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Counseling in small groups was planned for a sample of youth from the
Neighborhood Youth Corps (NYC). Five models were involved: (1) Interpersonal, (2)
Intropersonal, (3) Problem Identification, (4) Perceptual Modification, and 5) !
Relationship. Each model, designed to elicit speci ied behavior, utilized task '
prescriptions, selective responding, modeling and “other-rapport” statemerts. Basic
goals for the study were recommendations for NYC counseling and new variables for
later research. Four areas of data were gathered: (1) pre- and post-testing, @
comparison of enrollee behavior prior to and during counseling, (3) a comparative
verbal interaction analysis between models, and (4) counselors evalvation and self
report. The counseling brought observable and positive effects. The team idea of two
trained leaders conducting each model worked well, and the models ap eared
functional for group maintenance and balance of comfort-excitement levels. The
models appear practical and functionat for NYC counseling. (Author/KP) ' .
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SUMMARY

Thirty-two counseling contact hours were planned for NYC youth with
twice weekly meetings over a two month period. The sample included both
males and females and involved 243 enrollees from both in-school and out-of-
school programs. The cities were Albuquerque, New Mexico and Phoenix,
Arizona.

The counseling contact occurred in small groups of eight and involved
five specified models for counseling procedure. Each model was designed
to elicit specified behaviors during the group sessions. There were two
control groups: one used supervised self instruction in reading and arithmetic;
the second had no treatment. Each counseling group had two leaders; a
masters degree counselor and a regularly employed NYC coordinator. The
teams were pre-trained and attended control meetings during the treatment
period. There were four teams in all, with each team conducting each model.

THE MODELS

The models were defined as: Interpersonal, the identifying problems
as situations with awareness of the varying self behaviors and the projected
expectations of others, I do, they expect; Intrapersonal, the self and self
aspiration concept -- "me", "not me'', "wanted me'"; Problem Identification,
the role playing and role switching in projected problem situations of "I do"
and ''they do'' roles. The counselor managed the drama which was developed
from a member's attempt to define his pProblem, and were the "alter egos'"
for the players; Perceptual Modification, the expanding perceptions of self,
and authority figures to the inclusive of Positive, through on-going, immediate
attentions and scheduled summaries for the more positive statements; Relation-
ship, where a communication style was defined and idealized as including
increased '""complete messages'' a linking of Perception, feeling and motive
and a reduction of ""double messages'' often noted from cancelling words such
as '"but'" or ""however', etc. The model sought to encourage self-disclosure
and feedback with a structured '"feedback chair' used to elicit '""top and bottom"




impressions between members.

THE METHODS

Each model comprised a separate focus and desired behavior, but utilized
the same unique basic counselor methods. They were described as: task pre-
selective responding, modeling and ""other-rapport'' statements.

scription,

Task prescriptions were explanations of expected activity. There were
two levels of tasking. One was non-specific in that it asked for more informa-
tion without imposed limits or direction. The purpose was to bring more
interaction on a given topic and were usually given in some manner of: ''tell
me more about that''. The second level was used for achieving more depth and
usually involved a more specific request such as: "What did you think when the
boss blamed you?' "What did you say at that time? "

Selective Responding consisted of verbal and non-verbal attention as !
reinforcement for desired behavior statements as they occurred among group ?
members. Acknowledgement, Affirmation and Clarification were the techniques
most often used. Where a member's statement contained several aspects,
topics or ways to give evaluation, the counselor would select out the aspect most
closely related to the specified desired behavior of the model and then responded

to this aspect leaving the others unattended.

Modeling was used to initiate social imitation. To do this the counselor
usually made a desired behavior statement in terms of his own personal experi-
ence. The effectiveness of his own social reward in terms of group attention
was considered to be a potential motive for the member making a self-statement
in that same way. The modeling was not always an explicitly defined process,
however. At some times, it occurred from the general behavior of the counselor

with unconsciously imitation by the member.

"Other-Rapport' Statements. The counseling session was not all ''down
to business'' model input. As often as necessary for comfort and rapport, the
counselor initiated and, contributed to "chit-chat" or ''getting to know you type'!
conversation. These statements were used as a balance for maintaining a
functional comfort-excitement ratio during the sessions. This was felt to be
necessary for continuing maintenance of the group.

GOALS ANC OUTCOMES

There were two basic goals for the study: Recommendations for NYC
counseling, and new variables defined for later research. Four areas of data
were gathered in the expirimental study: (1) pre- and post testing for esti-
mates of enrollee change following counseling, (2) total program enrollee
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behavior was compared between two months prior and two months during
counseling, (3) a comparative verbal interaction analysis between models,
and (4) counseiors evaluation and self report of satisfaction with the various
models.

The goal for the counseling was the increased use of employability
behaviors. Expanded perception, communication skill, and improved feelings
about self were the major criteria applied across models.

RESULTS

The self concept test noted both populations well within the normal
range. Generally, the enrollees felt good about themselves but showed
hostility toward their environment. Counseling developed more variability
in this regard. In-school enrollees showed more gains in Fxpanded perception
where the counseling tended to serve as enrichment for an expanded facility
with '""language givens''. Out-of-school enrollees improved most in attitude
toward the NYC program, work, and fellow workers. Both populations drew
increased positive attitudes from work supervisors. The two month pre- and
during observations of enrollee social behavior showed increases in job
attendance and enrollment in MDTA and GED supportive programs, a reduction
in number of program ''run-away'' terminations, and a reduced number of court
referrals. During counseling, there were less court cases and less felonies.

The models were rated for effectiveness as: Problem Identification,
Intrapersonal, Perceptual Modification, Interpersonal and Relationship, in
that order. Problem Identification appeared to be most effective for improv-
ing Member to Member direct Responding, and also for Expanded Pexception
with the in-school enrollees. Both the counselor and co-counselor rated it as
most satisfying. Enrollee attitudes toward the NYC program and work were
improved most from Perceptual Modification and Intrapersonal. Counselors
liked both models, but co-counselors gave low ratings to Perceptual Modifica-
? tion. Co-Counselors gave high ratings to Interpersonal, however counselors

T -

disagreed. Interpersonal was effective for Expanded Perception among in- ]
school enrollees and for Member to Member Responding for the out-of-school
population. Relationship was low to average for all criteria. ]

The counseling brought observable and positive effects for enrollees.
The team idea worked well, and the models appeared functional for group
maintenance and balance of comfort-excitement levels. The models appear
practical and functional for NYC Counseling. There are predictable gains from
use, however, several important variables are in need of further research.
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INTRODUCTION

What follows is a report of efforts to develop and refine group counseling
procedures for the Neighborhood Youth Corps (NYC). Their effectiveness was
tested with proverty youth of late adolescent age. Five procedural models were
constructed from the literature and from theory and technique formulations
generated during the project. Models are designated as: Interpersonal, Intra-
personal, Problem Identification, Perceptual Modification, and Relationship.
Four basic counselor techniques were defined for use within each procedural
model. The techniques were designated as: task prescription, modeling of
desired behavior, gselective responding to desired behavior, and ""other' state-
ments. The basic purpose of the project was to make recommendations re-
garding the use of the models and methods, and to generate hypotheses for
further research. We were looking for new ways to do counseling by applying
old methods in new combinations, and using new tests for effectiveness.

The project encompassed two phases. First, there was search for
ideas and new data with respect to populations and potential treatments. The
second phase involved experimental research with the actual counseling of youth
and research observations.

In order to study the NYC programs, a sample of NYC programs was
selected for observational analysis, and a staff member made site visitations.
A semi-structured interview was conducted with administrators, enrollees,
program counselors, and coordinators. The purpose of the interviews was to
gain insight regarding on-going counseling procedures, program goals, pro-
cedures, and enrollee characteristics. Selected Youth Opportunity Centers,
community service agencies which conduct counseling, and university counsel-
ing programs were also visited to collect additional information.

Data from published literature, visitations, and participation in on-going
groups were used to formulate the rationale and to uncover usable techniques.
The models have been viewed as prescriptions for specified behavior during
counseling with the counseling behaviors seen as independent variables related
to dependent variables outside of counseling and as a result of the on-going
counseling process. The less clearly defined, more intuitive data were also
collected however, in order to provide sources for new hypotheses which
could be tested in future studies.

The populations from which the samples were drawn were the Neighbor-
hood Youth Corps NYC programs in Phoenix, Arizona and Albuquerque, New
Mexico. The selection was based on availability, proximity, and the feasi-
bility for controlled research. A period of eight weeks was established as the
treatment period, with two meetings per week, and two hours per meeting.
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Most of the counseling studies in conditioning have, thus far, utilized
relatively short periods for treatment, but the positive gains from process
or interaction counseling have more often been associated with longer treat-
ment periods. Since the treatment models in this study involved both condition-
ing and process counseling, the length and number of overall sessions were
extended in order to include the potential gains from both aspects. The two
month period also allowed for some empirical observations of enrollees while
counseling was taking place. Counseling is often considered helpful in reducing
"drop-out' and program control problems. The study also looked for change
in these areas.

Very early in the life of the project we realized that we were, in fact,
much concerned with both humanistic, philosophic issues and with the efficiency
for bringing about specified behavior change. Concepts from both humanistic
and behavioral theory were thus much involved in our thinking. We found our-
selves in the position of either keeping the two approaches intact and utilizing
them separately, or attempting a conceptual marriage of the two basic positions.
The intellectual and emotional commitments of project members were some-
times at variance with each other with respect to these. opposing conceptual
frameworks. We combed the literature and held extensive discussions in our
own group settings in order to find agreeable key concepts and we struggled
to define issues and identify variables which could be relevant for our work.
Results of these efforts are included in this report.

During the planning stages the dialogue between project members was
often intense because of the individual commitments and we lived with the
inevitable anxiety associated with synthesis and change. While consensus
was never reached on some aspects of underlying philosophical and psycholo-
gical theory, we did achieve consensus concerning the structure of the models
and leader techniques. We agreed to define, identify and reinforce desired
behavior but to do so within a somewhat ''free wheeling'' open discussion ]
framework. Leader input was thus identified, but the input was never to 3
impede rapport.

PR

In the early planning stages we grappled with the difficult task of for-
mulating a theoretical base for the models. However, the realities of the
youth to be worked with and time limits set for planning prevented the safe
retreat into everlasting theory building. Each project member took his turn
for his own theoretical and practical persuasion. Thus, we had the benefits :
of the cross fertilization of ideas and the more rigorous look at theory. ;

Increasingly, concepts in perception and communication seemed to
dominate our discussions. The nature of projection and ''narrowed' perception
were challenged and related to a concept of communication. The '"hard looks"
at these issues brought into clearer focus new notions about reality testing
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and the communication process. We found ourselves repeatedly discussing
perception in terms of expansion and restriction, and the relevance of this

to communication. We worked with the possibilities of a relationship between
perceptual restriction and the use of language as a cultural inheritance and
social milieu. We contidered the nature of middle-class perceptions and
attitude behavior (including language) and asked whether we really wanted to
develop more similavities between poverty and middle-class traits. It seemed
clear that the pover!y groups' acquisition of certain middle-class traits would
make it easier for veople to work together. Yet, it seemed equally clear that
some diversity was important for reciprocal change. For poverty to simply
mimic middle clays traits indiscriminately would be adding to the perceptual
restriction problem and in the long range, communication difficulties.

We argued over definitions for creative socialization and tried to
establish some criteria in this regard. We arrived at the '"notion'' that
perceptual expansion may be the best means to creative socialization skills.
It seemed clear that individuals join with others who have clusters of similar
thought in order to gain gecurity, but equally apparent that individuals can
also gain security from a wider examination and increased awareness of their
own individuality. We proceeded to build our models for these two aspects.
Our notion was that expanded perception and creative socialization would
lead to improved communication and improved behavior regarding some of
the social deficiencies which predisposed them to failure in middle class con-
tacts. The counseling models which we developed were different approaches
designed to arrive at these goals.

Early in our discussions we decided upon using two counselors in the
group. It seemed like a good way to train new counselors for leadership and
also utilize the vast but varying skills of NYC advisors who had first hand
knowledge of the members' existing social behavior. Thus, the co-counselors
were trained in verbal responding efficiency, but we carefully avoided shaping-
out his unique behaviors which enabled him to relate to group members as a
"personal parent. " He was assigned to the marginal interviewing function
which allowed him to meet with a member on an individual basis at his request.
During this interview he was encouraged to respond in terms of encouragement
and advice as to how the member might call upon the group skills for help.

A by-product of the co-counselor arrangement was the career explora-
tion opportunity for the para-professional. For the most part para-
professionals seek the status of professionals and often continue into pro-
fessional training. This matching process thus provided a kind of internship
which helped him decide whether he wished to proceed into professional
training.

Several important questions were answered in the early stages of this
project. How many hours can proverty youth be expected to maintain
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themselves as a group? How long should the sessions be? How much time is
needed for each session in order to develop some intensity, and yet not pro-
duce over-riding anxiety or defensive boredom? The issues were resolved

out of the past counseling experience of the project members. We established
a period of two months for the duration of the counseling sessions with two
hours per session, twice weekly.

For the most part, the project staff shared equal responsibility for
each practical and theoretical aspect. Ideas were developed from "black-
board scratchings' and written papers. They were often critically reviewed
in group meetings which frequently took the form of group process periods.
In early September project members formed an all-night marathon-discussion
period. This seemed to open up ''straight-talk'' between us, and the defensive
part of formalities and couched statements were, for the most part, eliminated.
From time to time we called in consultants to review materials and criticize
ideas and stimulate us with new comments. This procedure was extremely
helpful. It not only helped us to achieve a ''break through' on confusing ideas,
but seemed to have a much more important coalescing and unifying effect upon
the total project as we felt closer and more in need of helping each other
answer questions that we posed.

The conceptualization period was at once hectic and anxiety-provoking,
yet extremely exciting professionally. Ideas often seemed to expandbeyond
reach and the practical limitations of time seemed an imposition. It was with
considerable reluctance, yet anticipation, that we pressed for a halt to con-
ceptualization and moved to the start of the experimental research and counsel-
ing treatment.

This is a report of the activity of both the conceptualization and treat-
ment phases. Notions, speculations, and results of our literature search are
in Parts I and VI. The research design is reported in Part II. The findings
from the research are in Parts IIl and IV. The inference concerning recom-
mendations for NYC Counseling and new variables to research are in Part V.
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PART I

BACKGROUND

Prior to undertaking the experimental research, we studied the
NYC as a population, searched the literature and observed current group
work for potential procedures we could use. We were looking for practi-
cal applications which would yield some recommendations for NYC
Counseling, and new hypothesis. Thus, we needed definitive procedures,
and a way to clearly describe the process and evaluate the outcome.

We developed four objectives: 1) to study enrollee character-
istics, 2) to study NYC Counseling, 3) to study current counseling
procedures, and 4) to defire counseling goals. The results of these
efforts are presented as background for the study.
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ENROLLEE CHARACTERISTICS

The literature was reviewed and visits were made with enrollees in
selected programs. There were difficulties encountered with the literature
analysis. The NYC program is relatively new and little has been published
to date which addresses itself to this specific population. Also, the NYC
population itself is composed of a number of ethnic and geographic subgoups,
and each of these subgroups have characteristics which are to some degree
specific to that subgroup. We found a number of overlapping labels referring
to various disadvantaged groups from varying points of view which made the
clear delineation of the group difficult. Thus, visits were also made to pro-
grams and discussion groups were conducted with enrollees. During the
meetings, the staff member observed and analyzed comments. His impressions
from the meeting were then added to the various data reports and authoritative
impressions contained in the literature.

Specific characteristics were identified. In its broadest sense, however,
the characteristics of the NYC populations seemed to greatly overlap the
characteristics found in the general youth population. The only major char-
acteristic is the lack of economic resources. Less formal education,
inadequate medical care, unemployment, under employment, improper diet,
submarginal housing and cultural isolation or deprivation are aspects which
co-exist with the inadequate economic resource. Several of these co-exist
with '""middle class economy'as well, but all seem to be present in extensive
degrees for the NYC youth.

Gavales (1966) identified clusters of attributes such as low motivation,
apathy, rebellion against authority, bitterness, low self-confidence, personal
"chip on the shoulder" syndromes, sociopathic tendencies, and neurotic traits.
These do seem to be more common. Hyram (1967) points to the deficiency in
problem solving skills and under-developed listening skills. These were
noted as more common than usual. Many of Gordon's (1964-65) list of intel -
lectual, language, and psychomotor deficits were also observed as were
Bloom, Davis and Hess's (1965) notation of school subordinate feelings. Much
of the NYC enrollees' attention and energy seemed to be directed toward
immediate needs. They were less able to plan and give attention to longer
range goals.

But, all of these can be easily noted in youth of adequate economic
resources as well. For NYC youth there is no one characteristic at fault.
Rather, it's the quantity of characteristics present and the persistence.
They seem to have all of the troubles, whereas the more ""middle class"
youth finds only one or but a few and is not overwhelmed. Four aspects are
important in this regard: Coping with Authority, Communication Skills,
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Vascillation between Pessimism and Optimism, and Environmental Indepen-
dence Vs Psychological Dependence.

COPING WITH AUTHORITY

Most NYC youth appear to experience difficulty in their attempts to cope
with authority. These dislikes for authority figures have likely developed as
a result of earlier unpleasant experiences with authorities who were, by and
large, agents of social control. While the youth have a desire to obtain the
skills necessary for upward social mobility, they are frustrated in their
attempts to realize this desire because they lack effective skills for relating
to authority figures. Their difficulty with a subordinate role is further com-
plicated by their failure to make necessary discriminations between "authority
figures.'" Parents, teachers, policemen, counselors, social workers, and
employers may all be lumped together and consequently the young people lack
the flexibility of response essential to effective behavior. Even as a partici-
pant in the NYC Program where he has an opportunity to work with authorities
who tend to be understanding, sensitive, and dernocratic he is prone to respond
in his old stereotyped and undifferentiated ways. This limited repertoire of
behavior related to authority is in many ways "undesirable' for employability.
The NYC youth tends to develop ways of coping with authority on a trial and
error basis and by testing the limits of the new situation. It is in the process
of the youth's attempts to work out this new relationship that the sensitivity of
the immediate work supervisor and the availability of group counseling seem to
be crucial.

COMMUNICATION SKILLS

A second characteristic of the youth comprising the NYC population is
that of ineffective communication skills. The lack of this skill makes it diffi-
cult to function in wider, more diverse social situations. The nature of the
communication deficiency varies from one subgroup to another, but, regard-
less of the subgroup affiliation, a common phenomengn is the tendency to
develop stereotyped meanings which are unique, specific, and "locked in" to
the subgroup. This has certain survival benefits within the boundaries of the
minority population, however, when a member of a minority group attempts
to “infiltrate" the ranks of the middle class, these stereotyped meanings and
communication skills are often self-defeating.

VASCILLATION BETWEEN PESSISM AND OPTIMISM

Members of the NYC population appear to fluctuate between a pessimistic
and an optimistic outlook. On the one hand, they have developed, in part
through the media of mass advertising, perceptions of the middle class econo-
mic independence of which they have never really been a part. The NYC
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program, with its emphasis on employment, offers a ray of hope for achieving
economic independence. At the same time, however, there is an underlying
pessimism related to previous frustrations, and an inherent skepticism of
'"programs'' which are designed to change and improve their lives.

At least in part, this frustration appears to be the result of a failure to
be able to generate and conceptualize viable alternatives to their present
situation. They lack specific plans for accomplishing movement from their
present situation to another, more favorable one. The NYC youth perceives
the potential benefits of economic independence through employability, but he
has little in the way of operational plans for achieving these benefits. Often
the plans which he holds are quite unrealistic, i.e., to be a professional
athletic, movie star, or celebrity of one sort or another. Thus, there appear
to be two components to this pessimistic -optimistic continuum and its resultant
underlying frustration. First, the NYC youth tends not to see alternatives to
the situation in which he finds himself, and second, if he does view alternatives,
they are often unrealistic.

ENVIRONMENTAL INDEPENDENCE VS. PSYCHOLOGICAL DEPENDENCE

One readily notes both dependent and independent characteristics in the
NYC youth. The characteristics which appear salient are influenced by the
observer's point of view. If one views the NYC youth from a middle class
perspective, they often appear strikingly independent in their reaction to
school performance, traffic rules, etc., and in their ability to survive within
the depressed area. In many ways he appears to live by his wit, and is active
and impulsive in meeting his needs. He seems to act with what occasionally
is described as a "scornful independence'', not recognizing the traditional
interdependent standards of behavior which have been evolved by the middle
class.

However, there is another way of viewing this ''independence. " Ina
sense, the NYC youth must subscribe to two sets of rules. The one set of
rules which are held by him and the subgroup from which he comes have
evolved as a result of survival in the depressed area. The other set of rules
relates to middle class employability and the participation in the benefits of
a greater society. For one set of rules he has intensely personal referents;
for the other he has few, if any, meaningful referents. It is perhaps the
difference between a ''truth'' which is read about, and a '"truth'" which is
experienced. It is easy to see that his experienced ''truths' are those he
employs in day-to-day situations.

Thus in a sense, the NYC youth is very dependent. He is dependent on
those behaviors which have been functional in his survival on a day-to-day
basis. Further, he is deficient in behaviors which will allow him to cope
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with a more or less middle class employment situation. He has had little
opportunity to develop such behaviors due to the peculiarities of the environ-
mental complex within which he has developed. He has had little support in
problem solving or the handling of crises and has had little experience in
dealing with the "establishment. 1" He often acquires his coping behaviors
through the process of trial and error, and they prove ineffective outside the
situational context within which they were acquired. To the naive observer,
he appears to be much like an independent adult: '"He is on his own. " But he
tends to be emotionally immature with a limited emotional response repertoire.
When he becomes ''emotional, ' the effect tends to be polarized in frustration
and impulsive action, thus shrinking the range of behavioral alternatives in

the situation.

His psychological dependency is further manifested in his intense peer
group relationships where stereotyped sets of appropriate behaviors have
evolved, allowing a state of relative, dependent comfort or belonging. Much
like the various minority groups themselves, the peer groups within minority
groups tend to work out meanings and communication skills specific to the
group. These provide a sense of belonging in a very narrow social sphere for
those who do not otherwise belong.

NYC COUNSELING

Fourteen programs were visited in order to gain information and
understanding with regard to current counseling procedures and practice.
There were interviews with administrators, counselors, field coordinators,
work supervisors and enrollees. The following are some observations.

The training of counselors working within the NYC setting is quite
varied. The majority have at least some training in the areas of sociology
and psychology, history and political science. Some have training in counsel-
ing, but only a small number hold a Master's Degree. Those that are pro-
fessionally-trained often serve in administrative positions, rather than client
counseling. Some of the counselors have no formal training at all, but are
from minority groups and are considered "therapeuticd' personalities' for the

program youth.

By and large, there is minimum professional supervision within the
programs and the counselors often appear to be isolated professionally, having
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limited relationship with community colleges, mental health clincs, uni-
versities, and professional organizations. Perhaps, as a result, there is
some naivete and lack of direction with respect to ''possibilities'' for counsel-
ing programs. The counselor often appears to be in a situation laden with
ambiguity concerning the goals he might attempt to accomplish, and the
techniques he might employ. There appears to be little professional consul-
tation available or utilized.

There is a great deal of variety in the kind of counseling procedure
between programs. Almost all types of individual or group contacts are
classified as counseling including the various types of social work contacts,
straight information dispersal and various group orientation lectures. When
professional counseling does occur it usually appears as crisis intervention
and aimed at changing some specific misbehavior. The focus is usually upon
work, employers, and attitudes toward authority employing those procedures
identified with ""traditional counseling."

There seems to be conflict between goals and procedures in the program.
The counseling seeks to develop increased employability and independence.
The procedures, however, seem more oriented to facilitating the administrator
of an employment program and the use of devices for insuring compliance with
various directives regarding employer requirements and demands.

‘There is uncertainty, but strong interest in group counseling among
most programs visited, however, there was the clear tendency to equate group
procedures with sensitivity training. There were two differing kinds of
reactions: (1) favorable to group counseling and in favor of sensitivity train-
ing, and (2) favorable to group counseling but strongly against sensitivity
training. The idea of selecting a model for procedure from various alternatives
found much acceptance. Incorporating group counseling models was seen as
holding the potential for helping counselors define their role as well as providing
for more professional training and practice.

COUNSELING AS INTERVENTION

The professional literature was searched for definitive statements des-
cribing counseling procedures with particular note for procedures which could
be linked to specified or at least descriptive outcomes. In addition, and
because of the time lag between a group leaders current practice and publication,
a variety of on-going institutional and community counseling and therapy groups
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were also visited for observational participation. A general impression pre-
vailed throughout our search.

There are a variety of techniques and structures in current use which
are often definitive and clearly operational. Goals or expected outcomes,
however, are less clear with spare attempts to link procedure to outcome 48
cause and effect. Counseling outcomes expected are of two categories: (1)

~ molar or synthesized growth outcomes which are generally capsuled or des-

cribed in terms of self concept or attitude, and (2) molecular changes in be-
havior which can be observed as units but not necessarily linked to total
growth views or developmental growth change. The two aspects might be
described as ''feeling better about self'', and ""acquiring new or modified
skills. "

The skills take the form of school grades, various kinds of specified
applicable information, communication or interactive behavior, and adherence
to various aspects of adjustment to specified situations. The ''feeling better
about self'' takes the forms of various standardized, non-standardized and
projective -type self appraisals for positive vs. negative attitudes.

THE INTERVENTION CONCEPT

Intervention in the life of an individual to effect change may focus pri-
marily upon meaning, perceptions or behaviors. The existential counselor
tends to focus upon meanings and perceptions. Consequently, the existential
counselor encourages talk about perceptions of reality, perceptions of self
and the meaning attached to these perceptions. The behaviorist tries to in-
fluence behavior and disregards perception and meaning. For example, the
behavioral counselor might reward a withdrawn individual for any verbal or
motor behavior which was evidence of movement toward people.

The two views of behavior say that expanding and correcting perceptions
of self and others expands the behavioral repertoire, and that increasing or
changing the behavioral repertoire has, as its counterpart, expanded and
corrected perceptions and meanings. Teaching a minority youth more
effective social skills in coping with the larger society expands his perceived
reality of options which he can exercise and adds to the positive perceptions
of himself. On the other hand, helping a proverty youth gain more positive
self-perceptions through an accepting relationship with others, changes the
meaning of his encountering an employer for he feels more adequate, has
less fear of a ''put down'' and consequently behaves in more confident forth-
right ways. The interventions in this study were designed to focus upon
various aspects of perception, meaning and behavior. They were aimed
at facilitating more effective living, through perceptual and behavior change
of interpersonal relations. The interventions were designed to remediate
the causes of ineffective communication viz. , 1) narrowed perceptions,

2) erroneous perceptions and 3) irrationally perceived fears. The pre-
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scriptions for intervention were focused upon: 1) expanding perception

and increasing the behavior repertoire, 2) reality testing to correct erronecus
perceptions, and 3) the reduction of irrational fear relative to perceptions of
external events.

The counseling was a carefully planned sequencing of events which could
encourage clients through successive steps, from a given set of perceptions,
meanings and behaviors to a new and more effective set of perceptions, mean-
ings and behavior. The following is an analogy which may demonstrate the way
in which the counselors in the present study assisted clients in arriving at desired
outcome behaviors. Like most analogies, if carried to its extreme, it mis-
represents the process. For example, the counseling was not nearly as ''lock q

step,' nor the counselor nearly as cognitively "in charge'' at each juncture as
the following card analogy would imply. However, the counselors did have
clearly in mind the desired behavioral outcomes and the procedures which
they were to follow in facilitating client change. With these qualifications in
mind, the card analogy may serve as an illustration.

The wielder of the card trick asks a person to name two of the
four suits of cards. His purpose is to develop the situation where the person
will finally name the desired specific card. The demonstrator's statement is:
"There are four suits of cards: hearts, diamonds, clubs, and spades. Please
pick any two of these four suits by naming them to me.' In response to the
demonstrator's task statement, let's say the subject names diamonds and
hearts. The demonstrator's next task prescription is: "Okay, out of the two
suits, diamonds and hearts, pick one.' If the subject says diamonds, then
the demonstrator says: ''Okay, out of the suit of diamonds, name any five
consecutive cards.' Had the subject said '"Hearts'' instead of "Diamonds'',
the demonstrator would have said, ""Okay, that leaves diamonds. Out of the
suit of diamonds, name five consecutive cards.!" Similarly, when the demon-
strator made his initial statement, had the subjuct responded by naming spades ‘
and clubs, the demonstrator would have replied, ''Okay, that leaves hearts and
diamonds. Out of these two, name one of the suits,'" and so on down the line,
until the subject arrives unwittingly at the three of diamonds. The demonstra-
tor guides the subject by skillful use of two types of response. He either says,
"Okay, out of these pick...," or "Okay, that leaves. ..and out of these pick... "
It is through such a sequenced set of intuitive or deliberately planned response
behaviors that the person arrives at the specified card name.

When the sequence is applied to counseling settings and particularly for
group counseling settings, there must be continued concern for an appropriate
balance of comfort and excitement levels. As topics become more personal,
more anxiousness and excitement is developed. This tends to bring interest,
intrigue and involvement for group members, but is usually accompanied by a
decrease in comfort. ''Other-Rapport'' statements were used to initiate or
facilitate comfort feelings. These statements can be '""chit-chat" or any content
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area appearing as appropriate and can be interspersed in any combination.

In this study '"Target responses'' (tasking, selective responding, and modeling)
were used to bring about the desired behavior member response. ''Other-
rapport" statements we used to regulate the comfort-excitement levels of the

group.

COUNSELING WITH MODELS

Definitions for counseling have changed focus since counseling was
first viewed as discrete vocational, educational, personal and social functions.
Opinions from outside of the counseling profession were previously the sole
source for establishing definitions of role and function. In its earlier days,
the profession, ''busied' itself with the more mundane status questions of
whether its clients should be advised or counseled. The terms themselves
connoted the prestige concerns of the counselor, and the '"straw man'' type ;
questions of directive versus non-directive or teacher versus therapist.

The more recent writing and research reflects the increased emphasis
on the counselor himself, i. e. his personal characteristics, his goals, and
his procedural facilities in various settings. The ''real" issues today, how-
ever illusive, are those which have to do with the counselor's function and ]
his process or procedure. The new questions are tied to broader social
issues such as preventative versus remedial counseling and counseling which
frees versus that which controls.

The basic issue, however, is still one of criteria. Just as counseling
has in the past relied upon ''public'' definitions for its role function, it has
also utilized "public'' criteria for the evaluation of effectiveness. Examples
of such criteria are lower drop-out rate, higher grade point average, appro-
priateness of vocational and educational choice, delinquency control, etc. In
a society which is science and goal oriented, practices which can be measured
and publicly affirmed also tend to be those automatically valued and accepted.
A threat to society could emerge from such indiscriminate responses. That
which is measurable and publicly popular could dictate counseling criteria
and subvert the effort to focus upon the development of individual potential. 4
A trend such as this can lead to a paucity of searching questions about what
objectives should be and a tendency to be content with end product evaluation. ]

The broad aims for society are and have been, to develop appropriate
and effective behavior. The emphasis for counseling is upon individuals and
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their potential for growth whether it be for molar or molecular growth-change.
Such an emphasis directs attention to concern for self-understanding, aspira-
tions, and environmental awareness in terms of "Who am I?", and "What can
I and what do I want to do?" For this regard, the counseling focus is upon
support for an individual's exploration of reality and for communication with
those who are significant to his world. The selection of appropriate behavior
is then left to the client who uses counseling to help him arrive at a decision.
There is considerable evidence to suggest that a supportive personal relation-
ship during counseling does contribute to personal responsibility for decision-
making. When the relationship is empathic rather than either authoritative or
merely friendly and sympathetic, clients begin to know themselves and handle
themselves better. This relationship doesn't just happen -- it must be created
through skill and effort. Counselors today strive to be flexible, adapting their
technique, and making running judgments as to how to maintain and enhance
the empathic helping relationship. The new counselor is intuitive and artistic
as well as diagnostic or merely a sympathetic listener.

Counselors themselves are often identified by association and sub-
membership in another broad profession such as education, psychology,
medicine, or employment work. However, they are also identified by their
work setting such as public school, counseling office, hospital, military, or
industrial establishment in private or public service. The counselor's title
is his status which identifies his responsibility, his level of training,and his
additional social obligations such as privilege communication. Counselor
titles are often, in a very real sense, models for counseling in themselves
because the title often denotes the way in which the counselor will handle
his procedures. New issues have emerged regarding standards for the levels
of counselor preparation and the levels also have implications for title.
Increased federal legislation has created huge demand for counselors to
engage in various attempts to break the social chains of poverty. Gordon
(1965) has viewed optimistically the sub-professional positions such as
counselor-aids, youth advisors, and street workers. He argued that the
development of sub-professional counseling should involve a raising of
standards among professionals who will need to develop additional super-
visory skills. In any case, the new titles must yield new definitions and
either the equating of procedures or the definitions of new models.

Models which identify current counseling procedures seem to form
three definable groups. These have been referred to as dynamic, behavioral,
and milieu.

The dynamic counselor usually works in a counseling office using verbal
communication techniques to develop a personal-working relationship and
atmosphere for client exploration. There are two types of dynamic model;
one characterized by an interpersonal focus, and the other by an intrapersonal
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focus. The interpersonal compares the client's self-assessments (attitudes
and skills) with environmental or normative assessments. The norm assess-
ments may be either those generally understood as value assessments or they
may be the more specific assessments from tests, surveys, or other judg-
ments. The intrapersonal focus gives emphasis to a comparison of self-
assessments with aspiration. The interpersonal process is seen as the effort
to develop increased and appropriate recognition of environmental reality, and
the intrapersonal as a freeing of individual spontaneity as an antidote to over
conformity. A more recent focus uses a group setting. Through a leader's
encouragement for free '"honest" expression and feedback, members experience
increased self awareness and sensitivity to others. Often there are inter-
action games, self-body awareness excercises or meditational sets which set
the focus for subsequent verbal interaction.

The behavioral counselor is concerned with a specified behavior as the
end-product of counseling. The counselor first makes a judgment about what
behavior change is desired. He then employs advice, encouragement, positive
affirmation, and other influence techniques to effect changes in the client's
behavior in the desired directions. Behavioral counseling has also been
identified with the application of planned reinforcement to operant client
behaviors. The reinforcement is usually verbally administered by someone
regarded by the client as significant. Reinforcements are supplied for be-
haviors which successively approximate those desired until the appropriate
behavior is produced.

The milieu counselor gives emphasis to the client's immediate environ-
ment. He may suggest and encourage behavior change to the counselee direct-
ly, or concentrate upon providing a helping relationship but the primary focus
is on parents, teachers, and others meaningful to the client. He usually
consults with these others, who are the focus of counseling, as co-workers,
seeking to help them better understand the client and suggesting ways of
helping to shape new behavior in the student. Much of his effort is therefore,
in observation and evaluation in order to design strategies for change.

The three approaches all seek to bring behavior change. The dynamic
counselor wants self understanding and change in the more molar aspects of
attitude and self concept. The Behavioral Counselor wants growth in a
specified characteristic. The milieu counselor seeks either or both through
an added focus upon environment. The various counselors use many techniques
in common, but the tendency is clear. The behavorist relies more upon
conditioning; the dynamic more upon ''free wheeling expression, ' and the
milieu counselor may prefer one or both but works with both client and
environment.

The approaches used in this research focused upon the client. The
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methods were developed from dynamic and behavioral learning concepts:
Instruction, operant conditioning, social imitation and free insight. The
methods were termed: task prescription, selective responding, modeling,

and "other-rapport' statements. Methods were constant across models. The
models were designated by a defined, specified, desired behavior. Inter-
personal for example desired verbal expression about self behaviors versus
behavior expectation from others. Intrapersonal was self versus self aspira-
tion. The models were thus descriptive of the behavior desired during
counseling. Just as counseling in the past has used descriptive terms to tell
either what it intends to do (advising, vocational, educational, etc.), or what

it intends to accomplish (sensitivity, body awareness, problem solving, psycho-
synthesis, etc.). The models used in the research were named for the behavior
desired during counseling sessions.

EXPANDED PERCEPTION AND EMPLOYABILITY

It is generally agreed that the major goal of counseling is to assist
individuals to reach their fullest potential. Defining the set of events which
will lead to this accomplishment is an extremely demanding task. Counselors
have been only partially successful in their attempts to clarify the nature of
the counseling process. There is no dearth of theory, but the substantive
facts upon which to base counseling theory have been relatively meagre.
Personality theories and their counterpart counseling theories are usually
based upon the distillation of the experience of those working face to face
with clients rather than upon the kind of consensually agreed upon evidence
that meets rigorous tests of scientific credibility. The situation becomes
increasingly complex as new, and sometimes contradictory theories develop,
making consensus on the characteristics of the counseling process increasingly
difficult to achieve.

In a more exact science the number of theories would be reduced through
experimentation, poor theories would be discarded and a central intervention
theory would emerge. In counseling each theory tends to reflect the reasoned
but idiosyncratic view of the author. In their uniqueness and inventiveness,
the different theories often prescribe different, and sometimes conflicting,
intervention styles and techniques. Such techniques tend to collect their
adherents, people for whom they seem to work. These are the earmarks of
a relatively new professional practice. The danger, however, is when the
inductive beginnings, with the live client, lead to intricate deductive extra-
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polations with logical but empirically untested postulates. Such postulates
concerning how the counselor should behave to achieve specific client out-
comes may be intriguing and artistic, but to be professionally acceptable they
must also be scientific. The specified techniques must be tried out and their
pragmatic value demonstrated. What we lack today in counseling is a compre-
hensive theory and practice of counseling built upon research evidence, demon-
strating which techniques work for which people in achieving which outcomes.

Within the past fifteen years formulations have begun to emerge which
identify the client problem, the behaviors desired as the outcome of counsel -
ing and the specific counselor behaviors which are necessary during the
process. Interestingly, these formulations have derived from rather different
approaches to the nature of man, and from attending to different aspects of
the human phenomena. These two approaches are behaviorism and existen-
tialism. Behaviorism sees man's nature as neutral and his complicated
behavior repertoire as a product of environmental influences. The existential
approach, sees man as self-motivated to enhance full development and full
potential. Behaviorism stresses the environmental determinants of behavior
while existential psychology stresses the ontogenetic and psychological aspects
of the individual as the major determinants of behavior. The human phenomena
upon which the behaviorists have focused is observable behavior and its func-
tional relationship to environmental stimuli while the existential approach has
emphasized aspects which are not directly observable such as the organization
of an individual's perception of the world and, in particular, the perceptions
which he has of himself.

However, it is within these approaches with their obvious differences
that the most definitive research has taken place. Existentialism (client
centered therapy) has been able to demonstrate that for certain clients, if
the counselor is genuine, empathic, open, congruent, etc., certain describable
changes occur in the client's perception, e.g., he becomes more open to

considering a multitude of aspects of his environment and his inner awarenesses.

Behaviorism, on the other hand, has been able, through the management of
reinforcements, to bring about changes in a variety of specific behaviors in
clients.

The theory and methodology for change in the present research are
based upon synthesis of existential and behavioral postulates. While there
are differences between the two approaches, many of the ostensible differences
are more apparent than actual. For example, the apparent divisiveness in
behaviorism's focus upon external, observable behavior and existentialism's
empahsis upon the perception of the organism might lead one to believe that
he must choose to consider man as either a perceiver or a behaver while man
is obviously both.

Gty o




-18-

From the earliest stages of the development of the infant, behaving
and perceiving are always occurring concurrently. The infant reaches out
and touches a hot stove, withdraws his hand and doesn't touch the hot stove
again. We can say that the stove is an aversive stimulus and the withdrawal
of the hand from this stove and from stoves in the future was learned because
that behavior terminates or avoids the aversive stimulus. While the infant was
moving through this behavioral sequence he was aware of many of the internal
and external events which were transpiring. He perceived the stove, saw and
felt his hand reaching out, felt the searing pain, automatically withdrew his
hand and was aware of the cessation of pain. We can say that such an event
resulted in a learned behavior and a learned differentiation of perception,
which is a learned meaning. In the future the hot stove will mean hurt and will
be avoided. In the same way, behaviors with pleasurable consequences are
learned and repeated and we develop perceptions and meanings related to those
sequences that are experienced as pleasurable. Food, affection, play, etc.,
are perceived as pleasurable as are the behaviors which are instrumental in
their acquisition, The infant gradually learns positive value for those objects
which bring pleasure and negative values for those objects which bring pain.

As the human individual develops, he differentiates himself as an object
in space and thus has a variety of meanings related to his perception of him-
self. Not only does he have meanings related to the way he looks, behaves,
feels, etc., but he attaches positive values to those aspects of himself which
result in pleasure and negative values to those aspects of himself which
bring pain. We say he develops positive and negative perceptions of self
which comprise the self concept. In the same way that the individual avoids
painful and approaches pleasurable objects in his world, he tends to avoid
negative thoughts about himself and "approach'' positive self thoughts.

As the individual behaves and develops meanings related to his world
and himself, these meanings are ever present and are important determinants
of behavior. They are essential to survival for they eliminate the necessity
for a continual process of trial and error. At the complex adult level
restaurants mean food, traffic means danger and these meanings result in
behaviors which are instrumental to surviving and developing as a person as
well as to avoiding danger.

If meanings are sufficiently broad and flexible and continue to expand,
we can lead an effective life, a major component of which is our interactions
with others. However, difficulty in effective living can arise in a number of

ways.
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NARROWED PERCEPTION

A narrowed perceptual and behavioral repertoire can result from in-
sufficient experience. The individual raised in a large city where autos were
impractical might find, upon moving to the Western United States, that he
lacks understandings (meanings) related to autos and skills having to do with
driving. We can say that his meaning and behavior are too narrow to meet
the requisites for effective living and need to be expanded.

This is virtually always true whenan individual finds himself in a strange
setting and certainly characterizes the movement of a poverty youth from his
familiar subculture into the larger culture. The task when this eventually
occurs is to teach new behaviors.

However, this becomes more complicated in social situations by the
fact that the individual may not be aware of his lack of meanings and requisite
behaviors. In this case he needs to test his own perception of the reality
demands and receive some feedback concerning the accuracy of his projected
meaning. As he becomes aware of his deficiency he can learn the requisite
behaviors and expand his meanings. Other individuals and groups can be
extremely helpful in assisting him to test his reality and discover those
aspects for which his meanings and behaviors are insufficient.

ERRONEOUS PERCEPTIONS

A second detriment to effective living is also a problem having to do
with perception and subsequent behavior. However, in this case it has to do
with erroneous perceptions rather than those which are incomplete. The
human being has a tendency to associate elements which occur in proximity
in time and space as belonging together and then generalize this association to
other similar events. For example, the poverty youth may have had some
contacts with middle class whites, or at least via mass media, and associates
them with a ""put down'" toward minority groups. This association of "White"'
and ""put down'' is often true, but of course not always true. Sometimes, and
perhaps often, a middle class white seeks interaction as a fellow human being.
When this does occur the poverty youth is unable to respond to the new reality
because he projects the former meanings. The consequences are negative for
both parties. Although the perception is erroneous, the middle class white
feels misunderstood and the poverty youth feels another ''put down''. The
perception seems true because of past associations. Understanding of this
process is necessary for the exploration of fears of rejection and for the begin-
ning of reality testing in middle class and poverty youth interaction.
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IRRATIONALLY PERCEIVED FEARS

A third major cause of ineffective behavior is the erroneous perception
of ideas and feelings which arouse anxiety. Through associative linkage and
generalization harmful properties are attributed to objects, ideas and feelings
when the harmful properties do not, in fact, exist. This might be described
as projecting danger irrationally. Examples of this are the common tendency
of children and adults to be fearful of harmless snakes and dogs. However,
most of our anxieties are associated with interactions with people. Consequently,
we may be fearful of adults because of unhappy experiences with parents, or we
may we fearful of minority groups because of associations built up through the
mass media or direct contact. When such fears are generalized to all mem-
bers of a class, whether it be dogs, Caucasians, Negroes or employers, our
behavior tends to be ineffective because natural responses to anxiety are with-
drawal, aggression or psychological defensive maneuvering.

Not only do we develop irrational fears of objects in our world, but also
to perceptions in ourselves. Those perceptions of ourselves which we see as
bad are avoided because they make us anxious. '"Weak me, "' "imperfect me, "
or ''unloved me'' are unacceptable so the individual avoids thinking thoughts,
feeling emotions or engaging in behaviors which result in these negative self-
evaluations. Many of these negative self thoughts are unrealistic.

T 3 - - — - .

The poverty youth may avoid going to interview for a job because he
feels inferior, unacceptable, and bad in the eyes of the middle or upper-class
employer. He projects upon the employer his meaning that the employer
looks down upon him and behaves accordingly be being insolent, obsequious or r
just plain staying away because the situation triggers anxious thoughts of :
"inferior me"'.

The increase in effective behavior is through learning to discriminate
between those events in the world which do and don't bode harm and through
being accepted and supported by others, thus altering the ineffective behavior
resulting from unrealistic self-concepts. Meaning and behavior are con-
current and interrelated. Meanings are built up or learned through perceiv-
ing and behaving which, in turn, influences future perceptions and behaviors.
One can choose to study only behavior or only the perceptions and meanings
that make up the individual's phenomenology, but this in no sense narrows ;
the human phenomena, it simply narrows the focus of inquiry. 3
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EXPANDED PERCEPTION

Perceptual distortions can be readily observed during interpersonal
relationship. Behavioral repertoires are limited or expanded by the amount
of experience, practice and reality testing available. Perceptual repertoire
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are also formed in this way, and a major portion of meaning has this evalua-
tive quality. Perceptions and meanings tend to be positive or negative i. e.,
good or bad. Expanding of perceptual facility is therefore available from two
dimensions: (1) quantity of experience, and (2) reality testing for the opposite
evaluative pole i.e., the other side of negative or positive. Encouragements to
perceive diversity, and label the bi-polar aspects of meaning will increase and
expand perceptual facility. In practice this should improve the quality of com-
munication while its repetition should improve communication skill.

It is intriguing to speculate on the potential pairing of two aspects vital
to employability: (1) knowledge and attitude toward work function (content)
and (2) communication skill (process). One could easily assume some degree
of stimulus response effects to take place. When a youth talks to an adult
authority and the topic is work, employability attitude or work rules etc., the
content is associated with the process or communication style reserved for
adults. As one is restricted so the other will tend to be restircted. If on the
other hand perception is expanded and communication skill thus improved,
restrictions to the content are reduced. The interpersonal interactions of
peer groups then could be expected to yeold improved interaction and communi -
cation with employers.

It is widely held that one's attitude toward others improves one's attitude
toward self. Also, if we feel good about ourselves, we tend to feel good about
others. Further, that personal attention, identification and positive support
from others plays a large part in producing good feelings about ourselves.
Attention, interaction, understanding and mutual support of group members
therefore, should yield the potential for improved attitudes toward others --
perhaps all others. Group counseling experience then, should bring about
attitude changes to the positive in the members and with it expected behavior
changes. One could speculate that the behavior change could be observed in
reduction of defensive (negative) behavior relating both to the job, the
employer, the NYC administrative program, and to the general community
at large.
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PART 11

THE STUDY

There were five treatment groups and two control groups in each
of four sample clusters; two for each city. The treatments were repre-
sented by the models. The two control groups were of supervised self
instruction in a group setting, and of no treatment. There were four
counselor teams, one for each sample cluster and each team used each
of the five treatments (models). The groups met for two hour sessions,
twice weekly for two months. They were pre and post tested and observed
for other social behaviors during the counseling period. The following
is a detailed description of the models (treatments), expected outcomes,
and research design.
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THE MODELS

There were five models identified as: Problem Identification, Intra-
personal, Interpersonal, Perceptual Modification, and Relationship. The
models had four basic dimensions: Desired Behavior, Intermediate Behavior,
Focus, and Counselor Method. Each model utilized each of the dimensions but
varied the implementation.

There were four Counselor Methods which were also constant across
models: Task Prescription, Selective Responding, Modeling, and '"Other-
Rapport'' statements.

Each model was thus unique in the way dimensions and methods were
applied. The model desigation determined the purpose and style of applica-
tion. The dimensions and methods are described in terms of each model.
Actual statements were taken from counseling sessions to describe how
dimensions and methods were typically applied to the model. Five models,
four dimensions, and four counselor methods are thus defined.

THE DIMENSIONS

DESIRED BEHAVIORS: These are the behaviors desired of group
participants during the group counseling process. They are the ends toward
which all of the other components of the model are directed. '

INTERMEDIATE BEHAVIORS: These are observable changes in
behavior which, while short of the desired behaviors, represent progress in
the expected direction. These steps in the direction of the desired behavior
are sometimes referred to as successive approximations and are signs of
hoped-for growth.

FOCUS: The focus of the counseling model is essentially equivalent
to the content to which the group attends. The focus may be upon such
content as perceptions of self, realistic demands in the world of work,
feelings about authority, etc. The focus of the model was selected for its
relevance to the desired behavior. :

METHOD: A method is a particular way in which specific content is
accomplished. In addition to the more ""free Wheeling'' discussion statements
(Other-Rapport), three specified methods were used to develop specific content.
These methods were: Task Prescription, Selective Responding, and Modeling.

Task Prescription: A task prescription is the explanation of an activity
which is to transpire within the group. In each of the models, the counselor
wished for the members to be involved in certain tasks. These tasks were

RN



-24-

of three types: 1) Those which called for the group participants to engage

in a discussion of a topic, for example, ''Let's talk about ourselves and what
we want," 2) Those tasks which called for a specific, structured activity

in which the group was to engage for a period of time. To initiate such a

task the counselor might say, '"We will role play our problems and the various
people involved, " and 3) those tasks which call for expansion but do not specify
or limit the direction. For example, ''Tell more about that."

It is apparent that the second type of task is more specific and calls for
clear directions from the leader as to how members are to proceed in com-
pleting the task. The other tasks are less clear and completion relies more
upon the sabtle verbal and non-verbal cues of the leader. The more subtle
ways in which the leader facilitates task completion are selective responding
and modeling.

Selective Responding: One of the most important methods employed by
the counselors was selectively responding to client behavior with verbal and
non-verbal social reinforcement. That is to say, when clients demonstrated
a desired behavior they received a positive response from the counselor.
When an unwanted behavior appeared, the counselor's response was inatten-
tive. Selective social reinforcement, both verbal and non-verbal, was given
contingent upon the client's emitting the desired behavior appropriate for
each model. When a client showed a desirable behavior, the counselor
offered a positive response. Empathy, reflection, clarification, and praise
were the more common forms of positive social reinforcement employed as
part of the selective responding method. A counselor might socially reinforce
role playing behavior with the statement: ''Very good, Charles, "' or a sequence
of client talk about his aspiration with , "You would like to be a teacher, but
feel uncertain about having the money to get to college?"

Modeling: The phenomenon of modeling in group counseling is the pro-
cess of group members copying or mimicing certain behaviors in the group
leader. Various approaches to modeling have been employed in past research.
For example, video tapes of ideal client-counselor interactions have been
used for illustrative purposes to help define the role that the client could
play during counseling. Modeling was employed as a method in all five of
the group models. In some group models the counselor assummed the role
of a client and acted out the behavior desired in the client as an intermediate
or outcome behavior.

It must not be assumed that modeling is always an explicitly defined
process. In some of the group models, it occurred without ever being openly
discussed. An expression may be implicit in the counselor's behavior and
mimiced, many times unconsciously, by the client. Appropriate client

imitation was then often followed by social reinforcement.
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These methods of facilitating groups, i.e., task prescriptions, selective
responding and modeling were used in each of the models. The combination of
task prescription, modeling and selective responding can be seen in relation to
role playing. The counselor may prescribe role playing, model a part, and
selectively reinforce the client for his role enactment. It will become clear
in later discussions that particular methods were emphasized more in certain
models and that the instructions for methods to be employed were more speci-
fic and detailed in some models than in orders.

PROBLEM IDENTIFICATION MODEL

This model is characterized by personal support provided for a member
through the identification and concern of the group with his problem (s). A
problem presenter is designated. He presents a problem of his own choosing
and gives a brief description of significant individuals associated with the
problem. This occurs within the context of an on-going group. The problem
situation is then set into a drama with implications discussed in the group.

DESIRED BEHAVIOR: The identification and conceptualization of pro-
blems, and the conceptualization and expression of multiple alternatives for
given problem situation. Examples of desired behaviors of this model are:

1. "It seems I always get angry with her and start
acting like I'm guilty. "

2. '"Mr. Stanton tries to explain how I could do the
work better, and I feel like he's putting me down,
so I get mad and don't go to work the next day."

3. "I could wait 'til my dad gets through talking and
then try to understand how he feels. Maybe some
of the things he says would be good for me."

4. "I tried studying for two hours yesterday, during
study hall and while I was waiting for the bus."

INTERMEDIATE BEHAVIOR: Examples of intermediate behavior are:

1. Identifying problems in general.

2. The presentation of a major problem by a designated
member.

3. Identifying with the presenter and his presented problems
by other members. R

4. Learning the role playing technique from counselor model
presentation,

5. Role playing problems and solutions to the presenter's
problems by group members. Each member participates.
That is, each individual plays some role, except the
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presenter, and this role playing continues as long
as it is productive.

Presenter's feedback to the group (positive only)

on the selection of alternative solutions he has
observed.

Presenter's report on his attempts to use new
alternatives and members' support for his attempts.

FOCUS: The'focus of attention in this model is the problems which
group members experience outside the group, their enactment within the
group, and alternative courses of action.

METHOD: The tasks employed in this model are role playing, role
switching, and alter-ego. They are, in general, the techniques used in
psychodrama. Selective responding is reserved for the discussion and inter-
action following the drama. Modeling is done at this time, but also, when
appropriate, as a role playing member. The role playing is designed to
allow projections to emerge from the drama rather than from verbal dis-
cussion and recall of there-then projections. The problem presenter describes
only enough of the situation to allow other members to begin. From then on,
projections emerge as new as the problem presenter and members become
involved in re-inacting the situation and later discussing it. The counselor
uses his methods to encourage this goal and adapts his task prescriptions,
selective responding and modeling to encourage this process.

Task Prescriptions: The following are examples of Task statements
used to initiate and facilitate the process. They are general tasks, tasks for
initiating the role playing and rols switching and examples of alter ego com-
ments:

General Statements:

1. "Every person has problems. What are some of
your problems?"
2. "Talk about the problem or problems you have. "
3. "Listen carefully to other's problems. "
4. 'Listen to, and attempt, some of the alternatives
offered by members. "
""Role play problems and possible solution alternatives."
"Pick out someone you want to role play your
parole officer."
7. "The thing we do in here is to go ahead and discuss the
problem and try to find out what is going on. "
. '"How would you have handled the problem?"
"Tell us one way you could have behaved differently. "

o
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Role Playing:

1. "John, Let's do yours, I'll be the interviewer. "
2. '""Okay, let's play that. You want to be the girl?"
3., "Why don't we play that right now? You pick someone

to be youxr sister."
4. "I'd kind of like to get a better idea of what you're
saying. Let's role play it."

Role Switching: In this procedure, the problem presenter exchanges
place, both physically and in terms of role, with some other participant who
has been playing a significant person associated with the presenter's pro-
blem. This is done for three reasons: 1) To provide an opportunity for the
presenter to interact with a representation of himself in order to see himself
as others see him, 2) To help him better define what it is about the signifi-
cant other that contributes to his problem, and 3) To allow another participant
in the group to identify with the problem. Examples of counselor statements ]

are.

1. "Why don't we switch right here? You be your mother
and Willow will be you. "

2. "Hold it. This is a good place to switch. "

""Is that the way he really is? Why don't you play the

boss and show us what he's like? "

4. '"Okay, now we're getting somewhere. Now you be
yourself again and let him be the teacher."

w

Alter Ego: The counselor and co-counselor assume the roles of the
alter-ego for the presenter of the problem and the other group participants.
The counselor always stays with the presenter, and the co-counselor switches
from participant to participant as each new role emerges during the interaction
process. The purpose of the alter-ego is to detect and express aspects of the
participants' messages which are significant but unspoken. The talk of the
alter-ego is occurring concurrently with the interaction of the participants.
Both alter-egos speak softly, but sufficiently loud enough to be heard by all
participant's. Their comments may be directed toward the individual parti-
cipant's affect, behavior, or intent with the consequence of new leads for
conversation and added depth to the discussion. Examples of the statements

are:

"I am getting angry."

"She wants me to feel guilty."
"] wonder why I'm lying. "
'""He doesn't care about me. "
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Selective Responding: The counselors will intervene to positively rein-
force (acknowledge and reward) the following behaviors: Talking about
personal problems, generally in the second session; specifying and discussing
a major problem in subsequent sessions; the presentation of a major problem
by the designated member, in each subsequent session; questions, identification,
and useful contributions through role playing, in each subsequent session; and
positive feedback to the group by the person who presented the problem in each
subsequent session.

Examples of counselor statements are:

1. "That is a difficult situation, John. You're
very upset aren't you?"

2. '"And so you felt very guilty for getting mad. "

3. '""Mary Anne, you're very perceptive. You role
played his teacher perfectly. "

4. 'You, too, have had that experience. You really
understand his situation.

Modeling: Examples of counselor modeling statements for this model
are as follows:

l. "Whenever my boss tells me to compile a report,
I get angry and put off doing it until the last day.
Then I don't do a good job of it, and blame him. "

2. "Okay. I'm going to role play myself. Charles,
you role play my son. 'Son, why in the hell can't
you get home at the hour we agree upoun...I see...
we don't agree. I tell you when to get home. '"

INTRAPERSONAL MODEL

This model is not distinguished by any procedural technique such as
role playing or a fixed interval reinforcement schedule. The essential
characteristics which distinguish it from the other four models is its con-
tent focus. The Intrapersonal model is focused upon the self and self
aspiration. Where the Interpersonal focus is: "What happened?'' The
Intrapersonal focus is: '"What do you want?"

The Intrapersonal model seeks to bring more similarity or identicalness
between the self and the ideal self, i.e., the self as the individual believes
and experiences himself to be, and that self which he would ideally prefer
to experience. The emphasis is upon the exploration of both negative and
positive aspects of the self. Thus, a fuller awareness occurs regarding the
nature of the self in terms of affect, cognition, and behavior. The ultimate
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consequence is a clear approximation of the state where the individual
experiences himself as adequate and capable of coping with himself and his
environment, and of accepting the responsibility for doing so. The assumption
is that where incongruency exists, anxiety exists, and as a consequence, the

; individual's reactions or behavior is restricted. Further, as congruency is

4 achieved, the individual becomes more spontaneous and creative, in both i

‘ cognition and behavior, and thus brings more of these elements to his inter-
action with the environment.

DESIRED BEHAVIOR: The awareness of self and self-awareness. The
facility to verbalize introspections of negative and positive feelings relevant
to the '""me, " '"not me,' and ''the wanted me." Examples of desired behavior
statements are:

1. "I want to be a teacher, but I'm afraid I can't
cut it. ..I don't have what it takes. Sometimes
I think I'm dumb.

2. "“She says I'm always mad, but I'm not. Butl
get mad a lot, especially when I'm afraid of
something.

3. "I want to be liked, and I want to like other
people. Idon't want to spend my whole life
feeling like nobody likes me. "

4, "Every time I do something good, like school work,
and somebody says it's good, I feel bad, like I've
conned them, fooled them some way. "

5. "My husband is a Negro, you know, and sometimes
I feel ashamed to go places with him. And thenl
feel bad. .. guilty I guess...I love him, and I don't
want to feel ashamed because I know he must know
and feel hurt."

| INTERMEDIATE BEHA VIORS: Though these behaviors are successive ;
| \ and approximate to the goals, they need not occur sequentially in the sessions. ;
Examples are:

A. Thoughts and feelings about self.
B. Thoughts and feelings you have about yourself
when you do things that seem to be unlike you, ;
or that you don't want to do (like procastination,
hating, running away, feeling anxious, afraid, |

ua

What are the strongest feelings you have about
yourself?

etc.)
“ . How do you feel about your chances in the future?
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E. Compare '"C' and '"'D'" above.

FOCUS: The content or focus of this model is the perceptions of self
and self-aspirations which are held by the group members. The content is
not what happened or is happening outside the group but, '"How do I see myself
right now?', and, "What would I like to become? "'

METHODS: Task prescriptions, selective responding, and modeling
are used as encouragement for verbalizing and desired behavior statements.
Role playing is not used. The process involves encouragement for member
verbal interaction in self exploration and listening.

Task Prescriptions: There are general statements for initiating the
process and more specific task statements that are used to facilitate the on-
going process.

General Statements:

1. "Try to recognize the feelings you have about yourself. "

2. "Tell us what you are really interested in,"

3. '""What abilities do you have? What would you like to be
able to do?"

4. "“"What barriers stand between you and what you would like to
be?"

On-going Statements:

1. "Do you see yourself as a guy who says what's on his mind?"
2. '"Tell more about that. What else do you want from a job2"
3, "How would you like to be with your friend?

What would you like to be able to do?"
4. "You wish you could do that well. How would

you feel then? "

Selective Responding: When desired behavior statements occurred,
counselors gave verbal and non-verbal recognition, affirmation and attention
to them. This was usually in the form of restatement or clarification and
probing questions either separately or in combination to either content or
feeling. Examples of these statements are:

1. "You feel hurt and angry. You feel put down."

2. "You want something more from life: to be a
lawyer; to help others who need it. But you are
afraid you can't make it through college. "

3. '"What was that? Say that again. It was very
perceptive. "
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4, "Now you are beginning to understand yourself, to see
that you can really do what you want to, even though you
may be afraid."

Modeling: The counselor models the type of verbal behavior desired
in the in;ermediate and outcome goals. Examples are:

1. "I don't want to be that way, but I'm a little hung up on

intellectualism. "'

2.  "I'm not sure about my own feelings about dealing with other
people. "

3. "I usually wait until something gets so big in me that it just

bursts out. "

4. "If I could be like I want to be, I'd really try to tell some-
body when they bothered me, instead of just bottling it up
inside. "

INTERPERSONAL MODEL

This model focused upon the stimulated recall and verbal presentation of
extra-group, past (there-then) interaction between persons., Group members
were asked to describe their perceptions of important need-press situations
which they have faced. The emphasis was upon environmental expectations.

The term interpersonal is traditionally used to denote interaction between
group members in the present (here-now), and usually includes the expressions
of aspirations. No support was given to the discussion of aspirational elements.
The focus was upon environmental expectations and the dichotomy of ''I do,
but they expect. " Self-aspiration and here-now types of verbal interaction were
the focus of two other models: Intrapersonal (self-aspiration), and Relationship
(here-now).

DESIRED BEHAVIOR: Awareness of environmental expectations'and
reality-testing. Examples of desired behavior statements are:

1. "They're gonna make me do everything at home,
whether I want to or not. You can't say you
don't want to. "

2. "I can't go up there, because he'll think I want
to come back."
3., ''His mother never did want him to marry me.

She's tried hard to make him hate me and all
these dumb things. She wanted me to be worse
than her."
4, ''My mom gets whatever she wants. As long asl
stay there I gotta do what she wants and let her be the boss."
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A sequence example:

M1: "I've only got one interest now, and that's where
I work they've got these IBM machines. They're
always using them, but they don't have time to
show us how to use them.' (other)

C: '"Do they expect you to know how to run the
machines?'" (Task prescription)

M1: In due time, yes. They don't really expect us
to, but they would like us to and we can't if
they won't teach us.' (Desired behavior)

INTERMEDIATE BEHAVIORS: The following behaviors were considered
successive to the goal, but need not occur in sequence: Expectations in the
environment; self-references about behavior occurring in needpress situations;
comparison between behaviors and environmental expectations in given situa-
tions; coping behavior, ignoring, rationalizing, avoiding, escaping, displace-
ments that occur in need-press, frustrating situations including adequate coping
and reality testing; and evaluation of behaviors as mentioned above.

Examples of these statements are:

1. "She wants me to get home by twelve. If I don't
we argue about it next morning. "
2. "I know that I'm going to have to work harder

to make it at my job. I know they think I'm
goofing off, and I am."

3. "Well, I'm always giving excuses. Every time
I don't do what I'm supposed to, I tell them a
cock and bull story, but I don't fool me. I feel
stupid. "

4. "I just don't go back. I work until it blows over.
I don't though nobody says much, but I know that
what was wrong is still wrong. "

FOCUS: The focus of this group is upon significant interactions
with people outside of the group and more specifically upon the expectations
held by others for the group member in these interactions.

METHOD: The process was that of verbal interaction, the identifying
of expectations, describing what is done in problem situations, and the
difference between what is done and what is expected. To encourage this
process, the counselor used task prescriptions, selective responding, and

modeling.
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Task Prescriptions: Task statements were of two types: general and

specific. Examples of these counselor statements are as follows:

General Statements:

5.

", ..what is expected of you in various situations."
", ..what you actually do in these situations."

", ..the difference between what you do and what

is expected of you."

", ..what you do regarding differences between what
is expected and what you do."

", ..what works and what doesn't work very well."

On-going Statements:

1.

2.

3.

4,

""That is what we want to do here: talk about
problems that come up with other people. "

"What I am interested in is what you could have
done in that situation. Does anybody have any ideas
on that? "

"What did your parents say when you told them you
weren't ready for these responsibilities? "

""What are your parents going to say if you don't

get a job and end up lying around the house all day?"

Selective Responding: Selective responding was to the desired verbal

behavior with the techniques of verbal and non-verbal attention to both con-
tent and feeling. Examples of counselor responses are:

'"So he expected you to take it, because he

figured you would act like a slave."

"It bothers you because they think you should be
married by now. "

'"She really doesn't give you a chance to do those things,
and that's why you don't like to be around her."

'"So your mother expects you to kind of support the
family, Bernie?"

Modeling: The counselor's verbal behavior is the stimulus for imitation

on the part of the group participants. Examples of these statements are:

1.

2.

"I think the thing that bugs me most is when I'm expected to

carr-  * an order that isn't my own."
"It 12 - makes me mad when someone wants me to be
som: - ¢ I'm not.
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3. "You're always expecting me to say something, and I'm
never sure what it is. You really keep me wondering. "

4. "I wish I could work out something like that with my wife,
but she expects me to work too."

5., "My in-laws sure do get in the way sometimes. They

can mess things up pretty bad."
PERCEPTUAL MODIFICATION MODEL

This model seeks to expand the perceptions that participants have of
significant others and authority figures, as well as self -perceptions, to
include a greater positive element. The assumption is that coping behavior
will improve with expanded and positive perception. Group members were
asked to verbalize their perceptions. The counselors reinforce this by re-
sponses such as, "You noticed. . . then," and, "You could see that..." The
desired behavior is added and more positive perceptions and verbalizations
of meanings. ‘

This is perhaps the most structured model. The structuring of sequen-
tial content, expressly designed and implemented through each session, is
the feature which distinguishes this from the other models. The sequence of
content and tasks through the various sessions are: 1) self-description,

2) self-description affect, 3) authority affect, 4) one meaningful authority,
5) one authority affect positive, 6) authorities in general affect positive.
Within this structure the perceptions of self are also attended to, and the
intent is to move from negative to positive self -referents.

Another distinguishing characteristic of this model is the use of a co-
counselor as a fixed-interval summarizer. His function was to write down
statements of the participants which were relevant to the model focus, and
to then summarize them for the group at the end of each twenty(20) minute
period. During the early sessions when positive responses were at a
minimum, he also summarized negative comments, but emphasis was placed
on positive perceptions of self and others. By the eighth (8) session he dis-
continued inclusion of negative statements in his summary. Further dis-
cussion of this function follows.

DESIRED BEHAVIOR: Expanded and increased positive perceptions of
self and authority figures were the behaviors desired from this model.
Examples are:

1. "Mr. Stanton tries to explain things to me.
He's my boss, my supervisor, and he really tries
to help me." '

2. "The truth is, I can make better grades. Ido
whenever I try."
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3. "Actually I am a good athlete, I do real well.
I try to hold up my end of the work."

4, "All cops aren't bad, or mean. Sometimes they
are pretty good guys. One of them helped me get
my car out of the sand when I was stuck. "

5. "I try to be pleasant, and I type good. At my job
I work hard, and Mrs. Johnson tells me I will make
a good secretary."

INTERMEDIATE BEHAVIORS: Verbalizations about the following topics
were considered evidence of growth in the direction of the desired behavior
goals: Perceptions about self; positive perceptions about self; perceptions of
experiences with authorities, i.e., employers, teachers, parents, police,
etc. ; positive perceptions of experiences with authorities; identifying the most
meaningful authority; and perceptions of this authority.

FOCUS: The model sought expression and description of member per-
ceptions of behavior in self and authority. Verbal interaction was encouraged
and counselors tried to make responses which would encourage a member to
notice more, and more positive behaviors that have occurred. Group mem-
bers were asked to describe what they saw and counselors gave response
in order to encourage a member to ''see more'' and include ""more positive."
The focus was upon a members facility to ''notice'' and describe their
perceptions.

METHOD: Task prescriptions, selective responding and modeling were
also used in this model. Social Reinforcement for desired behavior state-
ments was emphasized by including both on-going selective response and a
fixed interval response through a counselor summary after each 20 minute
period. The two hour session was then divided into 20 minute segments with
general task statements to begin each segment.

Task Prescriptions: The task prescriptions were for topics of: Dis-
cussing perceptions of self and authorities, and listening to co-counselor's
summaries of each 20 minute segment of the session. Counselor used both
general and on-going task statements. Examples are as follows:

Gener'aJ Statements:

1. "There are two things that are important to us that
are related to how we get along in the world; how we
see ourself, and how we see other people who are
important to us.

2. ""People who are important to us may be individuals
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who hinder or hurt us, or who help and like us. "

3. "Let's talk about the things we notice about our own
behavior and the behavior of others, especially
those people who we see in authority. "

On-going Statements:

1. "Did you see the cops as being unfair to you
when they took you to the station?"

2. '"What did you see him doing that made you think
he was right?"

3., '"Ca= you describe how you felt about the people
these words suggested? "

4. '"What are the good things about you? What do
you do best?"

Selective Responding: Two kinds or classes of perception were rein-
forced: Expanded and positive perceptions of self, and expanded and positive
perceptions of authority. Two types of social reinforcement were used:
immediate and variable, and fixed interval in the form of 20 minute summaries.
The counselor did immediate response only. The co-counselor was responsible
for taking notes during the period and giving the fixed interval summary every
20.minutes. He noted what was said and by whom. Following each 20 minute
period, he would intervene to acknowledge the desired Verbal Contributions
of the members and give attention to those members who made them. Follow-
ing are examples of counselor and counselor immediate response, and counselor
summary response:

Selective Response (Immediate):

1. "You notice Mr. Stanton tries to be helpful."

2. "You know, you really are a pleasant person to
be around."

3. '"You see yourself as competent in that. "

4. "You see her being concerned and interested in

you and you notice that you like her."

Selective Response (Summary):

1. "Bill, you said that you got along real well with your
ninth grade history teacher because he made an attempt
to understand you. I think that was an interesting
statement. "

2. "Excuse me just a moment: Jane, you noticed
Mrs. Johnson tries to help you become a better
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secretary; you noticed also that you like her.
Very good. Charles says that his supervisor
taught him how to operate a lathe and now you
feel competent and are feeling pretty good about
your work skills. Ramariz, you see yourself
as more intelligent than you used to think, and
you've noticed that your father takes pride in
you. That makes you feel better about him. "

Modeling: Modeling played a relatively minor role in this model.
However, whenever counselors felt it to be useful, they made statements

to provide imitation stimuli. Some examples of this are:

1. "You didn't seem to me to be the type of person who
would really have trouble saying what was on her mind. "

2. "I noticed that my son really tries to be friendly with
my friends. "

3, "I'm getting better at identifying the things I do well,
and this is a lot more than I previously thought. "

4. "I don't see myself as a frightening person. "

RELATIONSHIP

The model sought to improve the communication skills assumed to
enhance and create, meaningful and personally supporting relationships
with others. ''Single messages'', appropriate "Self disclosure'', and ''a
Feedback quality'' were emphasized to develop increased sensitivity to
others and communication with ''feedback loops''. Omission from feedback
were considered to be the prime reason why self disclosures are feared and
generalized, guilt anxieties developed. More appropriate self disclosure
was considered possible from skill practice and the experience of meaning-
ful feedback. There were three assumptions involved: 1) '"Single messages"
are more comfortable than '"double messages'', 2) feedback is more comfortable
when it includes ''top-bottom'' evaluative limits, and 3) messages are more
comfortable as they are more complete descriptions with less (self disclosure)

omission.

Messages sent are always a combination of "telling'' and "asking''.
Also, there are always feelings and motives which accompany the statements
which the receiver perceives either as intended or as he may guess them to
be and replies are formulated in terms of thz message as perceived or guessed.
Communication is thus a process of message exchange designed to share
perception and discover the reality around us. Clear evaluations by others
hcips us to establish our own behavicrs more clearly. Omissions in feedback,
however, tend to make us unsure, frightened and anxious about who we are.
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Bi-polar feedback (most positive and most negative) was thus assumed to

be helpful for self understanding. The negative evaluations when coupled

with the positive aspects were encouraged. Omissions of any kind were
discouraged. The focus for the model was reduction in '"omission messages'',
increased use of "Single messages'!, "complete messages'', and ""top-bottom
feedback. "

DESIRED BEHAVIOR: Increased sensitivity to quality messages during
communication and more quality nfeedback loops'' --a reduction in use of
""incomplete and double messages'', and an increase in messages which are
"gingle and complete''.

Complete and Single Messages: The message has less omission when
it includes the perception, the feeling, and the motive. The use of the word
"pecause" may yield a rationalization we will disagree with, but it does reveal
the aspect current to our thinking. A single message is best conveyed by:
""yes'', 'no'', "I don't know'', or "] tend toward'!. If two are present, the
message is reduced to confusion and the receiver's uncertainity or guess.
Examples of more complete and single messages are as follows:

1. "I feel much better than I did, because I think
I know him better. "

2. "I think the same, because I have three sons
and I'd like for them to have a father."

3. "You make me sick. You always talk about your
sister, instead of yourself. I'd like to know
something about you. "

4. "You make me nervous. You look mad at every-
body. I'm worried you're mad at me too. "

5. "Outside of here you yak, yak, yak, all the time,
but you get in here and you don't say anything.

I think it's because we all know we can say
anything, so we can't think of a thing to say."

6. "We're all sitting here and fidgeting and doing
nothing, and I feel like I'm going nuts just sitting
here. It's stupid!" (Perception-Feeling)

7. "'See, now you're sticking up for her, because she
finally hit on something that you want to talk about. "
(Perception-Reason)

8. "I don't want to get to know you, because you strike
me as the kind of girl who would take advantage of
me. She gets her revenge by killing you with kind -
ness." (Perception-Feeling)

9. '"I'm afraid that you don't feel part of the group,
because you're not Mexican or Negro. " (Perception-
Reason)
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10. "You want him to know you for the simple reason that
you went to him for help. " (Perception-Reason)

Incomplete and Double Messages: Double message often use the word
But, or However with the two parts of the message thus divided and cancelled.
Also, double messages often mix the verbal and non-verbal communicative
media. Incomplete messages give only one of the aspects present such as
"no'', or "yes', or "why do you do this' without the inclusion of feeling or
motive. Examples of double and incomplete messages are as follows:

1. "That's a good idea, but it won't work. "

2. "I won't work there anymore, that's all."

3. "You know how to get a job, but you'd never get
one from me doing that. "

4. "Those counselors try to help, but they never

listen to you really."
5. "I'd like to have a job, but why work--tell me that."

INTERMEDIATE BEHAVIORS: Behaviors which were sought as valua-
ble and intermediate to the desired behavior of single and complete messages
or feedback loops were as follows: verbal expression, listening, responding
with evaluation, responding with description, responding with top-bottom
description, and self disclosure.

FOCUS: The focus for the group meeting was upon verbal exchange and
the defined Quality Communication. Feeling expression was encouraged and
the topics were encouraged as ""here-now'' descriptions. It was focused upon
what transpired ir the¢’group rather than explanation of ''there-then' events.

METHODS: Task prescriptions, selective responding, modeling and a
structured feedback setting as '"Hot seat', or ''Feedback chair' were used.
The feedback chair was scheduled for (4) of the (16) sessions but allowed for
use at anytime a member requested it for personal feedback. A specific chair,
generally selected by the counselors, was designated, During these sessions
each participant took his turn sitting in the chair in order to gain feedback
from other members. As each member took his turn at sitting in the chair,
he listened without responding while other members gave their most positive and
most negative perceptions of him. The participants were permitted one
negative and one positive statement each. These statements were tasked as
short and as complete messages. '

Task Prescriptions: Again, the task statements were of both a general
and initial kind and also for more depth on a specific topic or discussion.
Specific task stateaments were also used to initiate the feedback chair and
remind members about the ground rules for its use. Examples are:




7 e T TSR R L .

General Statements:

1. "Talk about yourself as honestly and freely as
possible. "

2. '"Listen carefully and respond honestly to what
other members say."

3. '"Disclose and discuss feelings and ideas that
are important to you right now, especially as they
have relevance to another member or to the group
as a whole. "

4. '"Make others want to listen t