "this approach is an attempt to translate researnh and'theory.
into effec{{vé practice by foqusing.on the effective'ingrediénts
| and process of constructive reﬁationghips between human beings"
(Carkhuff 1972).

An understand1ng of Carkhuff's conception of the psycho-
theraputic pFot sS provides some in§ight into the rationale be-
hind the SHRT p/ gram. -He“fee1s that there are four 1mportant{ '
interrelated phases. that lead to theraputic progress. - In the
- Tirst stage of helping, tne faci1itati§e phase, the helper uses
the responsive skills of empathy, respect; ‘and qoncreteness in
' ordér to communicate to the he1pér that he\ﬂizjén understanding
of h1s frame of reference and thus, help him to explore h1s pro-
blem. In the second stage, those same responsive 5&1115 together
with the potent re1nforc1ng quality of the helper's attention and
-understanding provide the'impetus that moves the helper along to
h19her levels of se}fnexp1orat1on and delf- understand1ng Eventu-
a]]y, “in the th1rd/stage of he1p1ng, this higher self understand1ng
wiil prompt the helper to takg some. action to rectify his situation
and this is when ;He actidnfﬁniénted helper skills of genuineness,
confrontation, self-disclosure, and immediacy come into pia).

Through the use of these skills and, because of the reinforcing-

o
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quality of his attenffon and behaviors; the helper becomes an impor- \
tant role model from whom the helpee caﬁ learn more effective 1iving
skills.- Fina11y,:the fourth stage essentially keeps the momentum
from the. first phases-of therapy roliing. Carkhuff states that
“often this cycle of exploration, understanding, and ac;ion is re- N
peated over and over again. Each time the helper learns to undér-
stand his problem more accurately ané{ therefore, to act more con-
structively for himself and others" (Carkhuff, 1972).

There are two phases of helping that encapsulate all tﬁe four
- stages discribea.abOVeI The downward or inward phase when the
helpee expToreé and comes to understand.his problem, and the a;tiop§
oriented 5g;§e'when he "trans]ates;thiéfundersganding into construc-
* tive action by searching ouf and im§1ement1ng.effect1ve courses'of
action” (Calia, 1974). ' X é

?
Carkhuff feels that the process that occurs in therapy-is not

w

too mucq different from that which:OCCUrS in training since, in his
eyes, effective people, be they helpers or trainees, "are a function
of'the quantify andﬂquélity of ’esponses which they have in ‘their
interpersoﬁé1 skills repetoire“{TCarkhuff, 1972). It appears thét
thfs belief wag cegtra] when Carkhuff designed his training program.
Efforts were madelfo-make he program as experiential as pdssib1éi
with the trainees ﬁot on{;f>éarning but experiencing the helping * L\. KM
dimensions offered through the program. Also the training program :

wéé’designed to proceed through the various skills in the sequence
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"""to effectively plan helping procedures. The role of the trainer in

‘/,;h;z process can not be over emphasized since he is responsible for

that they would normally occur in therapy. Thus,‘in the training
program as in therapy, growth is the result of the assimilation of
a mode]'slmore effect{vg he]ping/fiving skills through exposure to
those $kills in a warm, supportive atmosphere. |

~ In th? training prograﬁ the helping sk111s are'Systgmatically
_taught with the intention of providing the trainee with an'undér—

. standing of himself and the theraputic process that will enable him

cngating and maintaining the warm, dccepting atmosphere conducive to
trainee experimentation és well as, for hode1ing effectiveshelping

b;havfors and reiqforéing trainee attempts to adopt these skil]g’as

thqir own. By looking at the theraputic mo&e1 anqvthe training model
.in this 1igh£ we see wﬁSE“Eq(:;uff ;eant when he stated that "the:

same skills which make for helping effectivenesé make for training

effectiveness” (Carkhuff, 1972).\ '

_The'SHRT program_}s an expérie tia]-didaﬁtic program that attempts

fo present its trainges with specific, emp?ricaliy validated, skil]s
‘“ip a stepry-st;B\faihian that follows from ﬁhe sequence in which
these skilis actually occur in the fheraputic setting. cdrkhuff
structured hjs training progrém in this manner purposely in an attempt
to create an expefientia1:atmosphere in traiﬁing in which trainees can
‘1ive and experience fi:hvhrious stages of therapy and thereby gain .

some insight into the_ eraputic process. Carkhuff feels that this.

—
-
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éxperiéntiaT aspect is very importan? to traihing and, as sach: he
places a heavy emphhsis‘qﬁ the trainer‘s abi]i;y,to demonsfréte
specific skills to his trainees in order that they éight exper%eﬁce
what it is‘1ike to be the receptor of the dimensions‘invo]ved in
thefapy{ As'ggrkhuff states "if thé training program'is focusing
upon the éisériﬁ{nétion and communication of empathy,-the trainee’
must also have had the experience of the trainer communicating a
depth of understénding.to‘the trainee" (Carkhuff, 1972).3
Cal{a outlines the pgra]1e1.between thé theraputic process and

the training process when he states "the developmental progression
points clearly to the prepotenf nature of the helping dimensions

and has imp]ication§ for't;aining. The trainer moves sequentially

from ﬁother-embathy and other responsive dimensions, ~ to those
lcondi;ion; oroffered by the more demanding, conditionally caring,

and directionful father - genuﬁngneés,Aimmediacyg confrontation, and

construction action. The trajne} offers on]y‘as mich of these Eon-;

ditions as the trainee can handle responsively and always in‘conjunc-

tion with deeper 1eyels of nourisiment and car{ng" (Calia, 1974). It

becomes apparent {Een that the exberientia] aspécts of trgfning:are.

the responsibiiity of the trainer in fhis program, and that there is
_‘indeed & heavy emphasis placed on the experiéhcing'of helping skills

as‘a part of training. Carkhuff sees this aspect of ;he program as '
- being edsential and states that “the trainer, then, provides a model

for the trainee to ideﬁ%ify %;bhﬁgfd emutate. Without such a person

there is no program" (Carkhuff, ]9f?). .



\\ . helpee directly and specifically.
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The didactic base of this program grew out of the author's wish
to minimize the possible confu§ion that could arise out of instructing
novice counsellors in the hse of theraputic skills that they have

never been exposed tb bkior.to‘training. To make this process more

l'understandab1e to the trainee CarKhuff qperationa]1y defined the

skills presented in the course of training as fo]]ows:'

+ - Conditions that facilitate the helper's efforts to
* explore and understand himself: .

A) Empathy or understanding: s the ability to see

the world through the other person's eyes. In help-
ing, it is as if the helper "crawls" inside of the
helpee's skin and feels the things the heipee feels, _
and experiences the world the way the helpee experi-
ences it. The helper not only sees things the way

the helpee sees things, but Tets the helpee know

what he sees, that is, he communicates what he sees

to the helpee. '

B) Respect, or caring for someone:  is the ability '
to respond to the other person in such a way as to
.let him know that you care for him and that you be-
lieve in his ability to do‘somefﬁTngxﬁsout his pro-
blem and his life. At the very beginming of helping
the helper may not know enough about the helpee to
communicate this specifically. As helping.continues,

~ the helper will come to know the helpee in spegific
ways so that he can communicate this respect for the

C) Concreteness, or being specific: 1is simply the
ability tp enable the other person to be specific
aboyt the feelings and experience he is talking.a- ”
aboutl. The helper helps the helpee to be specific

about| the helpee's own experiences and”not the ex-

periences of othar people. This is particularly
critidal during the early stages of helping when
concreteness helps to develop empathy. At later
points the helper may attempt to be concrete in
developing the stages of problem solving.

-

. : (Carkhuff, 1972).

*



Beginning training on these dimensions reflects Carkhﬁff's.

belief that the first task in helpind i's to ga{n insight and under-

stand1ng into the helpee's situation. This understanding is believed

-——

to enable the heIpee to put the p1cture together and then 1n1t1ate
the action-oreinted phases that f011ow. Carkhuff.aiso sees these
skills as being fundamental to the establishment of } good helper-
helpee relationship which is essential -to the theraputic process.
and,. as such, theraputic coﬁtact is initiated with these skil1s.
The presentat1on of these sk11ls in the beg1nn1ng of training then

refTects Carkhuff s belief that the tra1n1ng procedure shou]d para—

Tlel the theraputic process as c1bse1y as poss1b1e in order to pro-

- vide trainees with an experiential understanding of that process.

The action—orienteé’EE;;;;?Bhﬁ-af therapy are operationa11y?

detined as follows: '

D) Genuineness, or being real: 1is the ability &
to be real in a relationship with another person.
At first the emphasis is more on not being phony.

» Later the emphasis is on the-helper being as real
as he can be. That is, he is free to be himself.
He is really himself. The only important thing
to remember here is that you are still trying to
help the other person. So if you have had . .-
feelings about the person, it will be more helpis”
‘ful to ask about ‘where these feelings came from
rather than to dump them on him. Helping is for -
the he]pee

-

E) Confrontation or telling it like jt—is: par;_

: of being oral is to tell the other pe{;on just
\\\\\_ like it is. Confrontatlon is just telling the.

other person what you've been learning as you*ve
been 1istening to him. For example, you see him
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doing. things differently from the way he is

talking and you put it to him. Or you con-

front him with the reality of a situation

that-is quite different from the way he's

been picturing it. Or you just tell him that

you.see things a iot differently from the way -
that he dogss. Once you confront, you need to

-follow through and work out the differences

between you.

F) Immediacy, or what s_really~going on
between the two, of you: 15 your ab111ty to
understand differeqt feelings and experiences
that are going on between you and another per-
son. The helpee may be telling the helper o
- something about how he feels about-the helper E)

without even knowing it. Often he can 'titel]
the helper directly how he feels about himi.
The helper must be tuned in on“these things =
so that he can understand the helpee. The-
.helper must tell thé helpee what is going °
on so that the-helpee can understand him-

N self. ' The helper must know where the helpee
is c0m1ng from..

{Carkhuff, 19725 |
~The fact that—these:acf?on—oriented condi£1ons are presented
secondarily in training does Hot mean that théy'aré used in the
lz%ég_phasés ofltherapy to the exc1usioﬁ.0f the facilitative con-
ditions. To the contrary, it is Carkhuff's belief that the helper
will Be mofe effective when he i&itiates action in the later
:phases of helping but, that the facilitative and é&tionioriented
skills must be used in conjunction with one anotﬁé? in order to
pfovide the helpee with the supp?rt (faci1it§tive condition§3 qnd .
the impetus (acpion—oriented conditions) he needs to take qction
' upon his problgms. This sequence of presentation then, serves to

[ . - ‘."
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clarify that the initial stages ‘of therapy are geared t%wards
gu1d1ng ‘the helpee towards an understanding of his prob1em that
WWill epable him to plan effect1ve courses of act1on The later

stages actually deal w1th thé planning of those courses of action. o

.

Training Procedures: I - o , ‘ - .ﬁi'.
Training begins w%th-thg responsive skills of empathy, respect,

and concreteness 'and procedes to the actjon-oriented skills of gen-

uineness, confrontation, and immediacy. Instruction in any one of

fhese six ski]]s'begins with dﬁscrimination training. In this part

of training the trainee is presented with an operational definition

of the particu1af‘ski1] so that he can conceptualize what is involved

-in its useage. Group discussion often aids this process so tnﬁinees

are encohfaged to shate their ideas and feelings in an attémpt(to

c1arify the operational definitions for themselves. Once th{s\pro— ’ %,
cess is completed and a consensus is ach1eved, instruction centres
on d1scr1m1nat1on tra1n1ng or, 1dent1fy1ng the d1fferent levels in-
volved in the commqnicat1on of that skill. Carkhuff feels that
"the key to undérstanding any condition is to set up somé kind of
midpoint which, if peob1e reach it, meané that they are doing
enough to help" (Carkhuff, 1972). Instruction then, 1is geared‘
towards,c1érifying what a "minimally facilitative" response en-
tails. Once this has been accomp]ishéd addjtive ;esponses

(responses above the midpoint) and subtractive responses (those

below the midpoint) are discussed. Trainees are instructed that

-
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a response ie-considered‘additive.when it is judged that it has
helped the helipee to explore and understand his situation more
fully, and subtractive when the opposite occurs.

2

Once these pre11m1nary stages of 1nstruct10n are completed,

trainees are given the opportunity to attempt communicating the

facilitative skills in response to taped helpee exerpts, and in
role-playing situations. The initial aim ef.these exercises is to
provide the trainees with the opportunity of commqnicating facili-
tative level, or, level three on Carkhuff's sce]es. Trainees are
given.immediate feedback.about their performance from the trainer,
the?dther trainees in the group, and.the role-elay helpee in an
effort to shape their counselling skills. Since the'underlying
intent in using these skills is to establish an interchangeable
level of helper response thet communicates caring and reSpect to
the helpee, the trainees are rated according to how well they
fo]]owed the he]pee and responded to him in a minimally facilita-
tive manner. The main intent however, of establishing a minimally

B

facilitative ﬂevel of functioning is to provide the vehicle. neces-

_sary to a]ﬁow both the helpee and the helper move to the higher

Tevels of functioningbknown as the action-oriented levels. Thus,
the second steﬁ in training centers around instruction in additive
under;tand1ng 1uned1acy, self-diclosure, genu1neness, and confron-
tation. These are the skills that Carkhuff feels will lead to in

depth understanding because they rely on the helper responding
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from his own ekpefienée and initiating interpretive communications
that lead fo client self awareness. Training procedureé fof these
skills progress in much the same fashion as did those for the re-
sponsive skills. Trainees are allowed to practice these skills by
responding to taped exerpts, participatiqg in roie plays, and through
the supervision of actual helper-helpee sessions. Q(oup feedback in.
the fo?ﬁ of scale ratings of helper function is aIso.used to help
- the trai;ees incorporate thse sk%1ls into their personal skill repe-
toires. However, ratings are based not only on hiow well the trainee
follows and respoﬁds to the helper but also on how well he initiates
the cbmmunicq;ion of'experience*to the helpee.

: _Oﬁce these Eteps of training are completed the focus shifts
to instruction in devé]bbing courses of action that will help the
client come‘to {erms with his problem. Carkhuff see six steps in-
volved in the development of courses of action and Tists them as:

a) Definition and description of.prob1em areas

b) Definition and description of direction and/
or goals dictated by the problem areas

c) Aha]yéis of the critical dimensions of these
directions and/or goals

d) Consideration of the advantages and disadvan-
tages of the alternative courses

g) Development of physical, emotional, interper-.
sonal, and intellectual programs for achieving
goails ’ -

f) Deve]ophenp_pf progressive gradations of the
programs involved

{Carkhuff, 1972)
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After reviewing the six steps involved in p1anﬁing courseg of
action trainees are again provided with the dbportunity to practice
the skills involved in ro]e_p]ayéd diads.

l Again,{iit is apparent when one examines Carkhuff's SHRT pro-
gram that the author made aiconcerted effort to have the steps
involved in his training program parallel the steps involved in
therapy. 'Thus,,the sequentia1 progression from responsive s&i1ls
. to the'ébtfdéiorienteq skills, to procedures involved in planning
courses of aqtion‘that océurs in- therapy is‘mirrored in this |

training ‘program making it perhaps one of the most cohesive .° .

*

_'prbgrams presently off&red.
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APPENDIX 3

Systehatic Traifing at Jhe University of Ottawa

B

At the onsét.of traiﬁing—studeﬁts are divided in?o training
groups consistihg o%-eight t¢ ten<trainees and threé trainers.
Training ocﬁurﬁ four days per week foF four weeks and a total
traiﬂiﬂg/%?me of 32 hoursl Although there is not a heavy emphasis
on trainers modeling specific Lehaviors for their trainees, there |
is a great deal %i trainer participation. Trainers are exbected‘to - 1’
facilitate groub discussion and individual exploratibn as well as -
provide ‘instruction in the use of various skills. Trainers also
provide.focﬁsed féedback'about érainee.interactions and encourage
the group members to share their perceptions of those interactions.
Thus, the trainer's majqr roles in this program include sharing their-
‘expertise through instruction and focused feedback and, faci]itating
group process in an effort to produce a non-threatening environment
'condpcive to trainee experimentation.

The first week of instruction focuses on familiarizing the trainees
with 'the attending skills of eye contact, body‘posture, verbal following
-and questioning taught in the microcounselling program. Unlike the
microcounselling program however, the STP does not use videotape to
train for these skills. Instead, for instruction in the use of eye

contact and body posture trainees fi(st receive an introduction to the \\*\\\-

use of eye contact and body posture in the counselling setting and then

they are asked to_spli:;:nto pairs and experiment using the specific
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skill be1ng pnesented in an unstructured sett1ng These unstructured

exercises 1ast from one to fwo m1nutes after which timeythe trainees

are asked to ;hare the1r feelings and insights with the1r partner and

then switch FOTQSIIH order to give each partner a chancg to be both
sender and recipient. It is felt that this approach in the initial
-stages of training accomplishes two important things: '

1. any tension trainees may feel as a result of
having to work with unfamiliar people is dis-
sipated quickly by engaging the tra1nees in ¢
interactions from the start.

2. th ﬁrogram becomes more experwent1a] in that
"~ trainees are allowed to experience each skill
from both the counsellar's and the client's
perspecﬁ?&e hence, they are able to arrive
at theirtown conclusions about the impact
they have\1n the counselling setting. After
each partner has ,Jhad a turn being both the
sender and the rec1p1ent in these exercises,
group discussion of-the skill is generated
and trainee 1ns1ghts are exchanged with the
trainers filling in any pertinent information
that may have been overlooked.
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After the unstructured exercise and group discussion the trainees

split up into pa1rs to part1c1pate in a structured exercise in wh1ch
one partner role p]ays the c11ent and the other ro]e plays the coun-
sellor. The trainee in the client role is instructed to send a non-
verbal message to his eartner through his use of eye contact or body

posture,‘depehding on which skill is being presented. These exer-

. A
-..cises again last for one to two minutes. Upon completion of each

exercise the counsellor states what message:he.received and the

client indicates what message he was sending then, the.partners
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trainees share their 1ns1ghts

. third day.

,—-xchange roles. Again, after eaéh parther has had a chance to be both

c11ent and counsellor group d1scuss10 is generated in which fhe

is usually one day alotted

for traln1ng in eye contact and. rother for training in body posture

The focus of training shifts tp the
<

1Y ;’HJ "

Training in vérbal following-is based on tpé\microcounselling

outline ¥an"trafﬁing in this skill but, again there is no use of

videotapé at this time. Trainees are ins;ructed that verbal following

means that their interventions follow.directly from what the cliient

- has said and, that the emphasis is primarily on the ébgnitive con-

'._tent of the c11ent s message. After discussion of the cdncept the

group is aga1n broken up into sma11e? groups of two to three tra1nees
with one trainer being assigned to each group- The trainees are then

given the opportunity to practice these 4kills in dyads while the -

rest of the group.observes so that they can provide feedback when

:each d}ad is completed. Every tngiggg_is given the opportunity to

role play the cliént and tﬁg counsellor in these dyads 1n order to

give them an exper1ent1a1\:;derstand1ng of the use of these skills

from both the counselior's and client's perspectives. The trainer's

role aga1n s to prov1de fpcused feedback and any useful hints he

may have about how to use these skills more‘effect1ve1y. Once -

~ these e;erdises have been completed the'larger group re-convenes

. and trainees are encouraged to share their 1nsights and ask any quesl

tions they may have anut the use of these skills.

fa

110
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The first week of instruction is coﬁc]uded with inétruction in

the use: of various questioniné techniques. The focus of dnstruction

for this segment is on the use oX ope ions to talk, open ver-

sus closed questions, direct versus/indirect questins, as well as_the

pitf311s of doﬁble questi bombarding. ‘Aftér the trainer has
presented the relevant material applying to each of these areas of
-questioning the traineeé are encouraged;to clarify the concepts for
themselves through group discussion 5nd structured role piays. The
rdIe p]aysfare again conducted Hn sma]}et groups géared towards
giyiné égéh trainee the.experience of both using and béingi;hg re-
" cipient of the skills being taught. Focused %ééébéék¢and group dis-
cussion fo]}dws each f01e play,:_Upon complefion of afﬂ role pTays
.:the larger gréup is assembled and trainees are encouraged to share
insights and questions. Time is ihgn taken‘gg review the concepts
and skills presented in the first week of.isi?}uction. An attempt
- is made to help the_tréjnéeé synthesize these skills andithe trainers
ensure that any'qﬁestions or misconceptions are cleared up before the
trainees proceed to the sécond week_bf training;

In the second week df training, the training focus shifts to
the concept of empéthy. Training in this area closely parallels

that which accurs in Carkhuff's SHRT. First, the concept is opera-

tionally defined by way of group discussion and th »/ﬁnstruction

centers on discrimination training. Trainees aré introduced to
Carkhuff's empathic understanding scale and are informed that their

-t
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training is geared towards having them function at a minimaily .

facilitative level, 1eve1'three;on Carkhuff's scale. They are

" then given practice rating‘cdun§é116¥ responses to audiotaped
standard client statements in an effort to help them conceptu- :
"~ alize what is invoived in empathic reéponding: Each trainee is

- encouraged to rate each counseilor response and explain why they

gave it the rating they did; This format is effective in gener-

1

ating group particibation_and, when combined with trainer feed-

back, provides trainees with a good understanding of what is {H—
volved in fhe conmunication of empﬂthy.f This aspect of empathy
training géhera]ﬂy takes two'days with_thé‘remainder of the second
week being, used to provide the trainees with practice éonmunicating
empathy. To do this the trainees again breékﬁfﬁto smaller groups
consisting of three students and a trainer and role play. Every-

oné is given the opportunity to'role piay the client and counisl1of ;

& ’ '
parts in. these groups and the trajnees are again encouraged to share

insights, problems, or criticisms with the group so that everyone

can ‘'gain a more in-depth understanding of the concept through dis-

cﬂfsion and practice.
The final two weeks of instruction attempt to provide the
trainees with the opportunity for extensive role playing :n which

they can work towards 1ng;grat'ng all of the skills presented

during the first two wee training. The trainees volunteer .

to participate as either client dF'gounse110r in five to ten min-

¥ .
ute FGTe played dyads in which the-client presents a realistic
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problem or concern so that the counsellor can experignq} responding
to some real, expressed fee1jng._ A1l role plays are videotaped and
Q]ayéd back'upon completion éf each session ib:énab1e‘the trainers.
.ﬁo provide specifiq, focused feedback about various aspects of the
trainee's performance. The heavy reliance on videotape in this ﬁart\
of the STb makes ii much like Ivey's microcounselliing, however, the J
video is not used in conjunétion with-a skills manual ér a fgqus on
‘ a specific skill but, rather, it is used to enable the tr;?frgrs to
.be‘very specific -in férmslof their feedback about a vabiety of 531115.“
Upoﬁ COmp1efion of each ro]e‘piay the two participants are asked ﬁb
lshé?e their perceptions with the gfoup anﬁ each'bther so that every-
one can know what their experience of.gach other was during the role
- _pTa& and what difficuities or feeTinés they encounteféd during their
' participation. The other grbup members are then askgﬁ to share »
fﬁéir feelingsAand_perceptions of Whét ocgured-dﬂ?fng the role play : -
fhus providing the participants with peer feédback. Recuérent
themes that emerge through this feedback process are summarized
. and the videotape is then played batk in aﬁ effort to 1dcate speci-
fic examples of a;y behaviors mentioned. This approach allows the
trainee the subjective experience of participation, the objective
feedback of his peers and his trainer, and §1so allows him to see
his sfrengths and weaknesses on videotape..,A§ a result, the trainee

can discard those bepaviofs that others feel detract from his potency

as a therapist and retain the ones that are felt to be facilitative.
' ™~
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The trainer's role heﬁéijxto ensure that feedback is given in a
' Lot S T

focused manner, to reTnforCe strong counsellor behaviors and to

make concrete suggestwons about how the trainee m1ght attempt to

change some: ‘of his Tess fac111tat1ve behaviors ; -

-In summﬁFyentHEn the 5TP is a four week program of 1n5truc—"ﬁ'

tion combining agpects of the training programs deve]oped by

Carkhuff and-Ivey -The first week of instruction borrows content
/b—-

from Ivey's program and concentrates on teach1ng attend1ng sk111s,

(eye contact, body posture, and verbal fo]low1ng) ano_techn1ques

of questioning (open versus ciosed questions, direct versus indirect

questions, doub]e quest1ons; bombard1ng) Traiﬂﬁng in the second. e

week of\thﬁs program centers on the concept of empathy and-is

mode1ed after Carkhuff S tra1n1ng procedures Instruct1on in empathy

~

1nvolves 1earn1ng Carkhuff s five point Empath1c Understand1ng Scale,

learning to d1fferent1ate between various 1evels of responding
\\accord1ng to scale definitions, “and finally pract1ce in formu1at1ng

written and verbal responses to standard c11ent statements. The

intent of these exercises is to help the trainees identify and func- . -

t1on at Carkhuff‘s third, .or, minimally ?5c111tat1ve Tevel.
The‘f1na1 two weeks of 1nstruct1on are geared towards inte-
grating all the skills the trainees have beenAtaught. Trainees re-
ceive instruction.in modes of respondfng, the effects offspecific ~
body postures on the c11ent and how to set the pace of an inter-s '

view. This sect1on of the program is much TTke Ivey s 1n tbd”’it

L]

'f,_

e
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_the videotape dyads. It .js felt that .this approach

115

it relies on the extensive use of videotape.. During this instruc-

tion trainees take turns- participating as clieht and counsellor in

trainee valuable insight into the counsel]{né_si

the €Tient's and counsellor's perspective.

AV

At eech step of the fou? week training program trainees are
provided with peer and superv1sor feedback immediately aft3;/e3237
of their cqntr1but1ons to enab1e them to check their performance on
?ew1y acqu1reg skills. Thus, everyday group tra1nees obta1n some

information about théir progress.:
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APPENDIX 4
REFRESHER OUTLINE
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CAPPENDIX 4, -

'Refqesher Qutline

Generate general discussion about:

-

Attending Skiils: what do they accomp11sh

- commun1cate respect and car1ng to the client - show

the client that you are listening attent1ve1y to what

he ays

= why't 15 ‘this 1mportant’ - client se1f respect

. Specific Attend1ng Sk111s.

1.

~

Eye Contact do’s "and don'ts

- don't stare - if you are listening to someone you

. should look at them -

- a]aﬁ important in that facial expression can tell
much about felt emotion - remember exercise from
first day of systemat1c tra1n1ng

. Body Posture: ' ' '
- aé??erence between body posture and body language;

body posture being the physical appearance of the
body; what that appearance says canstitutes body
language (ie., is the pmrson composed, agitated,
happy, sad - what would%ou expect to see in each
of these casés?)

- ¢lient's body can tell you things about his cqh—
dition - your body can also tell the ciient ebout
your condition

© - thus the optimal counsel]or posture shou be a

comfortablé, relaxed one - counsellor should also

feel free to express himseif as he normally does -.
ie., use of hand movements etc., if this is ordin- =

ary. :

- helps maintain secure atmosphere - also client's
self respect '

- Wnportant for the dounsellor. to. be as ‘congruent as
possible - this includes verbal communications as

.well as non-verbal communications. - hard to main-
tain contact with client if you are working to

+ maintain contact with yourself - why the counsellor

should be as natural as possible
\ - ' :
\ N ' . ¥
— .

/

o
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3. Verb&] Following:

- use of interventipgns that follow directly from
‘what client says - important since it lets client
know .that you are listening

- .also helps deve1op the client's area of d1scuss1on -
aids ciient's free expression

- also means not jumping from topic to topic asking

. questions .that the counsellor may think are 1mport-
ant - take cues from client ° _

- if you run into a dead-end go back to someth1ng the
c}ient said earlier :

- emphasis here is on the cogn1t1ve content of the
client's message. -~ there is some recogn1t1on of
feeling here but emphasis is on. cogn1t1ve aspects

- this accomplishes three things:

a) client knows you are with him
b) puts client's comments in a concise form -.
__he can respond to

. c) checks counsellor's perception of what

S
client said --art you understanding N i
Questioning: S ; 3 -
% .
1. Open versus Closed Questions: e e

- basic¢ difference here is that open quest1on puts
.the "ball back into the client's court" whereas
the cosed question keeps controy of ‘the inter-
view with the person who asks the question
- open guestion invites the ciient to expound -
closed gquestion asks for facts only - can usuaIIy
be answered with a yes. or no-
- open question goes for views, opinions, thoughts
- and feelings - c]osed goes for fact (ie., infor-
~mation)
.- open guestion good for rapport since it enables
. the client to,voice his perspect1ves - gives him
room to explore
- - closed question may underm1ne rapport if used '
too extensively since client is just responding '
to counselior - no room to explore
-.closed questions are good for getting intormation -
play an important part here - important to be
aware of the pros and cons of this type of question
and use spar1ng1y
* example:- "How do you feel today?" (open question)
"Do you feel okay today?" (closed question)



2. Direct versus Indirect Questions:
- direct question is the type that can be defin-
itely identified as a question
- indirect question asks without seeming to do
so - (fe. it could sound 1ike a statement)
- indirect quest1ons make open questions more
‘open-
example: "How do the new braces fee1?" (direct)
‘ "I'd sure 1ike to hear about your
. -new braces." {indirect)
i'client can do anything s/he Tikes with this
.type of quéstion
BENARE OF - Double Questions
" Bombarding
Quest1ons that conta1n their own answer

3. Open Invitation to Taﬂk
. - ideally the counsellor would like to start the
- client talking and, then get out of his way and
let him go
- this allows you to 1dent1fy prob1em areas - also
lets you see where the c¢iient is "coming from"
and then respond to him .accordingly to help him
explore these areas
- open questions work as well as open 1nv1tat1ons
to talk

4. Minimal Encouragers:
- once the client has started talking the counsellar
will want to stay out of his way'ﬁut still Tet him
know that he is with him .
- minimal encouragers allow us to do this without
interrupting the flow of speech - they act as
prompts in & sense
exampies: Um-hmm !
' So?
Then?
Repetition ' of a few key words
- the important thing here is minimal

Empathy and Reflection of Feeling:

1. Define Empathy ’
' - experiencing the client's world in hlS terms -
(i€T; getting inside the other's sXin, shoes)
- communicating this understanding is reflection
-of feeling and is the counsellor’'s primary means
of initiating seif exploration on the part of the
client - client self-exploration is central to
therapy ,
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. Discrimination of Empathy: . ;' . ‘ ‘

- we're a1m1ng for Tevel three responses - 1mportant
thing here is that thése responses are essentially

. interchangeable with the client's statement there-
fore allows the cldent to re-experience what he has .
said and encourages him to extrapolate on that

- there will be some reiteration of content but the
feeling component is the focus of the statement
and- is essentially interchangeable °

- one and two responses are said to detract or mini-
mize the feeling component of a client's Statement

'~ four and five responses are said to be additive in

that they add an interpretive aspect - ie., the
counsellor reflects back the feeling but adds an
element of his insight to the response - when used
properly this can provide the impetus necessary.
for the client to begin reth1nk1ng aspects of his

- care should be taken with these responses since

if Used too early in the interview they can be
intimidating (threaténing) and destroy rapport

_ = one and two responses also destroy rapport - they

don't communicate attentiveness or the fact that
_you are with.the client - no respect/no rapport

2
- sca1e Tevels
statement
statement
Surmary

Statements: two types to mention here - one

N " summarizes feeling and the other
- symmarizes. content

. Summariiation of Feeling:

- much the same as reflection of feeling but gener-
ally a summary statement covers a longer period
of time and condenses a broad range of feelings
expressed by the client

- functions: _

a) crystalizes what the client has been
tatking about - may help c¢lient focus

, on central jssues :

b) provides stimulus for further talk -
may be deeper talk when client per-
ceives that you are with him in terms
of emotion” -

¢} helps clarify things for the counsellor -
checks his perceptions

- powerful tool - lets client Xnow that you can
understand how he feels - gives you time to
integrate specific stated emotions into a global
feeling - helps you understand client in depth



- may be poss1b1e‘to progress from selective
attention to specific feelings (reflection.
of feeling) to summary statements at points. -
in the interview - two or three points during °
the session and at the close of ‘the-session

- use reflection of feeling to keep interview
moving - {ie., pointing out inconsistencies,
keeping the client 'self-exploration up)

- use summary statements to tie the whole
session together -

. Summarization of Content:

- - resembles the paraphrase.except that again it.
covers a longer period of time - integrates:
the cognitive components. of c¢lient's utter-
ances over a per1od of t1me _ o

m—— T =

.

- functions: o —
a) possibly puts c11ent s statements
together in a more meaningful form R
for-him '
b) may stimulate explorat1on
¢} checks counsellor's perception of
content
- may be used to: _ ,
a) structure beginning of interivew by
. summarizing last session
* b) clarify content for counsellor -
* - especially in cases where the'client
has done a ot of talking
c) to summarize after a client has seem-
ingly said everything of importance
on a specific topic
d) to check on mutual agreement of facts
before progressing to more in-depth
procedures
. e) at the end of an interview-to tie to-
gether everything that went on
- paraphrases used to keep session moving - for a
continual check on content
- paraphrases also used to check out and illustrate
- discrepancies noted in content
- use of summarization at a few points in the inter-
"~ view - effective if it prompts deeper exploration
or heips c¢larify client's thinking
- timing is important - too early and summary statements -
lose their effectiveness - too late and it may be
impossible to tie all the material together - or
client may move on to something new

\\
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APPENDIX 5

. 14 CATEGORY SYSTEM FOR

CLASSIFICATION OF COUNSELLOR RESPONSES

}

C

122-



123

. . APPENDIX 5

Toa
“

14 Category System for C1ass1f1cat10n of Counse]lor Responses

. M1n1ma1 Encourager

-

A short phrase which indicates simple agreement, acknowledgement,-
or understanding. It encourages but does not request the cl1ent to -
continue ta1k1ng, does not 1mp1y approva] or d1sapprova1 May be
a repetition of key word(s); doees not 1nc1ude responses to questions
(see information). . o 3

-

Examples: "MmHmm", "Go on", "I see." .
: . . a

Apgrova]/Reas;urance:

Agrees with provides emotional'sdpport approval, or reinforce:

ment." May 1mp1y&sympathy or tend to alleviate anx1ety by m1n1m1z1ng
5

clieft's prg N

> . ‘ .
Examples; "Everyone f§e1s that way.", "It'11 get better.", “Don't wWorTy

about itf", "Time cures all.”

Information:
Supplied informationlin the form of data, facts, resources,

. theory, the counselling process or the counsellor's behavior, the
typical outcome of treafment, responsibilities of the counsellor or
client, arrangemgnts (time, place, fee, tap1ng, etc.), estab11shes
future contact (other than sa]utat1ons) qus‘not include direc-
tions for what the ;11ent‘should,do (see advice). Answers‘dfrect :

questions.

Examples: "QOur time is up #ifive minutes.", "After talking we'11




s

decidé‘what services we can offer you.", "I don't know the answer
éo.your question.", "The.ffnangia! aid office is in the South
Administration." L

Advice:

Directions or advfcé that the counseilor‘suggests for the cliént,
or for the client and counsellor toééther, either withiﬁ or outside
Ehe counselling session. Not aimed at so]icitﬁng verbal mgteria]
from thg client (see Closed or Open Question). _
ERamp]es: "Take that test tomorrow.", "I think you would be happier

’-ther‘e."I "Practice th1s re1axat1on exerc1se 15 minutes per night.",

124

"Play the part of the man in your dream." "P1ease speak more softly.",

9516@ down your pace.”, "Try and relax.!

’ . . -

Closed Question: v o

Tt

Data-gather1ng 1nqu1r1es wh1ch request a one -or two word answer,’

a "yes" or "no" answer, or a conf1rmatlon of the counse11or S previous
"statement. The possible c11en¥ fesponses to this type of inquiry are

typically limited and specific. If statements are phrased in the form
of a c1osed questionibut meet the criteria of another category; put it

in the‘other'category. ’
Examples? "Who teaches the course?", “Did you like it?", fDid you read
the book I suggested?", "How old are you?", "Is that alright?”, "Did

I hear you correctly?”,
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"Open Question

A prdbe requests a\ﬁlgrificatﬁon:of feelings or an _exploration
of the situation without‘parpose]y limiting the nature df the response
to a "yes" or "no" or one or twb word response. If statements are
phrased—in. the form of an open quéstion but meet the criteria®for N
another category, put in the other category. : ' | .
Examples: "What kind.qf hasslesqdo you havef", "How do you feel about

that?",."What 1s_makiné-you tense?", "What were you thinking then?ﬁ.

Restatement: ' AR

" A simple repeatgﬁg or %ephrasing'of the client's ;tatement(s[
(not neteSsgri1y just the immediately preceding statemehts). Typically
contains. fewer but similar words‘and is more concrete and clear than
the client's message. May be phFased either tentatively or as a
statement. : \\\\__,_—
Examples: "You're éaying yan fathér doesn't support you:anymoée.“,
"So it seems that nobody likes }ou.”, “You say you're f]unking out of
_ school.” ”
Reflection: —
reriection: < ’ N ‘ .

A repeating or rephrasing of the c]jeqt'§_statement, which must

contain_reference to stated or implied ?eéﬁ?ﬁds. May be based on-

previous statements, nonverbal behavior, or knowledge of the total:

situation. May be phrase& either tentatively or as a statement.
- ‘r' . | .



cxamples: “You re pleased and sat1sf1ed with your performance on the

exam-L,_"You feel hurt." » "It seems that made you feel uncomfortable.“,

Nonverbal JReferant:

jnls out or inquires about aspects of the client's nonverbal

behavior, e.g., body posture, voice tone or level, facial expressions,
' \ -
gestures, etc. Does not interpret the meaning of these behavZ?(//

Eégmp1es: "You look 1ike.you_cou1d cry.", "You're smiling.", "What

‘ .fare you do{ng with your ds?", "You seem very quiet right now."

Interpretation:

) Goes-héyond what the client has overtly recogniied. Might take
one of several fnrmsi might'est%biish connections between seemingly
isolated statements or events; might interpret behaV1ors, fee11ngs,
or causal re]at1onsh1ps in client’s behavior or persona11ty Usua]]y
hg1ves a1ternat1ve meanings for old behaviors or issues and enab1es in-
s1ght and expanded se]f -awareness. If a statement also meets the
cr1per1a fpr confrontation, put in cpnfrontation.

Exemples: "You may be hostile right now because I remind'you of your
mother.", "I wonder if youﬁuaifficulties in school are related to your

difficulties with your'husband?", "t seems to me thét your underlying

problem is yobr'withdrawal behavior and not your fears of homosexua1ity.",'

“'When you say that ndbody Tisters to you, [ wonder if you're asking if

['T1 Tisten to you?h,.“Since being;in front of the ¢lass eeems to elicit
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your inferiority complex, my guess js you had some traumatic exper-
-y, v e '

jences in grade shcool."

Confrontation:

Contains two parts: the first part may be implied rather than

Stated'and refers to soﬁe aspect of the client’s message of behavior;

| the.second part usually begins with'“but? and. presents a discrepancy.
The discrepancy or contradict?op may be betweeﬁ words and behavior,.
between two things the client stated, be tween behéyior and'action, be-
tween real and ideal self, between verbal and nonveqba] bahdvior, -be-
tween fantasy and rea]ity{.o§,between the counsellor's andﬁthe'c]ﬁent's
ﬁefcebtions. ) - .
Examples: "You said that‘nobﬁdy ever Tisfens to yoﬁ; but }du didn't
say anything to Sﬁsan when -she asked hﬁw you were fee1ing.", "You act
affectionate, but push him away when hé résponds.", "You say you're

happy but you look sad.", “'You cohe here every week, but you don't

talk.", "I would be angry at that, but you said 1t'§'okay.”

Seff Disclosure:

Usually beg%ns with an "I". The counsellor shares his/her own
personal experiences and fée]ings with the client. Note:' Not all
statements which begin with "I" are self-disclosures; . ft must
have-a‘dualitonf sharing or disclosing.

. Examples: "Righf now I feel distant from you.", "I'm not feeling
well today, so | may fade in and out.*, “I can identify with you be-

*cause I also had an abortion.", "I like you."

I
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Silence: ' . y
A pause of f1ve seconds is consTHered the counse]lor s pause 1f

it: 1) occurs between a c11ent S statenent and a counsellor's state-

_ment or 2) occurs in the middle of a client' s statement (except aftgg )

a simple acceptance of the counsellor's statement,.e.g.u ﬂYes", pausey.

-

Other: | r“;_

 This category includes all of the following: 0~ .~ .

FrfendIy Discussion: Unrelated to the client's prob]ems; .small talk
or salutations, comments about the weather or events

‘Ekpmp]es t's a nice day_today " "That s a- n1ce sweater-“ "Goodbye "

Criticism: Expressed disaﬁppaﬁ%} or cr1t1cwsm of the c11ent
" "That's a very-naiighty thing to do." "That s stupid to say."

UnclassifiabTes. Does not fit into any other category; or unclassifiable

PR



* N
; ) . .
. - < . 129
. .
. N - »
_.—"‘&‘J
) -
- .
. ’ .t
+ .
i -

APPENDIX 6 : ' o

¢ . BREAKDOWN OF RESPONSES PER GROUP IN PRE-TRAINING,
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