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" Extending the Challenge:

2

“Working Toward a Common Body of Practice for Teachers
N ®

thcernéﬁ educators Lave-a]ways wrestled with issues of éxce]]enée and pro-
fessional development. It is argued, in the paper "A Common Body of Prattice for
Teachers: The Cﬁa{1enge.of Public Law 94-142 to Teacher Education;"* that the
Eduéation for A1l Handicapped Children Act of 1975 provides the necessary impetus
for a concerted reexamination of teacher education. Further, it is argued that
this reexamination should enhapce thelproc?ss of establishing a body of knowledge
common to the members of the teaching profession. The paper continueé, then by |
outlining E]usters of capabilities that_may be included in the common body of .-

knowledge. These clusters of capabilities provide the basis for the fo]nging ¢

‘materials. .

The materials are oriented toward assessment and deve]opment[‘ First, the
) 4 v E
various components, rating scales, self-assessments, sets of objectives, and:
respective rafionale and knowledge bases are designed to enable teacher educators

to assess current practice relative to the knowledge, skills, and commitments

" putlined in the. aforementioned paper. The assessment is conducted not necessarily

to determine the worthiness of a program or practice, but rather to reexamine
current practice in order to articulate essential common elements of teacher edu-
cation. In effect, then, the "challenge" paper and the ensuing materials incite
further'discussioh reéakd{hgma Eommoapbody 6; practice forifeachers.

Secondly and closely aligned to assessment is the developmental perspective
cffered by these materials. The assessment process allows the user to view ¢
current practj%e on a developmental continuum. Therefore, desired or more appro-

priate practice is readily identifiable. On another, perhaps more important

dimension, the "cha]]enge" paper and these materials focus discussion on pre-

*Pub11shed by the American Association of Co]]eges for Teacher Educat1on Washington,
D.C., 1980 ($5.50)-.
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‘e gervice teacher education. In making dec1s1ons regarding a comnion body of

Sract1ce it is essent1a1 that spec1f1c knowledge, skill and commitment ne

acqu1red at the preservice 1eve1. It is also essent1a1 that other add1t1ona1
spec1f1c know1edge, sk111. and comm1tment be acquired as a teacher 1s‘¥n-~-
ductedo1nto the profession and matures with years of exper1ence. Differen-
tiating among- these levels of professional develooment js paramount. These

materials can be used in forums in which focused d1scuss1on will exp11cate

better the necessary e1ements of preserV1centeacher educatjon. " Thi's exp11ca-'

t1on will then a11ow more productive discourse on the necessary capab111t1es
of begnnn1ng teachers and the necessary capabilities of experienced teachers.
In brief, this.work is-an effort to capitalize on the creative ferment
of the teaching profession in striving towarc excellence and professional
‘development. The work is to be viewed as evo11tionary and formative.‘ Con-

tributions from our colleagues are heartily welcomed. C
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Counseling Skills for Teachers

. " This paper presents one module in a seriés of resource materials which are

ﬂ désigned for use by teacher edqcators. The genesis of these materials is in the
ten "clusters of capabiTities," outlined inmtﬁe paper, "A Commot Body gf Prﬁctice
for Teachers: The Challenge ogﬁPu61ic Law 94-142 to Téacher Eduéation,? which
formed the propdéed core of proféssioné] knowledge needed by profgssio£a1 teachers
who will practicé in the world of tomoérow. The -~esource mataria]g are to be
used by teacher educators to feexamine and enhance their current practicg ih pre-
paring classroom teachers to work competently and comfortably with children who have
a wide range of individual needs. Each module provides further elaboration of a
specified "cluster of capabi]ities" - in this éase, counée]ind'3k111§‘for"teachersy ?
The feader:may note that the format of this modu]q,deviates from that of other
modules in this series. Considerab]y*Tess attention is devotea to a discussion
., of the knowledge base of the subject matter with correspondingiy gréafer attention.
devoted to-one particular-method of teaching counseling skills to tggéhers.
This change in format' was considerea beneficial to better.deve1pp what might
otherwise remain a somewhat abstract idea. So&e will &?gue.that the counseling
. skills outlined in this module are not the ones, or are not the only ones, that
tney attempt to geach teachers. With these colleagues we feel ajkinship in believ-
ing that teachers are among chi]dren;' most influential counselors and should hava
basic ski1T§ in fulfilling that role. That there is no one bestfmethod of coun-
.seling or of teaching counseling skills we fJ]]y acknowledge. ﬁbis ié a method
that wexhave used with teachers and have evaluated. For our pgrposes it has worked
well. However, we urge others to develop their own programs, and to view our
method as a modé] of or.ly one counseling curriculum, .
It may seem unusual to include such a heavy emphasis on counseling skills in ¢

the "common body of .ractice for teachers." As the rationale hopefully makes

clear, recént research on teacher effectiveness stressec the importance for

4 ' -iii-
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teachers to focus fhe1r effoq}s both on the social/emotional needs as. well as
the academic needs of the1r ggp11s. With the advent of mainstreaming this
becomes even more importﬁnt. Dupont (1978) has ﬁointed out that as previously

segreqated children first enter regular classrooms it is their emotional needs which

are paramount. Such chi]drengpay not overtly broadcast their needs for personal
support or their anxieties, especially during the transition phases. - The well-

known "rooting" response of maﬁy mainstreamed exceptional chi]dréh indicates
that they expend much timé and effort attempting to find cues as to expectations
in the regular c]assroom 'Thic is but one example og £he importance of being able
to identify with accuracy the emotions of children and then to help them verbalize
their thoughts and feelings. Generally regular classroom teachers respond on]y
infrequently to pupils'’ eTot1ons. Such a lTack of responsiveness reduces the 1ike-
£ .. lihood of social or academjé Tearning for many pupils, inc]uQing those who have
been mainstrgaged. While the readmission of many students with §eridu§ academic
and socfa] problems. to }egu1ar school settings reinforces the need for teachers to
be capaple counselors, the authors see 1ittle evidence that the skills requ1red to
counsel “hand1capped" students are any d1fferent than those needed to counse]
"normal" students. ; ’
. This module out]ines'oﬁe program which has been developed and sucégssfu11j’
used to teach teachers some basic skills in responding to the emotional needs of
pupils.. The underlying assumption of this module is that teacher responses to

students' thoughts and emotions are far too important to ignore in teacher educa-

tion programs.

<

Dupont, H. Meeting the emotional-social needs of students in a mainstreamed

environment. Counseling and Human Development, 1978, 10(9), 1-11.
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Contents
v Within this module are the follcwing components:

sét of Objectives - The objectives focus on the teacher educator rather Page  vi

than as a student (preservice teacher). They identify what can be

expected as a result of working through the materials. "The objec-

' tives which apply to téachers are also identified. They are state-
ments about skills, knowledge, and attitudes which should be part ‘
of the "common body of practice" of all teachers.

Rating Scales - Scales are included by which a teacher éducator could, ‘ Page xiii
in a cursory way, assess the degree to which the knowledge and prac-
tices identified in this module are prevalent in the existing |
teacher-training program. The rating scales also provide a catalyst

for further-thinking in each area. , ’
Self- Assessment - Specific test items were developed to determine a user's Page ix
' work1ng knowledge of the major concepts and principles in each sub-
topic. The self-assessment may be used as a pre-assessment to deter-
mine whether one would find it worthwh11e to go through the module or .
as a self-check, after the materials have been worked through., The .
self-assessment items also can serve as examples of mastery test ques- .-
tions for students. ’ ‘ ’ ,
wRationa]e - A brief statement summarizes the rationale and empirical sup- Page 1
port for the proposed course for teaching counseling.skills in teacher
education programs. | ' “
Training Unit - Outlines a unit to teach counseling skills as part of a - Page 14
teacher education program. Proposed lessons and supporting materials
are described in detail.
" Bibliography - A partial bibliography of important books, articles and Page &3
materials is included in Appendix G )
Articles - One article supporting the use of a curriculum such as the one Page 86
outlined in this module is attached at the erd of the module. Three
brief articles (reproduced with permission) ar~ included for direct
" use in the activities outlined in this module. These are found in
Appendices B, C, and E.
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Objectives for Tquher Educators - .

1.

This module contains materials and strategies designed to:
Provide a rationale for the inclusion of counseling skills training in the

A .

curriculum of teacher education programs;

~

»

Prepare pre-service'teachgrs in tﬁe skill of active 1is€éning;

Prepare pre-servicehteachers to observe ahd,accurately identify a variety.
of emotions in thense?véé and others; ’ |

Prépare pre-service teachers to observe and accurately recognize nonverbal .
cues of themselves and others; A <.

Prepare pre-service teachers to respond accurately, through paraphrasing,
to the emotions expressed by others both verbaily and -through body language;
Prepare pre-service teachérs to maintain a sequence of accurate rg§pbnses
to verbal and ndn-verbal feeling states in others; ¢
Teach pre-service teache;s techniques for';onstructive ccnffontation and
"I-messages"; h

Teach pre-service teachers to track their own emotions through the use of

~personal journals;

Provide a basis for the incorporation of all these responsive teaching

techniques -into the behavioral repertoire of the beginning teache. .

-

G
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" Reasonable Objectives for Te;}her Education

Students should have know]édge, practical skills andgfommitment to pro-

fessional performance in the following areas retated to the effective‘app]i-

cation of cbunse]ing skills in school settings:

1.

'and

.personal problems expressed by students,

»

Observing and accurately identifying emotions in students, colleagues and
themse]ves;'

Responding accuratety to the verbal and non-verbal commuhications of stu-

»
I'S >

dents and colleagues; L@
Maintaining clear communication with students and cbﬁ]eagues@throu§h=the

use of techniques such as autive lictening and constructive confrontation;

~

-

-

Maintaining a teacthg style that is accepting of and responsive to the,.

emotions of students; and sensitive and constructive in dealing with the

g c aQ
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. Rating Scale for Teacher Preparation°Program . S e

o

Students recevve no systemat1ﬁ instruction 1;’rounse11ng techniques. |
Students rece1ve c1assroom 1nstruct1pn in counse11ng techn1ques,

but are o ffpred 11tt1e or no opportun1ty 'to practice these techn1ques.
Students receive classroom 1nstruct1on in counseling techniques and
opportun1ties to perform these techn1ques in practice ‘'sessions, but
they are not assessed for nor held accountab]e for mastery of specific
skiiis. ’
Students receive classroom “instruction in counse]ing techniques and
are forma}]y monitored for their ébi]ity to pé}form these téchniques in
practice sessions. . | |
Students'receiye classrdom inst:uétibn in counseling techniques and
are formally monitored fo= their abifity to perform these.techniques

LY

in both practice sessions and while practice teaching, Additional

training is provided as needed.

¢ A

-viii- /
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e Sel f-Assessment -t A ~ ' *
As a check of ypur familiarity with the material in this module, tryéthe following: "
‘ . .c . . A 4 , . ’ _
1. Define Active-Llistining. - ' /
ot i . ’ . i \t
. Co e d ,
Can you distinguish between empathy and sympathy? o .
o 4 ' . ) . . ]
¢ 0 N - -
3. What names do you associate with actiye-]istéi‘ging? -
,,'(' ) Perls ( ) Skinner ( ) Rog‘-ers ( ) Piaget N
4, Approximateiy what percent of & message unit is conveyed nonverbally? '
( y10% () 20% ().30% . ( )40% ( ) more than 50%



5. Read the studenf,statements,be1ow and'either_respoqg to 'yourself or write

a response in the space,

:’g,-

Compare your answers.

A. Student: 1 hate you.
_Response: (Compare your response“tq that listed below.)
B. Student: The other kids‘are always rurning me down,
Response:
¢
C. Student: I hate this subject, It stinks.
Response:
- ' ’ ‘5{??'%; §
D. Student: Girls get the best of everything: “
g Response:

6. List some main-elements of nonverbal communication.

«#




What is a primary focus for "reading" another person's comfort or discomfort

level ?

(2

. %Rating Resprnse Styles, Turn to page 29 of the module, Cover up the answers
in the left-hand column, Read situatiqp (1) Boy'- "I have the queerest
feé]ing----. Then identify the answers }gcording to Eva]jétive (E), Inter-
pretive (I), Supbortive (S), Probing (P), or Understanding (U), Then repeat
the situation for (2) Girl, (3) 45-year-old Woman, and (4) Teaéﬂér Aide,



AnéWers to Self-A,sessment .

A good definition of active listening 1nc1udes an accurate response to the
content, the feeling, and the nonverbal segments of a message.

. L
H t
4

Generally, sympathy is much more superf1c1a1 w1thout really putting your- ‘
self in the other person's place. Empathy is the ability to reSpond to

another's genuine goncerns as if you were the other. \

r

. 3. TRogers is considered the "father" of astive listening with his client-centered

technique. - ,

Research indicates that more than 50% of the meaning of a message is tcnveyed

nonverbally, g ‘ L
A. Student:’ I hate you!
Possible response:' I have really made you angry, haven't I?
B, Student:’ The other kids are always running me down.
Possible response: Feel kinda rejecféd, huh?
C. Student: I hate this subject. It stinks.
Possible response: You really dislike it, don't you?
D. Student: Girls get the best of everything:
Possible response: It really seems unfair, doesn't it?

Generally, this includes voice tone, bddy posture, facial expression, space,
eye contact, hand gestures, physical contact, Each of these can be further
divided -- almost endlessly (e.g., the eye, the eyebrow, the pupil, the amount

of blinking, etc.).

xii- 14



7. The apparent discrepancy or lack of it between the verbal content af the

message and the body language (unless the person is a gifted actor).

< Y

led
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COUNSELING SKILLS FOR TEACHERS a

The rationale for fqpluding counseling skills as a genéfic part of teacher
education derives from current theor} and researchi The research findings to be
reviewed point in two directions. “One sef of extensive studies identifies short-
comings implicit in most teacher-pupil interaction patterns, The second set
identifies more positive patterns which deserve recognition in progréms preparing
teachers for the %uture.

The concept of the hidden curriculum came into vogue in the 1960s and is a
useful framework for reflecting on the importance of counseling and communication
"gkills for teachers. The formal aspects of schooling suéh as pupil-teacher ratios,
books, buildings, and curriculum guides were found to be far less significant
than classroom and building atmospheres (Overly, 1970), or the more informal
aspects. The hidden or informal agenda of schooling was found to consist of
psycHologica] dimensions such as teacher expectations, the patterns of adult-pupil
relationships, the actual verbal and nonverbal interactions between teachers and
pupils in classrooms. These patterns could either promote or deter pupil develop-
ment. Too often these interactions were detrimental, as noted in the next section.
Ironically, types of patterns found to be so detrimental by Overly have actually

existed for over seventy years.

Common Classroom Interaction Patterns, 1893-1980

In the late nineteenth century, a visitor to the public schools of the day
concluded that most of the activity in classrooms consisted of what he called a
game of recitation. The pupils and teacher seemed to follow a systematic ques-

tion and answer exercise. The teacher would ask a series of short factual ques-

tions with the rapidity of a madhﬁne gunner - “Now class, pay attention.... Tell
me, who disgovered America? __ , What year? __, How many ships were there?
, What were their names? , How long was the voyage? , etc."

-1-
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Each question was followed by a brief pause and then the sthdents with hands
raised were called on, again with the speed of light until one studert said the
correct answer, At this point the teacher would fire the next question and skip

around the class calling on pupf]s}with hands raised appropriately until the

" next right answer was called out. The observer in the nineteen-century classroom

noted that the interaction between teacher and pupil seemed exclusively mechanical,
The process seemgd to emphasize rote learning, repeating book facts memorized
from the teacher and the textbook. Inquiry was unknow;. "In several instanceg
when a pupil stoppedAfor a moment's reflection, the teacher remarked abruptly,
'Don't stop to think, but tell me what you know.'" (Rice, .1893)

An English educator in 1908 noted the "time-honoured” tradition in American
classrooms of question-answer recitation in distinct contrast to the lecture
method employed on the continent of Europe. A systematic study of classroom inter-
action further substantiated the question-answer method as the predominant approach
to teaching in this country, Using stenographic notes of actual classroom dis-
cussions (this was in the days before tape recorders and other mechanical means
of }ecording teacher-pupil classroom "talk"), a researcher found that over 80%
of all classroom talk consisted of asking and answering brief fact gquestions --
questions that called for a good rote memory.;nd an ability to phrase the answer

in the terms that the teacher used. The rate of questioning was between one to

four questions per minute -- thus much like today's popular T.V. quiz games 1in

that each pupil (or contestant) is given a few seconds to come up with the right
answer. If he/she doesn't have the answer at the tip of his/her tongue, he/she

loses his/her turn and the teacher (or master of ceremonies) moves on to the 1e-t

~pupil. The researcher noted that it might be unimportant if in 1912 she fcund

one teacher who fired questions at pupils in staccato-1ike fashion at pupils,

however: "The fact that one hundred different classrooms reveal the same methods

2-1/
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in vogue is quite a different matter. The fact that one feacher:attempts to

[2 A

) realize his educational aims through the process of 'hearing' the textbook day’
after day, is unfortunate but pardonable; that:history, scienqe, mathematics,
foreign language and English teachers, collectively are following in the same
groove, is a matter for theorists and practitiohers to reckon with.," (Stevens,
1912)

In the 196C's, fully one-half century after the above observations, educa-
tional researchers studying thé classroom interactions between ieachers and
pupils made the following comments, (1) The teachers tend to do about 70% of
all the talking in the classroom. (2) Most of this tvalk is in the form of ask-
ing questions; (3) Between 80% and 88% of all fbacher que ...ns call for rote
memory responses by the pupils. (4) The teachers generally ask questions on a
cycle of about two per minute. (5) Pupil talk wds almost exclusively a short’
response to the teacher's question.  (Inquiring or\guggesting other reasons
or questions by pupils was virtually non-existent (Beccack, 1966).

‘A recent study by Goodlad (1979) yielded a simi]arr1itany bf difficulties.
As an exemplar his national study focused on the secondary school English/lan-
quage arts curriculum. Classroom observations found that the predominaﬁt mode
8? instruction was almost totally traditional - a text book, a work-sheet, a rote
recitation. In over one-half of all classrooms the pupils were never exposed to
as much as one single different teaching model. Also and even more distressing

. was his finding that the high school teachers' use of praise, encouragement, cor-
rection with guidance dropped 50% when compared to elementary and became pre-
dominantly negative (Goodlad, 1979).

The Negative Impact of Schooling

Given this rather generic set of teaching behaviors it is small wonder that
studies on the psychological impact on pupils tend to be quite negative -- at

both the elementary and secondary levels.

3- 1y




nnnnn

e

An extensive studx.by Minuchin and her associates (1969) documented the
extent to which chi]d;en receive a negative psychological education in elementary
school. Their résearch demonstrated a systematic pattern'B% negative attitudes
and low expectations being transmitted to children from low social and economic
backgrounds, Atmospheres for learning and teacher expectations became lower
the longer the pupils were in séhool. Fifth graders were seen as 1ess\Qgpab1e
and competent than second graders in the same school.“Thg same researché;S\quo
found that such children attained not only lower academic achie@ement but nega:
tive self-concepts as learners as we]].d The longer chilgren had been in school,
the lower their self-confidence in problem-soiving situations. Lest we conclude
that such negative outcomes are exclusive to economically poor schools,‘other
studies have shown similar effects as a general phenomenon. Jackson (1968)
showed the extent to which eiementary teachers became traffic managers and stage
* directors rather than educators. Their manipulation of crowds, praise, and power

have the educational impact of producing compliance, passivity, and reduced

. personal intimacy. h
Studies also have shown that elementary-age children learn to think about

human behavior in judgmental ways as a result of formal schooling (Stiles, 1950).

BBth teachers and children increasingly learn arbitrary and judgmental orienta-

tions toward human behavior during the school experience (0jemann, 1958; Ojemann &

Snider, 1964). GOthers, such as Suchman (1961), have suggested that children in

elementary schools become less autonomous in learning the longer they remain in

school.
Similar negative effects have been documented at the segondary level. The

classic Coleman study, The Adolescent Society (1961), indicatea that high school

seniors were less generally interested in learning than ninth-grade pupils.
Sprinthall and Mosher (1971) found that middle-class high schools not only teach®
-4-
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extrinsic vatues (achievement rather than inquiry), but also induce substantial
negative motivation and smoldering resentment toward learning as well.

Also, and even more uhfortunate]y, as classroonm teaching‘becqnés more com-
plex through desegregation‘and mainstreaming, the interaction problems seemingly
get worse. For exampie, Rosenthal and Jacobson (1968) in the classic.self-ful-
filling prophecy study found teachers' manifested attitudes toward specific.
children tended to be related to’their subsequént achievement: Brophy and Good
(1954) found that the negative attitudes and expectations were much worse by
white teachers toward Black pupils, as well as by middle-class teachers to lower-
class children. Negative interactions included significantly less eye-contact,
significaht]y less positive cueing, less feepback; and more criticism, For
pupils identified as "slow learners" that pattern was equally negative, e.qg.
less "wait" time, infrequent follow-up and inappropriate rewards such as praising
failure. A more recent study by McDermott and Aron (1978) found that classroom
teachers literally and figuratively ignored a reading group of newl} mainstreamed
pupils or actually interfered with their own attempts to work in the small group.

Schooling: What is, and what might be vy
i ~

On the other hand, research and theory also can point out that what is, does
not have to be. In other words there are studies which document positive effects
as well as serve as indicators of the requisite teaching skills. hA very signifi-
cant study by Aspey.and Roebuck (1977) indicated most clearly that both goals

of improved academic skills and improved self-concepts can result from effective

teaching. This means that the old dicotomy between cognitive and affective (so
unfortunately reified by Bloom I and Bloom II) was artificiaf. An effective
teacher promotes both the éogqjtiye and affective simultaneously. It is probably
not aporopriate to perceive of'any separation between the mind of a pupil and the

heart. The Aspey-Roebuck work demonstrated that pupil "gaim' occurred both in
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academic content and in improved_se]fjkoncept. The teaching ski%]s found related
to these gains were: '

1) 7The use of the indirect modes oh Flanders Interaction Analysis System --
1, 2, 3, &4, in balance with direct modes.
| 2) Accuégate1y "reading" pupil emotions -- that is, to recognize verbal and ¥
non-verbal pupil cues as to their emopiona] states. |

3) Responding with genuine empathy to pupil emotions -- sometimes-ca11ed
"accurate empathy.”

Such teaching pro:edures in regular classrooms were shown to drasticaily alter
the hidden agenda -- the classrcim atmosphere. Teacher reports as well as objec-
tive evaluations of pupils supported the relationships established between these
teacher responses and positive learning outcomes. These f%ndings were most
similar to studies done by Flanders (1975) himseiﬁ. Quite uniquely he measured
thg actual physiological effect of tpaditiona] Versus indirect-kesponsiveness \
teathing. Under traditional methods, i.e; an exclusively direct mode, pupils'’ .
heart rate and sweai-rate increased, their attitudes toward learning became more
negative, their self-concept as 1earner'deé1ingd, their self-directed Tearning
declined, and their academic achievement declined. There was a dramatic reversal
of intellectual and affective effects unqer conditions of responsive-empathic
teaching, namely the ability to employ the three general competencies noted above.

It is important to point out that these findings have been 'summarized by
Professor Gage from Stanford (1978). Fmploying a meta-analysis he found very
strong support in 13 of 16 studies. When teachers employed a combinatioé of

2'-direct and indirect (called responsive techniques in this module) teaching methods,
the pupils "gained" both academically and in self-concepts. He concluded that
the.balance of indirect and direct methods was a causal factor in stimulating
pupil grpwth. It is most important to underscore the concept'of balance. Too

Rl
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often these findings are reported as indicating that an exclusiv2 reliance on..
indirect teaching is the single best mefnod. This is immediately followed by
claims that_djrect methods also work.“Wha% is m}ssed 1n'these chargés and

counter charges is the main point. fEﬁf?ctive teaching involves the ahility to

use both common methods, direct and indirect, However, the c1assnoom 1n£erac-
tion studies mentioned earlier clearly 1ndicate that most of the time the teaching
method is direct (two-thirds of classroom isteractions are direct teacher comments).
Thus to improve nenera1 teaching effectiveriess, measured by pupil gain in intel-
1ectua1‘and emotional development, it'seems important to provide teaqners nith
somé basic ti-aining in indirect methods. .

*  David Hnnt's (1974) vo]qunous renearth provides further cross-validation for -
the need for responsive teaching skills. His many studies indicate quite clearly
that pupil ggin depends upon the ability of the teacher to "read" and "flex" °
with the pupiis. Such a nesponéive teacner can then adjust the learning activities
to the neve1opmenta1 level' of the pupils. In his.terms this means that the
teacher can be direct, highly structunedT and use concnete rewards for pupils who
may need that type of an environmené. On the other nqnd the sane‘teacher, based
on accurate read%ng of pupj] needs, cngld provide the opposite for other pupils
such as indirect methods, low stiucture, and intrinsic rewards., The key e]enent
in such choice by the teacher is the ability to acgurateiy "read" where the

pupil is currently functioning both intellectually and emotionally. 'Unfortunatély
in the 1atten category, responding to theéﬁegitimate emotional needs of pupils in
the classroom, is the simple area of teaching which is the lowest in resnnnse
rate. Amnidon and Flanders (1967) found that regular classroom teachers accurateiy
responded to pupil feelings on the.average of once per one-thousand classroom
interactions. When asked why they maintained the cateéory at all, since it was-

so rarely used, they answered, "This category is maintained because of the sig-



nificance of such behavior when it does occur" (1967, p. 138),
‘The studies mentioned above establish most-clearly that by attering‘the
teaching methods most commonly employed.in schools both cognitive and affective
gains can be achieved. Many‘other studies which will not be reported here have
:essentially come to similar conclusions. I¥ teachers can employ a balance of
direct and 1nd1rect methods of 1nstruct1on in their classrooms and if they can
learn to identify and respond to the emotions and thoughts of their pup11s,
academic and psychologicgJ gains will result, The most ‘important aspect of all
this is the idea of a ratio. Given much. of the recent research which suggests
that direct instructipn in the Barak Rosenshine sense is a preferred mode, it
may appear that our recommendations here are in conflict, Instead it is impor-
tant to remember that 5 flexible teacher can vuf? the teaching process using effec-
tive direct modes in a blend with effective indirect or induiry modes. The prob-’
lem, as we have pointed out, is that too often teaeher training programs do not
provide sufficient emphasis or indirect teaching skills, especially in the area
of responding accurately to the thoughts and emotions of students., That element
as Dupont (1978) has indicated is a most cr1t1ca1 element, especially for teaching
strategies focused on the needs of mainstreamed children.

This module focuses on the identification and response patterns to emotions
in pupils. The communication skills which are central to the process of coun-
seling become the methods of choice for this dimension of teaching. Our own
studies have shown that both pre-service and in-service teachers can learn and
employ these methods in their da11y instruction (Glassberg & Sprinthall, 1980
Hurt & Sprinthall, 1976; 0ja & Sprinthall, 1978). Thus what we recommend here is -

based on significant evidence that such learning can be transmgtted to teachers

and that pupils ultimately benefit.



There has been extremely significant parallel work with vaung children guch

. as Rick Heber's Milwaukee study (1972) and an adoption stuqy by Séarr and
Weinberg (1975), These show that children grow‘bnd develop, in an "abundant and
facj]itating¢ hqmane environment, namely an environment where‘]egitimate intel-
lectual . d emotﬁona1 needs are best met simultaneously.’ §imilar1y,‘st&dies at
the coilege level by Chickering® (1969) indicate the same is ﬁrue.even at the
level. of higher education (something we teacher educators must éememberlg If
adults wish to stimulate the devel&bment which is intrinsic to humans, then the

f{ learning environment shr 'd include the recognition of both the intellectual and

the affective domains. Robert White (1959) "has shown that all children.and adoleé-

cents have an in-born need to grow, a basic competeﬁtg motivation., The instruc-

¢ . .
‘tional problem is to learn to respond to that"need. Ultimately that is the goal

of this module, If pre-service teachers 1earp to employ counseling skills as
'part of classroom teaching it will increase the likelihood that all pupils will
ge..n. Again we note that this module can outline only one method of teaching |
some skills that research clearly suggests'should be a part of all teacher educa-
tion programs., It is not possible to outline a best method of teaching a best
;et of skills for teachers in responding to students' emotional needs., This is
simply one method. _ o ¢

The Instructional Model of the Module

This module is based on an assumption that learners need both "real" experi-
“ence and the opportunity to reflect upon the experience, This is sometimes

referred to as an action-reflection method. If the goal of an instructional

~ynit is to increase complexity of both thought and action of the learner, then
such an objective can be attaingd_thkough a program which has both elements --
doing and thinking -- in concert, Since the goal of the unit is to increase '

a student teacher's ability to identify and respond to emotiohs, the module has

’

a heavy emphasis on actual experience and guided peer practice, In an overly

]
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sipplified sense the unit‘is a combined semjnar and practicﬁm. The amount of
lecturing is minimal. The idea is to have the student teachers "do" counseling
with each other so that they have the acutal exper1ence of the process, Further,
such real “experience reduces béth the mystique and secrecy often attached to
counseling, -The module comes from a quite different assumpt1on -- that such
psychologtcal skills can be very safe]y "given a&ay" to other professionals such
as teachers. In fact researeh has shown that secondary pupils and college stu-
dents in general can usefu]]x_]earn these techniques as a means of improving
their own 1eve1 of psychological maturity (Sprinthall, 1980),

One furiher point. If you are enfamiliar and/or uncomfertable with the
format of teachine coeyseliﬁg skills then we would strong]y recommend that you
'cons1der a team taught program with golleagues from a counse]or education,
.founse11ng psycho]ogy dv speech commun1cat1oﬁ program, or w1th a staff person

from the counseling center. The only thing one needs to be sure of is that the
‘colleague is comfortable with the idea of g1v1ng the skills away. Most ébun-
se]ors are in the forefront of this outreach approach, i.e. to tra1n/educate

"lay persons, paraprofessionals, and colleagues from other fields in counseling
methods. Thereare, however, some in the field who very much oppose these con-
cepts as téb radical and too. dangerous (in spite of the research evidence to the
contrary) .. This means you will Yave to sound out colleagues first before appear-
ing in the first class meeting as a team. ® |

One final point on teaching method. We have roughly followed the Bruce
Joyce (1978) framework for, instruction. Generally the sequence is for the teach-
ers to (1) demonstrate or model a technique -- all the while describing the
nuances; (2) to present aspects of the technique in relatively small pieces --
micro-units; (é) to have the participants practice the piece of‘the technique ’

with each other; (4) then recycle to the point of competence; and (5) generalize

or put together the micro-units into a whole or a gestalt, with monitoring and

-10- .
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feedback at each point in the cycle.. This is, as you may have recognized, an
adaptation of the original miqroteéching method and together with the recommended

reflections seem to have provided the program with an adequate balance of experi-

-

enEF and thcught,

» .

“y
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Phase One: Building Positive Interpersonal
« Relationships Within the Training Group

This phase of the module focuses on establishing group trust and cohesion, -
'devejoping a norm of democratic classroom leadership and participation, and model-

ing and encouraging active listening and appropriate self-disclosure. g

1. Introducing the Module

Re¥ore conducting activity one, the instructor will want to tell the students
(or perhaps even better, write out for students) what the course is all about,
what it is designed to teach them, what kinds of activities the class will he par-

taking in, what type of grading system will be employed, and what the instructor's

. 2
expectations are. The following questions and reponses are designed to help the

instructor ccnvey the information to the students. Whatever type of counseling
skills course is eventually decided upon, thinking through questions such as these
should greatly aid in its development.

A. "What will I learn?”

Students in this course will Tearn to be better communicators and helpers
with others and self; and in the process, learn more about the dimensions of
human behavior and thought. Students will be trained in the skill of active
listening, a counseling technique developed by Car1l Rogers, a noted psychol-
ogist.

B. "What kinds of activities will students be involved in?"
Students in this class will be asked to take part in role play counsel-

ing, process ohserving, critiquing groups, discussions in seminars, watching
counseling films, peer counseling, simulation exercises and producing audio/
video tapes on counseling sessions. Another activitiy to which is attached
special importance is the student journal. Each student will be asked to buy
a small notebook which is to be devoted to writing about a student's experience
throughout the course. This will provide students and instructors an additional

channel to interact through and check out how well the course is going.

A journal is a systematic and analytical record of a person's reflec-
tions on experiences. Students will be given time near the end of each class.
session to write their thoughts and feelings during the class session. (For
more details see Appendix A.)

C. "What kind of grading system is there for the course?" :
Note: Many past counseling courses have sed a credit/no credit system,
0f course, the tvpe of system employed will depend on the college's policy on
grading.

- R




D. "What are the criteria for grading?"
Students are required to complete the following items in order to receive
a credit, )

1. Written critiques on articles handed out in class on counseling techniques
and philosophies., : ’

2. Written critiques of the movies shown in class.

3. The production of audio and/or video tapes. One tape as a helper and another
as a focus person or helpee,

4. Participation in peer counseling groups as a helper and focus person.

E. "What are the rules and regulations of the classroom?" , .

Note: The reponse to this question is dependent on the college's policies

and enforcements and the instructor's interpretations. In any case, students
should be knowledgeable of the rules and the consequences of breaking them.
Areas chat should be clarified are:
1. Attendance.
2. Tardiness.
3. Preparation -- materials -- equipment.
4, OQutside assignments.

-

2. Activity 1: Introductions

Rationale: ' The first activity is designed to help foster the development of ‘open-
ness among its participants. Its importance as a climate setter can-
not be overstated.

Activity Description:

A variety of introduction approaches have been tried, but generally the most
productive one has been to have the students gather in one large circle and to
ask them to spend five to ten minutes introducing themselves. They are asked to

give their names and mention a significant learning experience they have had in

the past month or so.

At the conclusion of the exercise students are asked to describe their thoughts
and feelings as they introduced themselves by writing in their journals. (See

materials sectin for student question auide. )

1. To help students to feel more relaxed with other class members as a result of
the exercise and as indicated by instructor's observations and student's
response to journal questions.
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To encourage students to take.a more active role in asking gquestions and clari-
fying statements near midpoint in the activity (as observed by the instructor).

To encourage students to begin to disclose the self in group settings (as
indicated by responses to journal questions).

To encourage students to perceive the instructor and other instructional staff
as colleagues and not as their constant superiors as indicated by student
journal responses,

Instructor Role:

1.

2.,

The instructor is to help facilitate trust by modeling openness when (s)he
does introduction.

The instructor is to serve as a model listener and clarifier in responding to
students' introductions. '

The instructor is to focus on identifying and checking out feelings of students.
during introductions. y

Comments :

1.

Some students are generally nervous and self-conscious about talking about
themselves. Some may try to avoid having to introduce themselves. The instruc-
tor may want to assist these students in opening up by asking them "How does

it feel to have to introduce yourself?" and then .ask them about special hobbies
or interests.

During the introductions there are often awkward pauses during and between
individual introductions. The instructor should try to diminish these pauses
if they seem to be very lengthy and painful to the individual and/or group,
otherwise let them happen, since it will help encourage students to talk and
ask questions of the one intraducing himself.

At first, the instructor may find him/herself the only one asking questions
and clarifying student statements:; however, as the introductions progress
some students will join in with the instructor to ask fellow students about
themselves. The instructor should reduce the number of responses (s)he makes
as the students pick up the interaction,

Sometimes there are several students in a class who enjoy talking and especially
ahout themselves. To make sure these students don't dominate the activity the
instructor may want to gently remind the class that “five minutes have been
allotted for each introduction and we should be moving onward."

Alternative. Introduction Models

A,

Triads:

Students are randomly grouped into triads and each student is asked to
complete a series of sentence stems in ten minutes. Students are encouraged
to talk with their triad partners in completing this task. Having finished
the stems, each student in the triad is asked to introduce a fellow triad
member to the entire class. Class members are encouraged to ask questions of
the person being introduced. In this manner students are eased into talking
about themselves. (See student material for sentence stems.)

-16-



B. Chain:

Students and the instructor(s) are seated in one large circle. They are
asked to introduce the person on their left. Ten minutes is allocated for
gathering information -- name, age, interests, plans, and recent experiences.
Class members are encouraged to ask questions to the one being introduced.

In using this model students are eased into sharing thoughts and feelings they
may have.

C. Guess who: -
This format should only be used if the instructor and students already

have a rather high level of familiarity with one another. Participants are
asked te complete five sentence stems in ten minutes. The papers are turned
into the instructor without names attached and shuffled. The sheets are then
distributed one to a student and read with everyone, except the creator of

_the sentences, attempting to identify the mystery person., Once the student
has been discovered, the students are encouraged to deepen their understanding
of the person through questions. (Use the same sentence stems as used in the
triad exercise -- see student materials sections.)

Student Materials for' Introduction

1. Describe your feeling before, during, and after you introduced yourself.

2. Did you have difficulty at times listening to others? If so, describe the
situation. '

3. What new ideas or information did you learn about your fellow students and
teacher?

4. What new ideas or thoughts did you learn about yourself?
5. Have your impressions of the instructor changed any? If so, how?

6. Did you find yourself taking interest in what other people were talking about?
' Explain. :

3. Activity 2: Focusing on Communications

Rationale: This activity is designed to help students look at the verbal-non-
: verbal components of communications, to begin to recognize their own
styles of communicating and those of others.

Activity Description:

Three exercises are used to begin investigating communications: 1) Simulated
cocktail party, 2) Mirroring, 3) Nonverbal language.
Exercise 1. Simulated Cocktail Party:

This activity is devised to relax students and to direct ther to looking at the
topic of communications.

Students are asked to participate in a simulated cocktail aprty. They are
encouraged to communicate with one another in the fashion associated with such
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gatherings: shallow, small talk, moving quickly from person to person. After a
fifteen minute "party" students are asked to gather in a darge circle and the
instructor is-to lead a discussion on the exercise. (See materials section for
question guide.)

Exercise 2. Mirroring:

The purpose of this exercise is to help students see and hear how they are
perceived by others in their commurications. ~

Students are grouped in triads and given five sentence stems which they are
to complete. Next, students are to take turns communicating finished sentences
to a partner in the triad who will mirror (parrot back) the verbal and nonverbal
message. The third person in the triad is to process for accuracy of the miy-
roring. (It may be wise to dnstruct students not to read their sentences of f
the papers, but to commit them to memory for the exercise. ) (See materials sec-

tion for stems.)

Instructor Note: A video taped replay system can be very useful in the mir-
roring exercise. Most students have not had ;the opportunity to see themselves
on tape and many probably are unaware of how they come across physically in com-
municating. Also, if you intend to use taping in the counseling practicum, it
would be helpful to familiarize the students with the equipment and to get them
used to being taped. :

a

Exercise 3. Body language:

In engaging students in the exercise on nonverbal communications students will
become more aware of cues given off by other people and themselves about how they
may be feeling. Students are to form groups of ten. The facilitator explains
that each student will draw a card with an emotion written on it which he/she
must attempt to convey nonverbally to the others in the group. Each is encouraged
to use facial expressions, body posture, eye movement, and hand gestures to help
the group guess the correct feeling. (See materials section for list of feeling
words in”Appendix A.)

Another approach is to ask students to posture different nonverbal experiences.
For example the following 1ist has been used extensively in the Philadelphia
Affective Education Program as a means of teaching nonverbals.

A. Take a posture that shows
1. you don't care about 3 people in the room

you dor:'t want to participate
you want the instructor to think you're IN when you're out
you care about the 3 people in the room
you intend to be first at lunch :
ypu Jjust talked to advisor about being inattentive and you just turned
over a new leaf

7. your friend is coming to get tape recorder and you want her to disrupt

class ’

8. you want attention of teacher

9. you want to sleep undisturbed

10. you want to talk with one friend
11. you want to be teacher's pet
12. you want to convey a grin-and-bear-it posture

NS WN

18- 34



_ Positive postures:
« 13. interested and alert
. 14, get attention without disrupting
15. 1indicate that you want to talk
16. indicate that you want a friend to participate

Posture change:
17. change posture so as to disrupt

18. change posture without seeming fidgety
19, pass cigarette around room without being discovered

B. Have people take different postures. Infer what they're thinking. Use either
group of observers or speaker to make the inferences.

A reading on body language and a discussion is to follow the nonverbal exercise.
(See materials section.)

Objectives:

1. To have students understand that how one communicates is dependent on one's
style and the setting one finds oneself in as indicated in the discussion fol-
lowing the cocktail exercise.

2. To have students examine the characteristics of their own communications by
way of the mirroring exercise as indicated by their response in discussion
and journal entries to the question of "personal styles of communicating."”

3. To.giVe students the oﬁbortunity to assess the quality of their own style of
communicating as indicated by their response to a journal question on the
degree of satisfaction with their own communication style.

4. To help stifdents understand that communication is composed of verbal and non-
verbal expression as demonstrated through the body language exercise and
indicated in discussion and response to questions on Flora Davis' article
(attached) -- Appendix B.

5. To help students understand that verbal messages are not always congruent
with the nonverbal message as indicated in modeling and discussion.

Comments :

1. The instructor may find it necessary to coax the more passive students in the
class to become active in the "cocktail party." By playing the host, the
instructor can help draw some of these students into interaction with the

-others.

2. On creating groups for activities in this course you may want to think through
what combinations of students will make productive groupings. Past experience
has shown that close friends should never be placed in the same group since
they tend to dominate and/or muffle activities in a group.
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Student Materials for Focusing on Communication | ‘ ) ..

A

A. Cocktail questions
1. How did it feel to be at this particular party? .
2. Have you been to parties of a similar nature?
o 3. What words could you use to describe the type of communication exhibited
. in this party?
4. Describe the way you communicate with the following people (how you feel
and act) and in the following situations.
Close friend
Parent
Instructor
Adult relative other than parent
A person you dislike (your age -- same sex)
A person of the opposite sex you like
A brother or sister ‘
Advisor
Doctor ,
10. In front of a class giving a report
11. With a group of friends on the way to class
12. With relatives at a wedding
5. Just for fun rank the people from easiest to communicate with to hardest
to communicate with.
Why is it easiest to communicate with the person you ranked number one?
Why is it the hardest to communicate with the person you ranked last?
What words would you use to describe how you are seen as a communicator?
Are you satisfied with the way you communicate to people? If not, what
do you want to change? :

e~ P~
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Instructor note: In responding to students it would be best to model active
listening. By paraphrasing their content and feeling students will be exposed
to the technique which they will soon be learning, plus it is an excellent dis-
cussion technique. (See activities 6 & 7.)

B. Feeling words for bod; language exercise.
Joy, frustration, love, fear, shyness, hate, sorrow, hope, loneliness, anger,
admiration, contentment,

C. Chart for investigating nonverbal cues to be used after body language game

to deepen the understanding of the components of nonverbal communication.
Ask students to model some examples of verbal-nonverbal incongruencies.

COMMUNICATION: CONGRUENCE

1. Nonverbal Cues: Body Language Signs

Quality
Voice Harsh/Overly Sweet Genuine
Facial Expression Stone-face or disinterested Interested
Posture Lea%s away Leans toward --
Tense, rigid o tco casual relaxed

. -20-
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_ Eye Contact Avoidance of eye contact or Maintains rea-

excessive staring sonable eye
contact
Touching Avoids all contact or Contact appro-
smothers (back slapper) priate to -
situation
Gestures Closed: guarded or Open, Flexible

overly jovial

Spatjal Distance Too far or too close | About "right

Comfortable

2. General Congruence

Similarity of verbal and nonverbal cues -- how "together" is the talk and the
body language. _

Examples: "Oh, I'm not embarrassed.” (Face reddens)

"I really enjoy lecturing to students." (Knuckles whi te)
"It's so nice to see you." (Voice tight)

"The test you gave us was a useful learning experience."” (Eyes like
black darts)

D. How to Read Body Language by Flora Davis. Have students read article.

(See Appendix B)

E. Questions for Flora Davis article discussion.

1.
2.

8.

g_)

What cultural idioms that are expressed nonverbally did you find intriguing?

What nonverbal idioms do you think Americans have that others may find
amusing?

Can you think of any that you may have?
What is meant by (s)he wears her/his heart on her/his sleeve?
¥

Do you know people that are like this? (Heart on their sleeves.)

<
Do American males have some different nonverbal cues from American females?
Give examples.

Albert Mehrabian says that a total impact of a message can be broken down
into 7 percent verbal and 38 percent vocal and 55 percent facial. Can
you explain what he means by this? Do you agree with him?

What is kinesics?

Instructor note: ' You may like to have the students try out some of the nonverbal
idioms that are explained in the article, e.g. street behavior, private conversa-
tinns, postures.
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F. Observation assignment o .

Observe a teacher's nonverbal language in a ciassroom. You should gain the
consent of the teacher before conducting the observation.

4. Activity 3: Attending Behavior ' \%'
- , - } .

Rationale: The value of attending behavior in a helping relationship is perhaps
best iliustrated by an incident reported by Allen Ivey (1971). Ivey
and his research team were attempting to identify the specific compo-
nent skills of counseling. In observing a videotape of their secre-
tary, a totally untrained counselor, counseling a volunteer client,
they found that as she counseled she was tense and uncomfortable and
spent most of her time focusing upon herself and her responsibility
for the interview. They then spent twenty minutes training her to
maintain eye contact, to assume a cemfortable and relaxed physical
posture, and to simply ask questions or make comments on what the
client said. Following this training session the Secretary reinter-
viewed the same client. The change was dramatic'! After this brief
training sessiom Mary (the secretary ) began exhibiting behavior of
a highly skilled, experienced counselor.

Although counselors differ, depending upon their theoretical orienta-
‘tion, as to what client content and feeling they attend, all orienta-
tions stress the importance of attending behavior. Thus attending ~
is a common denominator in all counseling approaches. ,(\

Activity 3A Description: Mini-lecture on Attending Behavior

The teacher should outline the rationale and basic elements of at;ending

-l

behavior. The following is a brief outline of the components of attending

4

el

behavior and can be supplemented as the teacher desires.
. Attending Behavior

Good attending behavior demonstrates to the client thac you respect him as a
person and that you are interested in what he has to say. By utilizing attending
behavior to enhance a person's self-respect and to establish a secure atmosphere,
the interviewer facilitates free expression of whatever is on the interviewee's
mind. (The term "interviewer" is used -here to refer to the person in the helping
role.) ..

There are three primary types of activities which best characterize good
attending behavior: ' _

/ :

1. The interviewer should be physically relaxed and seated with natural posture.
If the interviewer is comfortable, he is better able to listen to the person with
whom he is talking. Also, if the interviewer is relaxed physically, his posture
and movements will be natural, thus enhancing his own sense of well- being. This
sense of comfortableness better enables the interviewer to attend to, and to com-

municate with, the client.

2. The interviewer should initiate and maintain eye contact with the interviewee.

However, eye contact can be overdone. A varied use of eye contact is most effec-
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tive, as staring fixedly or with undue. intensity usually makes the ‘client uneasy;
but if you are going to listen to someone, look at them.

3. The final characteristic of good attending behavior is the interviewer's use
of comments which follow directly from what ‘the interviewee is saying. By direct-
ing one's comments and questions to the topics provided by the client, one not
only helps him develop an area of discussion, but reinforces the client's free
expression, resulting in more spontaneity and animation in the client's talking.

In summary, the .interview's goal is to listen attentively and to communicate
this attentiveness through a relaxed posture, use of varied eye contact, and
verbal responses which indicate to the client that he is attempting to understand
what the client is communicating. Specific behaviors which may be utilized are:

1. Relaxphysically; feel the presence of the chair as you are sitting on it.
Let your posture be comfortable and your movements natural; for example, if you
usually move and gesture a-good deal, feel free to do so at this time.

- 2. Use eye contact by looking at the person with whom you are talking .~

3. Follow what the other persor is saying by taking your cues from him. Don't
jump from subject to subject or interrupt him. If you can't think of anything
to say, go back to something the client said earlier in the conversation and

. ask him a question about that. There is no need to talk about yourself or your

opinions when you are attending. - o

. A final point, respect yourself .and the other person. Ask questions.or make
comments about things that “interest and seem relevant to you. Check the lines
of communication between you and the other person. Make sure you are accurately
receiving each other's messages. If you are truly interested in what is being
said, attending behavior often follows automatically. But remember, the more
interested you are, the harder it sometimes becomes <o keep yourself quiet and
listen to the other person, ' B .

Objectives:

1. To introduce the concept and basic e1eménts_of attending behavior.

2. To show the ‘importance of attending behavior by citing the opinions of experts
and results of research.

Instpyctor's Role:

1. The instructor :should use the information listed above plus any other appro-
priate information to prepare a short lecture to introduce the concept of -
attending behavior.

2. It is important for the instructor to engage the class in-‘a discussion to
clear up any misunderstandings, to clarify, and to facilitate any additional
ideas that the students have.

3. The instructor might want to elicit examples from the experiences of the stu-
dents in which they observed attending or non-attending behavior. The in-
structor would then want to draw out the personal reactions of the students to
these experiences.

223-33

4



L}

Comments: . : \

.

This exercise is usually the first time that students have consciously thought
abcut the impact of a concept as simple and common as attending.behavior.

J - Activity 3B Description: Exerciseéyin Physical Attending
. ' The following exercises afford the student the opportunity to experience

' the impact .of attending and non-attending behavior and to practice attending

L

behavior. Any or all of the following exercises (or others) can be used. -

- »

Exercise 1: “Experiencing non-attending in a dyad.

a. Either assign or let students pair up.

b. Partner A is to tell partnef B about an experience. B should violate the
rules of attending (1ook away, fidget, make comments that do not follow, etc.).

c. Do this for about 2-3 minutes and then reverse the ro]es'wjth A not attending -

and B relating an experience. /
) \

d. Process the experience with students relating how they felt both as a non-
attender and as a speaker. . , ‘ ;

Exeﬁgise 2: Attending-non-attending in.a group

a. Form a group of 6-8 studentsk . .

*b. Choose a topic of common interes” to collége students (i.e., relationships
with opposite sex, parents, roomnates, choosing a future, etc.). L

c. Have a discussion on the topic for 3-4 minutes, during which half of the mem-
- bers attend.while the other half does not attend.

d. After 3-4 minutes have the non-qttenders atténd and the attenders not attend,

-

e. Discuss the effects of attending-and non-attending..

" Exercise 3: Attending in a dyad

a. Either assign or let students pair up. ﬂa
b. Select a topic of interest such as a most embarrassing moment. \\

c. Partner A relates the experience and B tries to attend as much as possible
and makes relevant comments. :
&

d. After 2-3 minutes reverse the roles. ‘ )

e. Discuss the experience both as talker and 1listener.

Objectives /

1. To have the students experience the personal impact of both being attended

to and not attended to.
. &
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- 2. To have the students experience the use and impact of attending and non- °
' attending behaviors. : "

. 3. To have the students reflect upon their general style of atténding by comparing
their typical attending behavior with role play behaviors used in the exercises.

Instructor's Role: ¢

1. The instructor can use these exercises to get students to know one another: by

" not allowing good friends to form a dyad.
2. The instructor should stress the skills of good attending behavior and by care-
fully monitoring the groups during the attending parts of the exercise. The
instructor should make mental notes of those needing special attention.: o

3. It is important for the instructor to get at the pei sonal reactions of students
~during the exercises. These reactions should show the many common feelings
that are engendered by both kinds of attending.

Comments :

Special attention should be given to teaching the basic attending skills. For
most the act of attending produces at leastysome stress. It is important to dis-
cuss this possible uncomfortableness of attending b.havior, Often students com-
plain of the artificiality of trying to attend. Tell them this is common but that
once attending behavior has been initiated, the talker tends to become more ani-
mated and real and that this in turn reinforces the attender to forget about
deliberately attending and attending becomes more and more natural. Sometimes
this feeling of artificiality may indicate that the topic being discussed is not
relevant to both parties or is being discussed at greater length than seems
natural and/or productive.' In such instances a new topic may be warranted,

5. Activity 4: Intentions Underlying Responses -

Rationale: Attending behavior is a necessary but not a sufficient.condition for
a helping relationship. It does not provide other than minimal ver-
bal interaction, although the people being helped get a feeling of
your interést they have no way of knowing if they are really under-
stood, and attention in itself does not foster going deepér into the
problem. The responses made by the helpee are extremely important
and can either be a bridge or a barrier to further productive communi-
cation. Carl Rogers found that 80% of the responses made by people
could be classified by the irtention of the responder. Although
there are many ways to classify responses the method used by Rogers
seems especially appropriate for use in teaching active listening.
Through the use of this classification system students can look at
.their typical response style pattern, are forced to examine the
intent underlying their response and have a basis for changing their
style to become more effective in counseling situations.

I4

Activity 4A Description: Mini-lecture on Response Styles

The following material forms the basis for the mini-lecture on response

styles as categorized by the intentions of the responder. Rogers formulated
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the following types of responses in order of most to least frequently used in
everyday conversation: Evaluative, Interpretive, Supportive, Probing, and
Understanding. The following descriptions give the major characteristics of
each type of response:

Types of Responses

"A. Evaluative (Advising): A response in which the intention is to make a
judgment of the relative goodness, appropriateness, effectiveness or right-
ness of the statement. The receiver has in some way implied what the sender
might or ought to do. This response puts the responder in the position of
the expert who has the answer to the problem.

Example: "If I were you'I wouldn't Tet him get away with it, he is just‘
taking advantage of you." :

B. Interpretive (Analyzing): A response in which the intention is to tell the
other person what the problem really means, the responder indicates that he
knows the cause of the problem. It tells the person with the problem what
he should think. The responder feels he knows the cause of the speaker's
feelings and then proceeds to explain them.

Example: "You feel that way about the principal because you basically do not
trust anyone in positions of authority."

C. Supportive (Reassuring): A response that intends to reassure and pacify or
minimize the feelings of the sender. The responder conveys that others have
felt that way before and that things are not all that bad and the feeling will
soon go away. The responder wants the sendep to feel better. The responder
has in some way implied that the sender need not feel as he does. .

Example: "We all have days like this once in a while and 111 bet tomorrow
the kids will come in, settle down and all will be forgotten."

i D. Probing (Questioning): A response that indicates the responder's intent is -
to seek more information, provoke further discussion along a certain line,
to question the sender. Probing responses are used to clarify confusing
areas, to find out something not safd, to narrow the content of topics or
to change the focus of the interchange. The responder implies that the
sender might profitibly develop or discuss a point further,

Example: "Why did you decide to drbp out of math,didn't you know you would
need that for graduation?” :

E. Understanding (Paraphrasing, Reflecting, Clarifying): A response that checks
out whether the responder correctly understands what the sinder is saying,
how the sender sees and feels about the problem, It says this is what 1

understand -- is that correct? - This response shows that the responder’'s
tuned in to what the sender is saying and how the sender feels about’ the
situation.

Example: "You really want to'ask her for extra help, but you don't really
want to draw attention to the problems you're having."

-20-
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The responses are neither good nor bad in and of themselves -- they serve
different purposes. It is, however, worth noting that the order of frequency
in everyday conversation is inversely related to the degree that the response
facilitates clear and direct communication. While the evaluative or advising
response is the most frequent it is the least facilitative of clear communication
and the understanding response while the least frequent in everyday conversation
is the most facilitative. The evaluative response should be used with extreme
caution, especially early in the helping relationship. It tends to make the
sender defensive and takes the responsibility away from him and moves the focus
from sender to responder. In some circumstances it can be appropriate -- if the
sender asks the responder's opinion or if the responder want to disclose his
own values. The interpretive response moves focus from the sender to the
responder, is very often threatening, tends to intellectualize the conversation
and, frankly, even in the hands of experienced therapists is often wrong. It
can, however, provide new insights if used by.a skilled helper. The supportive
response shifts the feelings from the sender to the responder, minimizes
feelings and often gives the sender the feeling the responder doesn't understand
the problem or the feeling. It is perhaps appropriate if the person is in dire
need of support or accepcance before he can carry on. The probing response limits
areas about which sender can talk and moves focus from what sender wants to say
to what responder wants to hear. However it can prove to be very helpful in that
it may provide a clearer definition of the problem and prevent the sender from
avoiding meaningful topics. It also helps clear up misunderstandings that
the responder may have. The probing résponse can be an extremely effective
approach early in the interview. Since the job of the helper is to find out how

~the helpee sees the situation, it is important to get him to talk about things

that he sees as important. The most useful type of probing response is the
open-ended probe. An open probe may be best understood when compared with a
closed questioning approach (referred to here as a "closed probe" even though
technically this is not a "probe").

Open: "Could you tell me something about your problems with school?" or
' How do you feel about being new to this school ?"

Closed: "Do you plan on quitting school?" or
"Do you like this school?"

The ppen probe provides room for the helpee to express his real self without the
imposed categories of the helper. The helpee can explore himself, can direct

the conversation around his concerns, and in the process can clarify his concerns.
The closed probe emphasizes facts rather than feelings, shuts off exploration,
puts the helper in charge and most often produces a yes or no response.

Developing skill in formulating understanding responses is a basic focus of
this counseling skills module. This is the response that Carl Rogers calls the
"gateway to communication." The understanding response is particularly facilita-
tive of helpful interpersonal relationships since it:

Leads to exploration of ideas and feelings.

Aids helpee in recognizing previously denied feelings.

Moves the conversation to more productive areas.

Corrects faulty meanings.

Shows interest and caring.

Is cathartic -- makes people feel better.

Helps person discover that his feelings are a positive part of life.
Fosters feelings of self-worth and acceptance.

Reduces threat or fear, person becomes less defensive.

Puts responsibility upon helpee. N
-27- 4.
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The following quote from Rogers best sums up the value of the understanding
response:

"It (the understanding response) is an approach which we have found extremely
potent in the field of psychotherapy. It is the most effective agent we know
for altering the basic personality structure of the individual and for his
relationship and communication with others, If I can listen to what he

tells me, if I can understand how it may seem to him, if I can see its per-
sonal meaning for him, if I can sense the emotional flavor which it has for
him,)then I will be releasing potent forces of change in him." (Rogers,
1952).

Objectives:
1. To become aware of the five modes of response.
2. To learn the vocabulary for classifying and organizing response modes.

3. To become aware of the facilitating quality of the different types of
responses and to learn the weaknesses and strengths of each.

4. To impress upon the students the value of an understanding response.

Instructor's Role:

1. The instructor should become thoroughly familiar with the above material and
supplement it with any appropriate material he/she has.

2. The instructor should let students generate their own examples of the
different types of responses.

3. It is valuable to get the students' personal reactions to situations in which
each of the types has been used with them.

4. A method that has been successful is to create a helpee statement (write on
the board, pass out on a sheet of paper or let a student role play) and then
to let students create responses to this statement. The responses are then
written on the board and later categorized into the five modes.

Comments:

It is especially important to give the pros and cons of each type of state-
ment. More than one name is listed for each category so that the instructor can
choose what seems most appropriate. Remember to siress that all can be appro-
priate at certain times (since students like to defend what they do most) and
that the level of facilitation is on a continuum, not an all or nothing at all
situation.

Activity 4B Description: Identifying Response Styles
N

The two exercises on response styles can be handed out to the students to

have them identify responses by the categories.
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Response Styles

Place each response in the proper category: Evaluative (E), interpretive (I),
Supportive (S), Probing (P), or Understanding (U).

BOY -- "I have the queerest feeling. Whenever anything good happens to me --
I just can't belijeve it. I act as though it never happened. And it worries
me. I wanted a date-with Myrtle -- a I stood around for weeks before I got
up enough courage to ask her for a date, and she said 'yes' -- and I couldn't
believe it. I couldn't believe it so much that I didn't keep the date."

1. You've got to get with and get a more realistic idea about women. They're”
human too, you know, and want dates just as much as you do. -

2. It just doesn't seem real when something good happens to you?

3. You have probably denied tc yourself so strongly that anything good
could happen to you that when it does it seems unreal.

ol

4. Maybe these feelings of unreality are connected with a particular area
of your life. What do you mean when you say, "Whenever anything good
happens to me?" ’

S 5. It's not a big thing. Lots of people get the same kinds of feelings.
You'll snap out of it. ‘

GIRL -- "I've lived in this town all my life, and in the same house for seven
years, but I don't know anybody. At school I just can't seem to make
friends. Part of the time I'm in a resource room, but most of the time
I'm in regular class, so I see lots of kids. I try to be-nice to the
other kids, but I feel all uncomfortable inside. And then I tell myself
that I don't care. People aren't dependable, everyone is out for him-
self, I don't want any friends. And sometimes I think I really mean it."

S 1. Listen, here's what we can do. You can join this club I know about. The
groups are small and they want more members. They go horseback :~iding
and things 1ike that, so even if you are too afraid to make friends at
first, at least you can have fun.

P 2. When you first meet someone, how do you act? What do you say to them?

U 3. It's gone on so long it almost has you convinced. Is that right?

I 4. Maybe your not wanting friends is just to cover up for something else.

E 5. It's pretty hard to be without friends. I would really work on that.
There are lots of things that you could do to learn how to make friends,
and the sooner you start, the better.

Response Styles

Apply the following labels to the responses provided below: Evaluative (E),
Interpretive (1), Supportive (S), Probing (P), Understanding (U).

4
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A 48 Year-old Teacher to Another Teacher:

My kids are all gone. I like teaching, but it just doesn't seem to be enough.
My husband and I don't really know each other any more. I'm restless and I have
this vague feeling that life is slipping away and I Jjust don't know .

S 1. Don't worry -- what you're experiencing is very common for people your
age. You'll snap out of it.

P 2. How did you live 1ife differently when your kids were home ?

I 3. Maybe you focused so much on your kids because you're really afraid of
a close relationship with a man. Now that the kids are gone, you're
forced to face what you fear.

U 4. You're feeling kind of lost and unfulfilled because something seems to
be missing from your life.

E 5. You just have to grab hold of things; It doesn't really do you any good
to mope around. I would suggest that you husband and you go to a marriage
counselor -- and soon.

A Teacher Aide to Another Teacher about the Head Teacher for Whom she Works:

I just can't seem to get along with Sally. She thinks she knows everything
and has all the answers. Most of what we do are her ideas. It seems that my
jdeas aren't important.

I 1. Might it be that when you were a child in order for you to get parental
Tove you were forced into a passive non-assertive role and that you
still think that assertive behavior is not compatible with approval
from others? -

2. Could you tell me some more about how you behave with Sally?

P
S 3. I'11 bet nobody can get along with Sally. Don't worry about it. If you
can just last out the year I'm sure she won't be back next year.

£

4. That behavior is typical of you. VYou just hav: to be more assertive in
these situations. You can't let people push you around the rest of your
life. :

U 5. You feel left out and not a very important member of the team when Sally
treats you that way.

Objectives: ' ¢

1. To learn to identify the five modes of response.
2. To reinforce the vocabulary of response types.

Instructor's Role:

1. The instructor prepares the worksheet and discusses with the students any
questions they might have with the classification.
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2. The instructor can ask how students would feel under each type of responsc.
/

Comments:

The important thing to remember is that you want students to be able to iden-
tify modes of response and identify the basic purposes implied by the names given
each, for example students should be able to identify an understanding response
and to know why the response is classified as understanding.

Activity 4C Description: Practice in Creating Types of Responses

This can be handled in several different ways. One small group can model
for the whole class by having a person role play a situation and then having,
severai helpers respond in each of the indicates styles. After the modeling for
the class, small groups can be formed to give each student a chance to create each
type of response.

Objectives:

1. To progress from recognizing the types of responses Po,creating the types.

2. To personally experience the impact on the helpee of each type of response.

3. To have students experience the difficulty of creating understanding responses.
Instructor's Role:

1. The.instructor must help students create roles for the role plays.

2. The instructor will have to judge the fit between the created response and
the intended category.

3. The instructor should have the helpee and helper discuss their personal reac-
tions to receiving and sending each type of response.

Comments:

Students usually find they have fun with the easier and more frequent types of
responses and feel some degree of fructration with trying to create an understanding
response. Don't expect high levels of understanding responses since that is the
basic teaching task to follow.

Activity 4D Description: Feedback on Individual Response Style

This activity consists of giving each student his response style pattern as
indicated by the results of the Porter Communications Procedures Inventory (see:
Appendix G). Each item of this 10-item inventory has a.response that can be cate-

Al

gorized as evaluative, interpretive, supportive, probing or understanding. Thus
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each student will have some combination of each of'thesg types for his response
pattern.

Objectives:

1. To give each student an opportunity to reflect on his normal response style.

2. To encourage students to change the response pattern toward more facilitative
responses. '

Instructor's Role:

1. The instructor scores and returns the individual response styles. Do not give
back the question sheets since the same test will be given as a post-test to,
shuow student progress.

2. 1c is best to not evaluate the patterns but simply to encourage each student to
attempt to change his pattern toward the more facilitative responses.

’
Comments:

The pre-test results of students on the Porter Communication Procedures Inventory
differ slightly from Rogers' reported frequency of adults in general. While Rogers
reports evaluative, interpretive, supportive, probing and understanding as the order
from most to least frequent, the data we have on students shows the typical order of
frequency from most to least frequent to be evaluative, supportive, probing, under-
standing and interpretive. Thus it appears that students either do not know enough
about human behavior to attempt to be interpretive or else they know enough about
their own limitations not to attempt interpretive responses. It is interesting to
note that on post-tests the two most frequent responses are understanding and inter-
pretive which gives some evidence that perhaps the hypothesis of lack of knowledge
about human behavior is the more plausible.

Activity 4E Description: Barriers and Gateways to Communication - Carl R. Rogers

This activity is simply assigning the article "Barriers and Gateways to Com-
munication" by Carl R. Rogers. This article (see Appendix C) was pubTished in

the Harvard Business Review, July-August, 1952,

Objectives:

1. To reinforce the degree of facilitativeness between evaluative and understanding
responses.

Instructor's Role:

1. The instructor can construct a worksheet to be filled out after the article has
been read. The following are some of the questions that could be used.

a. According to Rogers, what is the major barrier to effective communication?
Why?

b. What is the gateway and why? _

c. What is the laboratory-type experiment that Rogers suggests you try sometime
when you have an argument with a friend, girl or guy, parent?

-
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. d. What does Rogers see as the three major difficulties in achieving the
type of good comnaunication he describes?

e. Please write some reactions to the article.
. f. What does Rogers see as the major task of therapy?
g. What does Rogers see as the ultimate benefit of good communication between
people? -

. Comments:

It is important to point out that this course is not designed to train psycho-
therapists but school personnel able to help students and peers. Therefore, the
class focuses upon good communication within or between people and stresses the
assumption that. good interpersonal communications are always therapeutic.

Exercise 2:

In this exercise the student reads a series of statements about a situation
and then generates possible surface (expressed) and underlying feelings (implied).
For example:

, Tenth-grade girl to teacher: "I just hate to go home after school. Either
I'm fighting with my parents or they're fighting with each other. 1 feel
so uneasy at home. .

Uneasy Alone, Vulnerable, Cheated -
Upset Anger Frustrated, Unloved, Unlucky
(Surface feelings) : (Underlying feelings)

Exercise 3:

The objective of this exercise is to increase awareness of the ambiguity of
expressing feelings in nonverbal or in behavioral ways. The situation described
involves the expression of feelings through certain non-verbal behaviors. The
procedure for the exercise is as follows:

Divide into groups of four. :
For each,situation describe at least two different feelings that might
have pro&uced the nonverbal expression of feelings.
c. ?ompare answers with other group members and discuss until understood.

n the group as a whole, share feelings and reactions to the exercise.
What did you learn? How would you react if you were in the group and the
given behavior occurred? Are there times when nonverbal expression of
feelings is more powerful than a verbal description of feelings?

log ]

Example: Without expression, Mary suddenly changed the subject in a class-
room discussion. What are two,different feelings that may have
caused Mary to do this?

a. discomfort with the topic
b. left. out

Exercise 4:

Divide the group into small groups of three or four. Have each person recall
and describe an intense emotional experience. Each of the other members is to
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describe as accurately as possible how the person felt during the experience. The
person relating the experience gives feedback on the accuracy of the perceived
feelings.

Exercise 5:

Pictures of facial expressions, movies or TV video tapes (without the sound)
can be used to have students practice picking up nonverbal experssions of feeling.

Objectives:

1. To assist students in perceiving feelings from a variety of perspectives:
from picking among adjectives to creating their own adjectives; from surface
to underlying; from written statements to live models; from verbal to nonverbal
expressions.

2. To show that it is not only legitimate but often necessary to hypothesize
about feelings since most are not directly expressed.

3. To legitimatize the possession of feelings in each human being.

Instructor's Role:

1. The instructor should pick and choose from the above exercises as seems most
appropriate for the group. .

2. The instructor can make his own exercises as described above. Ready made
exercises are available from the Egan workbook, and the Gazda book as listed
in the bibliography.

Comments:

The writer's experience with Exercise 4 has been particularly positive. This
exercise gets students involved in the process of self-disclosure, it legitimatizes
possession of feelings, it often makes the discloser aware of unrecognized feelings
and it provides the first real opportunity for face-to-face perception of feelings.

Activity 5C Description: Think-Feel Discrimination

‘
This exercise is an adaptation of an exercise from A Handbook of Structural

Experiences for Human Relations Training (Vol. 3) by J. W. Pfeiffer and J. E. Jones.
A. The group is divided into small groups of 3, 4, or 5.

B. The instructor writes on the board the phrase "Now I see." Participants are
to describe the nonverbal behavior of the other group members by statements that
begin with "Now I see." Do this for 5 minutes, then process for 2 minutes.

C. The instructor writes on the board "Now I think." Participants are to continue
the conversation beginning each sentence with "Now I think." Do this for
5 minutes and then process for 2 minutes.

D. The phrase "Now I feel" is written on the board. After a couple minutes of

g:oup interaction the instructor explains that groups often confuse thoughts
and feelings. Members avoid "I feel that" and "I feel 1like" and instead are
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to use the phrase "Now I feel" followed by an adjective. Take about 10
minutes for the interaction and 3 minutes for processing. -
E. Have total group discuss the experience,

Objectives:

1. To distinguish %houghts from feelings. \
2. To have each student get more in touch with ihs own feelings.

Instructor's Role:

1. To illustrate examples of "now I see," "Now I think," and "Now I feel."

2. To check on each group to see that they perform as indicated.

3. To see that during the "Now I feel" exercise the students are focusing upon
their own feelings and not on others in the group.

Comments:

Students easily confuse thoughts and feelings and this exercise helps in
making the distinction.

7. Activity 6: Reflection of Feelings

Rationale: Now that students have had practice in perceiving feelings in the
verbal and nonverbal behavior of helpees (students, peers) we move
on to the use of this perception in the examining of a response that
actually reflects a feeling. Listening and responding to feelings is
an excellent way to help-a student deal productively with the central
concerns of his life. By communicating "I accurately sense the world
as you are feeling and perceiving it" a teacher can facilitate the
student's movement toward more complete self-awareness and understand-
ing. Being alert to, and responding to, the feeling being expressed
is a skill which is appropriate at any time, regardless of the nature
of the feeling (positive, negative, or ambivalent) and regardless of
the direction of expression ?toward se1f, others, teacher and student
situation). However, identifying and reflecting the feeling or emo-
tional part of a message is not a simple task. Feelings are often
not stated directly but are implied indirectly and/or deliberately
hidden by the sender. "Mustn't let our feelings show," "Stiff upper
1ip," etc. are simply a few common proscriptions about letting feelings
out. Further, recent research (Schachter, 1970) has shown that we
actually do not know how we feel at a particular time. The so-called
"juke-box" theory of emotions indicates that humans have difficulty in
actually discovering what they may be experiencing. Affective arousal,
the stirring of feelings is usually followed by a checking out process.
The person scans the environment and gradually figures out how he is
supposed to feel in that situation. Also during this process greater
differentiation often occurs. The person becomes more aware of the
variety, nuances and mixtures of feelings. Thus a gradual identifi-
cation and articulation of emotions accompanies the process.

. k..._l
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Activity 6 Description: Recognitioﬁ of a Feeling Response

Ih the example below, you will have an opportunity to select the alternative
which indicates that you understand a student or peer's attitude, the situation
as it appears to him/her -- the alternative which if said would Tikely evoke a
response of "that‘s.it!"

Example: "You know, it's funny, but when I have to speak in class I feel
shakey all over! 1It's really silly -- why do I do that?"

A. Are you a nervous person?
B. Where do you shake?
C. The reaction puzzles and concerns you.

Responses A and B seek additional information, while response C catches the
- gist of the student's feelings in rephrased fresh words.

Objectives:

1. To recognize a feeling response.

Instructor's Role:

1. The instructor should write up enough examples like the one above to teach
studerts the basic elements of a feeling response.

2. The instructor should stress the value of responses that restate the feeling
in the student or peer's own words.

8. Activity 7: Paraphrasing Content

Rationale: There are two basic parts to any message -- the emotional aspect and
the cognitive or content aspect. Just as it is important to get the
feeling associated with the message, a good communicator also accurately
follows the content.

Activity Description: Recognizing the Content of a Response

A couple of exercises can be used to assist in picking up the content of a
message.
Exercise 1:

Circle the statement that is an accurate restatement of the content of the
speaker's statement. More than one statement may be correct.

"My best friend has just turned her back on me'! And I don't have any idea why.
From how she acted, I think she thinks I've been talking about her to others.
Damn' This school is just full of gossips. I hope she hasn't been 1istening
to those rotten people who just want to stir up trouble."

-36-



. The person whose friend turned her back on her is really upset becausé:

a. she doesn't want her friendship to be the victim of some malicious.
gossip.

b. it's frustrating to her because she's not sure what's really going on.
c. she's been Toyal to her friend, but now her friend has let her down.
d. she'd really 1ike to tell her friend and the Whole neighborhood off.
e. she knows that she wouldn't act like that.

Exercise 2: S o

Tenth-grade girl to teacher:

"T just hate to go home after school. Either I'm fighting with my parents
or they're fighting with each other. I feel so uneasy at home."

JShe feels uneasy because ° :

Exercise 3:

This is an exercise in paraphrasing the content of a message. The teacher
attempts to feed back to the student the essence of what was said. Examples of
good paraphras1ng '

Student: "I don't know about him. One moment he's as nice as pie and so
friendly and the next he just ignores me or treats me 1ike dirt."

Teacher: "He's pretty inconsistent then.",

Student: "There are a million things to do, they just keep piling up. I
don't see how anyone can get it all done."

Teacher: Your schoolwork just seems to occupy all your time."

Exercise 4:

f
Have students create statements from their exper1ence and have class members
volunteer accurate paraphrases.

!

Obgect1ves: ' 5\

A
i !

1. To recognize the content of a message.

2. To learn to clarify confus1ng content, tying a number of recent comments to-
gether and highlighting issues by paraphrasing them accurately and concisely.

Instructor's Role:

1. To create exercises 1ike the above in order to give sufficient practice at
the skill.

2. To stress the double part of a message -- content and feeling.
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Comments: '

‘The ability to make concise paraphrases that tie comments into a general state-
ment is the main objective of these exercises. Don't expect perfection; it takes
.time and the counseling experiences that follow give lots of practice.

9. Activity 8: Active Listening Scale- - °

Rationale: Now that students have had practice with identifying content, para-
phrasing content, perceiving feelings and reflecting feelings we are
ready to-put them together-and to learn to discriminate between
various facilitative levels of paraphrasing and reflection.

Activity Description: Mini-lecture on the Levels of the Active Listening Scale. -

This at&iyity is simply a presentation of the facilitative 1eve1s'w1th1q the

-~ oY

scale. Most of our initial work involved using a 5-point scale which is shown
below. Experience has taught us that level 5's are so rare even among experienced
therapists that we decided to go with a basic 3 level scale. We combined the

1 and 2 level and called it subtractive, left the 3 1eve1'by itself and called it
Hjnterchangeabie, and combined the 4 and 5 levels into one scale called additive. |

<

A description of the scale follows:

14

Active Listening Scale

o

Response to Content-Ideas

Response to Feelings-Emotions

Goes well beyong the stated

Goes well beyong the person's 5.
meaning. Provides new insight.

expressed feelings. Provides
the person with a major new
view of the emotions he/she
is experiencing.

Additive 5.

4. Goes to a slightly deeper feel-
ing than expressed. Helps
person understand his/her own
feelings in more depth. Goes
just beyong the emotions
expressed.

. Goes slightly beyong the

meaning stated. Provides some
new insight. More concise.
Helps the person understand
his/her own ideas better.

Interchange- 3. An accurate understanding of 3. An accurate understanding of
able feelings and/or emotions, the content - a restatement
expressed in your own words. in your own words of what the
An accurate reading of feelings. person said.
Subtractive 2. A slight distortion of the feel- 2. A sligh. distortion of meaning --
ings expressed - a near miss. just misses what the person said.
1. Nead wrong -- the opposite of

1. No awareness of feelin?s ex-
pressed, the wrong feelings --
or a genuine putdown.
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. Objectives:

1. To teach the various facilitative levels of the. active listening scale.

Instructor's Role:

1. To give a mini-lecture on the scale and to handle any reTevant discussion.
Commeﬁts:

It is important to stress that level 3 or the interchangeable response is the
lowest level of response which can facilitate a helping interaction.

10. Activity 9: Paper and Pencil Exercises Designed to Promote the Development of
Active Listening Skills

Rationale: There are a number of methods that can be used to develop the skills
associated with active listening. Once the nature of the scale is
understood it is necessary to teach the distinction between the vari-
ous facilitative responses and to develop each student's ability to
create facilitating responses. There are three general types of exer-
cises used in this course to develop these active listening skills:
the use of paper and pencil exercises, experiential activities and
observing effective and ineffectual models. This section deals with
the paper and pencil exercises.

Activity 9A Description: Rating the Facilitative Level of Responses

Exercise 1:

| Before students are expected to rate responses they should be given an
example with ratings and a discussion of the ratings. For example:

Ten-year-old girl to resource room teacher. (Mrs. Stewart is a very matter-
of-fact no-nonsense regular class teacher. She is very well organized.) (/
"Mrs. Stewart is crabby. She always yells at us kids in class. Sometimes
she sends my friend Ann, who's the best reader in the class, out in the hall
during reading. She's just so mean! And she never did tell me I had to
finish all four pages even if.she told you she did."

/
<y

Rating - (Subtractive)

a. She's always so nice when I talk to her. 1It's hard for me to imagine
you can get so angry at her.

Discussion: This response tells the student she really doesn't have a right to
feel as she does. The focus is on the teacher's reaction rather than the student's.
The teacher denies the student her feelings and very likely doesn't want her to
feel that way.

Rating - (Subtractive)

b. What does Ann do to get sent to the hall? ' ¢
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Discussion: This response selects that part of the content of the message that

is the least personal to the student. The student's feelings are totally ignored.
The focus is taken from the student to Mrs. Stewart and Ann, The response implies
that perhaps Mrs. Stewart was justified in sending Ann *to the hall,

Rating 3 (interchangeable)

. ¢. Mrs. Stewart gets you angry when she treats you and the rest of the kids the
way she does. .

Discussion: This response gives back to the student the surface feeling and
thoughts she expressed in her statement. The student would feel that you under-
stood her thoughts and feelings.

Rating 3 (interchangeable)

d. You feel unliked by Mrs. Stewart because of how she treats you.

Discussion: Again this response, although perhaps dealing with a more basic
feeling of unliked rather than anger, is essentially interchangeable in both con-
tent and feeling.

Rating + (additive)

e. You get angry at Mrs. Stewart when she's crabby and perhaps a little
disqusted at yourself for not being more responsible about your schoolwork.

Discussion: The part "disgusted at yourself for not being a more responsible group
member” deepens the student's knowledge about her feelings and the reasons for
these feelings. This makes it additive. Now it is possible that she might not,

feel that way, but it is offered as a tentative hypothesis and if it is not accurat%

then the response is not additive.
Rating + (additive)
£. It sounds like you have mixed-up feelings -- like at times you are disgusted
enough that you wish you could get out of Mrs. Stewart's class, but you want
to stay because your best friends are in the class.

Discussion: This is additive because it picks up the underlying feeling of wanting
to get away from Mrs. Stewart yet wanting to stay in the class.

Exercise 2:

~ In this type of exercise students are to score the responses as + (additive,
levels 4 or 5): 3 (interchangeable, level 3); or - (subtractive, Tevels 1 or 2).

Example: "Sometimes I feel 1ike I'm going nowhere -- in school, with my friends.

I always hang back and watch the good things happen to other people."
- a. I know. Everyone has good things in their life.
3 b. You're disgusted because you don't feel as successful as others.

- c. Don't you think it's about time you got on the stick?
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- + d. It seems like you're at a standstill -- frustrated and not knowing how
to make those good thigns happen to you.

’ 3 e. You feel unproductive when you compare yourself to others.

+ f. You feel disgusted and angry at yourself because you don't use the skills
and talents you have.

Objectives:

1. To learn to recognize the differences in the various facilitative levels of
responses.

Instructor's Role:

1. To construct abpropriate exercises on rating responses.
2. To point out the basic differences between facilitative levels.
3. To point out the tentativeness of additive responses.

Activity 9B Description: Writing Responses for Each of the Facilitative Levels

~ Exercise 1:
In this exercise students are to construct an additive, a subtractive, and
and interchangeable response to various student statements. A sheet containing
the following information can be handed out to help students with this exercise.

Response Levels

i

- Tevel 1 or 2 = Jevel 3 level 4 or 5 +
subtractive interchangeable additive

1. Any response that diminishes and/or distorts and/or denies the feelings and
thoughts of a person's statement is rated as being subtractive. (-)

2. A response that paraphrases (gives back to the sender) the thoughts and feel-
ings of a person's statement is rated as being interchangeable, which is the
same thing as an understanding response. (=)

3. A response that deepens the knowledge of the person's feelings and thoughts
about a problem is rated as being additive. (+)

Qur concern is to train the people in this class to be able to respond to
others with understanding when it is appropriate to do so. Only the individual
can judge when the time is right!

Here's a format that may be useful in phrasing interchangeable, or as we some-
times call them, understanding responses.

I hear you saying that you feel because

b = e e Ot ¢ A ¢

feeling word thought/content

As you become more skillful the interchangeable responses will sound less
forced and awkward and more natural.

ERIC RSl
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Construct an additive, subtractive and interchangeable response to this statement.

Student to a resource room teacher: "My English teacher gets me so nervous that
I just hate to get up to go to school. His voice gets on my nerves. He thinks
I'm dumb and that I'm a goof-off -- (pause) -- I don't know."

+
s

3

Objectives:

1. To learn to write different levels of responses to written situations.

Instructor's Role:

1. The instructor should stress the -- you feel because

format at this point.

2. Encourage students to use their own langauge while stil retaining the central
thoughts and feelings of the school child.

11. Activity 10: Experiential Exercises Designed to Promote the Development of
Active Listening SKills

Rationale: The previous exercises to promote active listening skills were paper
and pencil tests that allowed students a fair amount of time to think
about their responses. The experiential exercises that follow tend
to produce more stress since students feel the pressure of time and
also feel more on the spot since they are dealing with a live "helpee."

Activity 10A Description: Round Robin

The Round Robfn is an exercise involving a small group of students (usually 4-5
or 6) in which one student is the helpee and the rest of the students are designated
as helpers. The helpee either role plays a problem or selects a real problem and
the rest of the students in the group assume helping roles. Time devo*ed to each
helpee is flexible with a period of 5-10 minutes being typical. The group can
usually get a feel when the helping situation is exhausted. There are two ways of
setting up the round robin -- forced rotation in which each student takes a turn
in order or the free method in which students respond when they feel they have

something helpful to say. At the end of each helping session the students should

process the helping session,



Objectives:

1. To get students to generate helping responses to 1ive helpees.
2. To provide direct feedback from helpee to helper.

Instructor's Role:

1. The instructor should see that the "facilitative helpers" are spread among
small groups to provide the "less facilitative helpers" with models.

2. The instructor should encourage "appropriate self-disclosure" on the part of
the helpers. As stated above, students can either role-play (pretend to have
certain problems) or they can discuss real problems. Role playing, although
not easy, is less demanding than discussing real problems. Role playing is
less threatening and allows students to ease into the helpee's role. If stu-
dents role-play encourage them to pick something that has some meaning
to them since the more distant the role is from the person the more difficult
time the helper will ‘have in making meaningful responses. Particularly rele--
vant, of course, are problems involving children in school, their parents and
teachers. '

If, on the other hand, students choose to talk about themselves, they should
be advised to take some care in selecting what to reveal. There is no way
that strict confidentiality can be enforced in the group. Tell students that
group issues stay in the group, but make a strong point that there is really
no way of controlling confidentiality. The final judge of what is appropriate
to disclose is the student. Dramatic self-disclosure is not a goal of the
course. Encourage students to talk with you if they have some question about
the appropriateness of a personal issue. You will find tsat as trust builds
in the group more substantive issues will -appear. If at times you sense a
person disclosing more than is appropriate, focus the direction to the less
threatening parts of the issue. A good way of promoting appropriate self-
disclosure is to have students make a 1ist of topics or issues that are neither
too superficial nor too intimate to bring before the group. The Johari Window
(%uft, 1970) can be used to show what can happen with appropriate self-dis-
closure.

3. The instructor must be careful in organizing the structure for each group to
process themselves after the helpee is through being helped. Encourage
helpers to reveal how they felt in the helping role -- what they felt good
about and when they felt at a loss as to what to do. Get the helpee to talk
about which types of responses were especially helpful and which ones either
didn't help or detracted from the process. It usually is not helpful to point
negative fingers at certain helpers. The best method is to reinforce good
responses and extinguish non-facilitative responses by ignoring them. The
instructor should be in on as many of the processings as possible.

4. Some groups may need encouragement to stay at the task, so monitor them closely.

Comments:

This is the beginning of the real substance of the course. Students will often
develop hostility because of the difficulty of the task and their own sense of
incompetence., Be positive -- yet firm. Don't be really fussy about making only



understanding responses -- probing and supporting is often necessary simply to
get more information or to establish some respite from the stress. Besides,
nobody always gives level 3's or 4's., Another point ~- students often complain
about the forced rotaiion method n the round robin. It has distinct advantages
that seem to point out the fact that at least some of the round robins should
used the foiced rotation method: each gets a turn and must respond, the verbal
members do not take over the group, the instructor gets a better idea about the
skill level of each student and the quiet ones are often some of the best helpers.
In the forced rotation you can allow students the right to pass as long as they
don't abuse the option. The instructor may want to select a small group to do a
round robin before the class. This can be an excellent teaching technique espe-
cially if good facilitators are selected as models. The instructor should proba-
bly be a member of the group to model helping responses and to model appropriate
processing behavior.,

Activity 10B Description: Counseling in Triads and Dyads

These exercises should be used after some skills have been deve]oPed with the
use of round robins. In the triad exercise have each group select a he]pee, a
helper and a process oBserver. Rotate the roles so that each gets a chance for
each role. The members of each dyad should also change roles. There should be
no hard time restrictions but 10-15 minutes is perhaps the maximum at this stage
of development. Again have the members process the experience at the end of each
helping session.
Objectives:
1. To practice skills of activé listening.
2. To practice appropriate self-disclosing behavior.
3. To learn to critique a helping session.
Instructor's Role:

1. The instructor should pay special attention to preparing the process observers.
The analysis of Communication Patterns Worksheet (Appendix D) provides a model .
that can be adapted as necessary. The process observer should focus on the non-
verbal as well as the verbal behavior of both the helper and helpee. This
means writing down examples, as they occur, of obvious body talk and incongrui-
ties. (Recall Exercise 3 of Activity 2.) Attention should be given to quali-
ties of eye contact, voice tones, facial expressions and posture. It is impor-
tant to help the observers learn not to leap to conclusions with a single
cause and effect statement, e.g. "He was nervous because his knees were crossed"
or "She was bored because she yawned once." Ask the process observer to line
up more evidence in a variety of areas before reaching any definitive conclusions.
As process observers become more skilled the students become more attentive to
responding to the non-verbals while in practice counseling sessions. The rela-
tion among the three modes becomes more obvious and students start responding
to content, feelings and nonverbals.
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2. The teacher should assign students to groups so that friends don't always stick
together. ’ , :

3. A triad could model for the entire class. It is often best for the teacher to
act-as the process observer for this group.

\
4. This is an appropriate time to introduce audio tape recording. The sessions
can be taped simply to get used to the tape recorder. Often students will volun-
teer to let the class critique a tape. :

Comments :
&

These exercises along with the round robin will be the major exercises for
the course. Students will complain that "I've done that before." The point to
make is that every new counseling session is different and calls for creativity in
the counseling process. As the course progresses special attention should be
given to the use of additive responses. Without their use the helping sessions
often drag.

The criticalness of the activities involving the round robin, triads and dyads
must be realized. This is the time students cross the line between artificial,
plastic exercises and begin to experience the power of effective helping in real
situations. .-. addressing their own concerns. Learning under conditions of genuine
role-taking, performing an important real task based on the need to empathize with
another person as a means of promoting significant personal development is an
extremely important concept. It is at this point in the training that training
itself becomes less significant and personal education increases.

Activity 10C Description: Use of Active Listening in Interviews

Oftentimes the “"problem" connotation of the helping process gets in the way
of students seeing the general value of active listening as a communication skill.

These more or less structured interviews employ the use of active listening in

¢

more general situations.
Exercise 1:

Open-ended questions and accurate reflection of feelings are used to help a
person explore his 1ife 1ine. The life line is simply a chronology of a person's
1ife. The person making the 1ife line is to pick out perhaps ten significant life
events from birth to present. The counselor goes over the life line with the per-
son and uses open-ended questions and reflection of feeling to explore with the
person his/her feeling about these events in his/her life.

Exercise 2;

In this exercise the helper has a series of questions that he gives to the per-
son being interviewed. The interviewee picks frcm among the Tist and responds to
the question. The interviewer then uses active listening to elicit as meaningful
a response as possible. Examples of questions are as follows:

A. As you look back on your life, could you talk about one thing that you
would do differently if you had it to do over again?
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B. If you had one day in which you could do as you choose, what would that
~day be like? ' ; : '

C. If you could change any one thing about yourself, what would it be and
why?

D. Tell about the most painful school day you can remember from kindergarten
through high school. ’

Objectives:

1. To further develop reflection of,fee1ings and open-ended questioning.

-

2. To see the value of active listening in interview situations.
3. To apply the active'1istening skills outside the classroom.

4. To get students to look at specific parts of their 1ives and reflect upon
them.

AY

instructor's Role:

1. To help students know the details of constructing a life Tine.
2. To review the use of open-ended questions.

3. To create with the students a series of meaningful questions for use in
the interview situation in Exercise 2.

Comments:

Both exercises should be used with other students in the class. However, this
is an excellent time to have students use these skills with friends out of class,
parents, brothers, sisters, and roommates.

12. Activity 11: Learning Active Listening Through Models

Rationale: This activity uses imitation or modeling to help students learn a
helping skill. Both ineffective and effective helpers can be used,
but the stress should be on effective models of facilitating communi-
cation. :

Activity Description: Use of Models

Models can be shown through the use of various media: audio tape, video tape
and movies.

Exercise 1:

This exercise uses audio tapes to show examples of facilitating and nonfacili-
tating responses. Counseling departments often have tape recordings of counsel-
ing sessions (either role play tapes or tapes of "old" and unidentifiable cases).
Students can rate responses and point out examples of effective and ineffective
responses. Audio tapes of students can also be used in the same way. For student
tapes it is best to use volunteer tapes.
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Exercise 2:

Video tapes can be used to model effective and ineffective helping. Again a
counselor can model his skills in role.play and real situations. Student video
tapes can also be used. The obvious advantage of video tapes is the availability
of nonverbal behaviors both on the part of the helper and the helpee.

Exercise 3:

Movies of expert counselors are an excellent resource for modeling helping
skills. The film series "Three Approaches to Psychotherapy" are a 1ittle dated
but still superb «for use with students. In this series of interviews with Gloria,
Carl Rogers demonstrates the focus on feelings, Albert Ellis the focus on content
and Fritz Perls the focus on body language.

Objegtives:‘

1. To improve helping skills through the use of modeling.
2. To demystify the helping process.

Instructor's Role:

1. The instructor should secure appropriate audio and video tapes and films.

2. Great care should be taken when student audio and video tapes are used as
models. Stress the positive instances of facilitating behavior.

3. The instructor should make certain the the privacy of helpee and helper is pro-
tected when using media for modeling. ‘ .

4. The instructor can stop the tapes and films ‘to have students rate responses,
to demonstrate -a point or to elicit a response to a statement and compare
that response to the model's response.

5. The following writing assignment can be used after the film "Three Approaches
to Psychotherapy."

. Write a reaction paper (2-3 pages) comparing Rogers, Perls and E11is. Again,
the paper may take almost any format that best fits the method of description and
examination of the issues. '

1. Gloria summed it up that Rogers responded to her emotions, E11is to her mind,
and Perls to her as a person. You might start by explaining in your own words
what she meant by this.

2. Also you could comment on your own reactions to her choices at the end --

surprise, disbelief, dismay -- that she chose Perls!
¢ o+

3. You might also comment on how complete are any of the single communication
systems depicted in the films. For example, is it complete just to focus on
content (E11is), feelings (Rogers), or body language (Perls)? Is it possible
to consider a "super-gestalt" of communicating in all three basic modes? Can
a person learn to accurately identify content, feelings and body langauge
simultaneously (or is it like a three ring circust)? And further, can a per-
son learn not only to identify in the three areas but also to respond accuratély?
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13, Activity 12: Multiple Causation

Rationale: Human behavior is very complex with no simple cause and effect rela-
tionship. There is usually no simple single reason why people behave
as they do. We see a behavior but the motive must usually be inferred.
Thus people in helping relationships myst form tentative hypotheses
about reasons why people .do what they do.

Activity Description: Multiple Causation

A number of situations are described below. 'Groupsnéf 3-4 students are to work
on the possible reasons for the indicated behavior. Groups can role play the situa- |
tion if they choose. After groups have finished, each group reports back to the
total class. This activity also presents an opportune time to discuss the differ-
ence between what one observes and what one infers from observations. This impor-
tant distinction is briefly discussed in the module orn "Formal Observation of
Students' Social Behavior" (by F. Wood) in this series.

Multiple Causation

What Could Have Caused-These Behaviors?

Student/Teacher

1. Student saunters into class, throws books down on desk, turns abruptly
and sits down. He/she doesn't Took at anyone the whole hour.

2. Teacher doesn't respond to student's question.

3. Teacher offers to help student with work but student turns away and says
"No" -- I don't need any help."

Student/Parent

4. Student yells, "But I did clean my room! Don't you ever see anything I
do ?"

5. When student asks parent's permission to use the car, the parent does
not look up from the newspaper but yells out, "No! Now leave me alone!"

6. Parent asks student to shovel the driveway and student groans and walks
out the door.

Student/Student
7. Student A grabs math assignment from B and starts copying.

8. A is waiting outside the building and trips B when he'she walks out the
door.
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9, Student A is on crutches. As he is going downstairs he stumbles and
sprawls, his books tumbling to the tottom of the stairs. Student B
rushes up and starts to 1ift A up. A shrugs violently and says, "Leave
me alone!"

Friend/Friend
10. A says, "Sorry -- I can't talk to you now" when B calls with something
important to talk about. (Or, read "Your friend says 'Sorry' when you
call with something_important to talk about.")

11. A tells B a "confidential secret" which A and C had. (Or, "Your friend
tells someone else a secret you and your friend had.")

12. Your friend says he/she can't go to a show with you, and then you see
them there later with someone else.

Anyone/Anyone
13. You say hello to a stranger and they look the other way.
14. You ask for information on how to get somewhere and you get a cold stare.

15. Someone drops a cup of hot coffee on your table and some of it spills on
your lap -- they don't say anything, but leave.

Objectives:

1. To show students the great number of possible causes of a behavior.

2. To reinforce the need to be flexible and cautious in inferring motives from
behaviors.

Instructor's Role:

1. To form the small groups.
2. To handle the discussion in the total group.

14. Activity 13: Focused feedback

Rationale: Because of the importance of focused feedback in developing the skills
used in the helping relationship a special section will be devoted
to the elements of this process. This is an activity to be used by
the instructor in critiquing the counseling skills of the student.
The basic principles apply whether the session is live or on audio or
video tape. '

Focused Feedback

Once the pupils in the training groups reach the point of genuine helping,
the instructor essentially assumes the role of a supervisor. After each counsel-
ing dialoyue (a 10-15 minute: in-class session, or play back on audio or video tape),
the instructor helps to point out the positive and negative aspects of these real
dialogues. It is important in these supervision sessions to be relatively specific.
The feedback and de-briefing should be focused on a few elanents. If, for example,
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in a 10-minute tape the helping person manages only one response to feeling, the
supervisor can focus on that one response, play it back a few times and compare
it to a content response, helping to make the obvious point.

Fred Stoller (1965) has pointed out the importance of "focused video feed-
back" in therapeutic work with video tapes. Although Dr. Stoller's research
was in group psychotherapy, there are clear implications for education in the
assertions he makes regarding the use of video input. .

"Focused feedback" means that the discussion leader (student or instructor)
focuses the student's attention on a single dimension of his behavior. Experience
in using focused feedback agrees with the generlizations made by Ivey (1971). He
states that even though "this approach (focused feedback) .divides communication and
teaching into specific dimensions, these dimensions are related and improvement in
one area brings improvement in other areas as well" (Ivey, 1971, »n. 83). One should
always resist the temptation to try to remake the student all at ance,

In general it is preferable to say to the student, "We do not expect you to
_make a facilitating response each time.. We only want to see improvement in this one
“area." Not only does htis reassure the student, but he or she is also gratified
to see improvement in this specific area. Whereas if all skills were stressed: at
once, improvement might be painfully slow or indeed too overwhelming. Stressing a
single skill and downplaying or omitting reference to other problems often results
in improvement in other areas which have been ignored. Experience has suggested
that using the video tape feedback model with specific skills during the first month
or so of the course greatly enhances the student's ability to see him or her self
as other do and to move beyond the singular focus of negative self-evaluation or
excessive self-criticism.* This practice of counseling analysis through focused
feedback also sets the stage for the final phase of the training, to extend the
helping process on a broad basis to the school and community. The feedback semi-
nars also represent an opportunity to discuss some general issues on the general
nature of the helping relationship.

*The above section on feedback was developed by Raymond Almeida for the project
in psychological education in the Minneapolis schools. !

Activity 14A Description: Popular Psychology Literature

A library of popular readings can be used to illustrate some obvious point(s)
* about helping, communicating and counseling. These readings can vary from some-

what simple and perhaps melodramatic accounts (Go Ask Alice is an example of a

lonely and empty teenager on drugs) to other rather sophisticated accounts of sig-

nificant helping relationships (1 Never Promised You a Rose Garden or Dibs). In

general by maintaining a reasonable array of such books, the students can be en-

couraged to try out a series of gifferent styles and levels and can get some in-
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. sight into human behavior. 'Also it is..important to prepére question guides which
aéprovide some structure. For example in the case of Dibs the student could be asked
to examine the therapist's skill in reading the young "Dibs'" non-verbals . . . How
does she pick up meaning from Dibs' activities? How does she let him know she
understands what he's saying nonverbally? How does she show helping and caring?
Compare how Dibs gets along with his parents, with some teachers, with the gardener?
Is there any similarity between the therapist and the gardener?

A bibliography appears in Appendix G which is a brief listing of novels and

other accounts which can form a partial library of "popular psychology literature.”

Activity 14B Description: Journal, Magazine Articles

Throughout a course such as this certain issues will need clarification. For
instance some students may want to know more about Ellis's Rational Emotive Thergby
or Perl's Gestalt Therapy. Structured question sheets can be used to focus thg
student's approach. Some articles or books that have been used are:

1. The Risks in Effective Communication by Thomas Gordon (this is’included in
Appendix E).

2. Characteristics of A Helping Relationship by Carl'Rogers. (Appendik C)

3. "The No Cop-Out Therapy" by A]ber§gE11is in Psychology Today, Juiy, 1973.

4. "Nonverbal Communication: How We Send Emotional Messages" by'E. Beier in

Psychology Today, October, 1974.

5. "“The Universal Smile: Face Muscles Talk Every Language" by Paul Ekman,
Psychology Today, September, 1975,

6. Gestalt Therapy Verbatim by Fritz Perls (1972).

Aétivity 14C Description: I Messages

This activity is the other side of the communication coin of active listen-
ing. Active listening is used when the other person has the problems and you want
to be the helper. The "I message" is used when you own the problem, when your

needs are interfered with, and want to modify someone else's unacceptable behavior.
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The following highlights the basic differences between "I messages" and active

listening:

- . Characteristics of Responding .
When Other Qwns the Problem When I Own the Problem
I'm a listener h I'm a sender
I'ma counselor I'm an influencer
I want to help the other : I want to help myself
I'm a sounding board I waut to sound off
I facilitate other finding his own solution - I need a solution myself
I can accept the other's solution. I must be satisfied with the solution
I don't need to be satisfied. !
I'm primarily interested in the other's needs I'm primarily interested in my needs
I'm more passive .I'm more aggressive

Three criteria for evaluating methods of influencing another to modify his behavior:
1. It must be effective at producing helpful change.
2. It must have low risk of lower other's self-esteem.

3. It must have low risk of hurting the re]atiénship.

The "I message" consists of three parts:

1. Deécribes other's behavior in non-blameful way.

é. Describes tangible effects on you now or in the future.
3. Describes your emotions as a result of that effect(s).

Exercise 1:

After teaching the basic concepfs associated with "I messages" have students
construct "I messages" for the following. situations:

A. You teach full-time, as does your husband. Although you usually spend all day
Saturday and sometimes part of Sunday cleaning, washing, etc., your husband has
never offered to help, but usually plays golf or watches sporting events on
TV each weekend. .

B. A student freguently comes to you to tell you of his distress over difficulties
with other teachers in the school. At first you were interested “and wanted to
be facilitating, but it has gone on and on to the point where you are now bored,
restless, and convinced that the student really just wants an adult who will
listen to his criticisms of teachers.

b/
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C. Smith, one of your co-teaghers, has gggzenly taken to arriving late several
mornings a week. Today he has arrived 35 minutes after expected arrival time, .

leaving you and other teachers in charge of monitoring his students as they

arrive at school. b~

[ 4

D. You like your roommate very much but she (he) is constantly emptying ashtrays,
putting newspapers in the garbage before you are finished, flicking specks of
dust off the coffee table, straightening up your bedroom, etc.

Exercise 2: 6

>

In this exercise have each student role play (in dyads) two situations and in
one case have the responder use "you messages" and in the other case "I messages.”
Process the expeérience with the togdl group. :

Exercise 3:

Have the students use "I messages" with a real 1ife situation out of class and
have them report back on the results.

Activity 14D Description: I An Loving and Capable

The T Am Loving and tapable‘(IALAC) activity consists of reading a story
about a boy's day that did hot go well. The point of the story is how we can éut
down (tear down a person's esteem or sign) or build up people in our daily inter-
actions.. Students can keep a record of the impact of their interactions for a
particular day. Have them ké%p records in two ways -- how they have their sidn
built up or torn‘aown and what fhey do to other people's sign. Some students &ven
wear a sign made of paper and they éan tear off a piece or put a piece back depend--
ing upon the interaction. The (IALAC) story is available in booklet form from
Argus Communications, 7440 Natchez Avenue, Ni1es; I11inois 60648. The author is
Sidney Simon. | |

15. Reinforcing Activities .

Rationale: This section lists some activities that have been used with various try-

outs of the course. Instructors may select from these activities de-
_pending upon the appropriateness for the particular class and the time
available. A note of-caution, however! Research has indicated that
many skill training programs remain essentially just that, the rote
learning of a_ few skills emitted upon demand in the training sessions.
When tested under real conditions such training fails to transfer,
fading like an old catechism. It is therefore critical that the stu-
dents actually employ the skills in dealing with real problems to in-
sure some measure of transfer and generalization from training. Thus
whatéver skill training package an instructor uses, he/she must give
special attehtion to this. internalization phase. There is a tendency
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in some skill programs to $imply continue to add on more human affec-
tive exercises in a continual sequence and never really get down to
using the skills to solve real problems. In some ways it is attrac-
tive at this point in training to continue to add in more exercises.
The difficulty here is perhaps ironically obvious. The continued use
of one exercise after another actually enhances passivity on the part
of the student. They soon sit back and wait for the .cacher to reach
into the bag of tricks and produce further stimulation.  Thus such exer-
cises should be employed only long enough to provide skills to start
responding to real concerns,

Phase Two: Skill Training Procedures

The elements of counseling skill training usually focus on at least three
aspects, learning to accurately respond to the content of a message, to the feel-
ings attached to a message and to the non-verbal dimensions. The first aspect
can be considered the denotative, the second the connotative and third the body
language elenents of meaning. These form the triad around which communication
skill instruction is organized.

Programs tend to use a relatively high structure in the initial phase of skill
training. There may be some feeling that the approach tends to resemble a paint-by-
numbers method and as a result is too artificial and "plastic." Experience, how-
ever, has shown it is best for the teacher to explain at the outset that the
training phase will seem awkward yet it is necessary to begin in such a simple-

minded way. Recently many professional training programs in counseling and teaching

have shifted more to this high structure mode. Both Allen Ivey's Micro Counseling

(1972) awd Joyce's work (1978) illustrate the point. A compi¢x process such as
teaching and/or counseling can be effectively taught by breaking the process into

a series of components or "Micro" units. This gives the learner the opportunity to
master an element at a time and develop an experience base for a particular aspect
before moving to another portion. Ia such human interaction skills this does
approach a mastery learning model. The percon can practice to the point of success.
Naturally some might say that this approach is rot "holistic" enough or that a

gestalt is criticajly missing or that it will promote mechanical/technical compe-
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tence but yet miss thé essential humareness. The micro-approach, however, can
be employed to aid the learner to master the sﬁecifiq eleiants and lead to the
essential process of effective helping. The skills can be used to deliberately
broaden the experience-table of the learner in that new channels of interactioﬁ
andibroadened systems for understanding other people can.accumu1ate. Thus the
skill elements increase the reﬁertoire within each person in providing a broader
base upen which to interact with another pefson.:'This is obviously an important
instructional goal of the skill training units--; that the pupil get past the
mechanical aspects and internalize the skill elements into a genuinely humane set
of-helping responses apbropriate to each living situation. |

The following activities of this section are a series of po§éib1e "Micro"
methods ;;r communication skill training. There are two basic aspects to be
accomplished through-these exercises: 1) learning to identify and recognizé a
communication message and 2) learning to respond accurately. The learning se-
quence may be thought of as involving the following elements:
1. Concentrating intensely on verbal and -nonverbal behavior.
2, Recognizing an interchangeable response both in content and feeling.

3. Formulating an interchangeable response that paraphrases the content and
reflects the feeling.

4. Formulating the response in appropriate language with the tone analogous to
that of helpee.

5. Formulating higher level (additive responses) which are tentative.

6. Being cognizant of what is not expressed. Knowing and responding to significant
helpee omission can be means to higher level empathy.

7. Proceeding from didactic to experiential, from role play to real issues, from
exploration to awareness to action.

One Final Note on the Course

The course outlined above is just one of many possibilities for introducing
future teachers to the skills of interpersonal communication that have been generally
limited to counselor training programs. Today many professionals have become con-
vinced that the most effective way of providing counseling is to put counseling
skills in the hands of people in settings with intense levels of interpersonal con-
tact. Certainly no group as a whole, save perhaps parents, has a better opportunity
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to function in a counseling role than do teachers. Therefore, it certainly makes
sense to attempt to teach future teachers certain basic, and effective, counseling
skills as part of a regular teacher education program.

\

We hope that this module will be seen as a useful model for a counseling skills
program. We urge colleagues to pick and choose and supplement its contents as they
feel appropriate. What is most important to us is that teachers enter the schools
ready and able to fulfill the role of counselor, as well as teacher.

V. Evaluation of the Programb

The objectives of the course outlined on this module include both skill develop-
ment and psychological or persohal growth. These objectives are viewed as inter-
active, that is, as the-exercises in this type of course focus on one of the objec-
tives, they simultaneously aid in realizing the other. A report of an evaluation of
this curriculum (0ja & Sprinthall) is attached.

Skill development can be measured in several ways. The most common method we
have used is thg ten-item Porter Communication Procedures Igventory (Porter, 1950).
A copy of this inventdry is included in Appendix F. The inventory ha§ been given
as a pre- and post-test. The percentage of responses in each category (evaluative,

interpretive, supporthe,'probing and understanding) are compared from pre-test to

post-test. The typical response pattern on students we have tested has looked 1like

this:
Type of Response % Response (Pre) % Responses (Post)
Evaluative 30-35 8-15
Interpretive 8-15 15-20
Supportive . 20-30 8-15
Probing 13-20 7-15
Understanding 15-20 45-55

-+

Skill development can also be measured by having students respond to a role-
play pupil on video tape. A video tape is made of a pupil providing a series of
statements about his or her problem with a pause between. Students respond to
each set of statements with a written response that can be rated on the 5-point
active listening scale.

General class evaluations can be drawn from journal comments, questionnaires

or open-ended questions. For example the following questions could be used:
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THOUGHT SHEET
Please answer these questions on a separate piece of paper:

1. People are ever-changing. In what ways have you changed since this class
started?

2. How have your personal relationships changed? Describe two.

3. What insights do you now have into other people's behavior? What insights
do you now have about your own behavior?

4. How do you think other people perceive you?

5. If you were the instructor what would you have done differently?
é

6. What are your feelings toward the other students in the class?
7. Have your attitudes toward the role of a teacher changed because of this class?

8. Have you been influenced in how you will interact with students once you begin
teaching? :

9. Other comments, please.
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APPENDIX A

Use of “Journal

Keeping a Journal is More Than Just Writing a Diary

Your journal will be a record of your experience of this course -- a record
of your thoughts and feelings, your analysis and your dreams. This journal is
your property and its primary function is to help you to develop and grow. If you
do not want to share a journal entry, tape the pages together.

Why keep a journal?

By keeping a record of your actions and reactions, you'll be able to see
what you've done during this course and how you've grown,

By recording observations you will begin to notice patterns in human
behavior.

By noting the activities you plan and carry out, you'll be able to see
what things make relationships work and how they are different from those
things that worsen relationships.

How to write your journals?

§
There are many ways to keep a journal. In this class we will ask vou to do

certain structured assignments and to staple these into your journal. ~lso we
ask that you use a particular type of format in your journals. It is a three-

step process in which you:

1. DESCRIBE WHAT IS HAPPENING, i.e. relate just the facts or behavior,
e.g., John keeps interrupting me everytime I start to answer a qués-
tion. -

2 REACT TO THIS BEHMAVIOR, i.e., describe what you are feeling, gut Tevel
~ response is, e.g., John's interruption makes me feel angry at him.

3. REFLECT ON THIS BEHAVIOR-REACTION, i.e., think about if the reaction
is appropriate, consider why you react this way, speculate on John's
bencvior meaning something else, think about how you can change the
situation, e.g., I'm angry at John because he wouldn't let me finish
and this makes me feel as if I'm not important enough to be heard .
or . . . Maybe I'm over reacting, maybe John's so excited about his

topic that he can't wait for any reply.

If you use this particular format it will help in your reflections, help
your organization, and help you in developing your interpersonal skills.

We also have one more request: that you reread and review your journal every
three weeks and summarize what happened in those three weeks and reflect on what

this means to you.
70
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. Contents of Journal

Analysis of experience’
‘ reaction to experiences
making connections
conclusions or speculations

1. comments on reading

2. reactions to reading _

3. reactions to setting \
g. feelings

important to make connections between what they are reading and hearing
. and what is actually happening in placement situations '

6. reading list/resource material

7. narrative of.experiences/activities

Function of Journal

To help student internalize experience

To be useful to others - faculty/advisor/agency to help analyze student's
experience

Other students as resource material

Procedure/Evaluation of Journal

1. Consult carefully with instructor/advisor

2. Pre-determine format, criteria, contents .

3. As part of field service time commitment plan time to make notes at o
end of each session :

4. Keep journal up to date.

5. Check journal early in quarter with instructor (or person designated by

instructor)
6. Set criteria for journal evaluation with instructor, also whoever else
will evaluate journal -- advisor, peer or co-workers, self-evaluation,

etc. (If someone at agency be sure they agree tc this and know form
of evaluation written, oral, other . . . )
7. Also clarify how the journal will be used in student evaluation

Form

Discuss with instructor, he/she may have special requirements.

In general:
1. Each entry (day, session) should include goals, narrative of activities,
evaluation or analysis -- distinction between objective and subjective

contents should be clear

2. This part of the journal should be concise -- narrative of activities
should include highlights and relevant anecdotes

3. Other relevant material (lesson plans, detailed lists of materials or
activities, examples of work produced, pictures, tapes, etc.) should
be attached to supplement text

Other: Students should remember that journal may be seen by many people.
Criticism should be as fair as possible.
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.Log Books as Evaluation Aids

Log books;, simply put, are diaries in which the students record their course-
relevant experiences. The possible uses of such information are numerous: 1) Tog
books can be used by program teachers to monitor the progress of students in at-
taining their individual course objectives; 2) log book information could, with-
undetermined reliability and validity however, serve as the basis for assigning
grades; 3) log book data could be used by program personnel to determine the type
and range of experiences which students encountered in a relatively unstructured
learning situation; and 4) the log books could be used as part of a comprehensive
evaluation 05 course experiences and of the overall programs approach.

Some problems are encountered in the use of log books. First, unless com-
pletion of a log book is mandatory, few students will record their experiences.
Second, students must be encouraged to record their experiences each day rather
than describing activities weekly or bi-weekly. Third, the students must feel
free to record and evaluate their experiences as honestly as possible. Fourth,
the students must understand the task well enough, which requires a certain amount
of structuring concerning the types of information to be included in the log book,
to be able to coriplete the Tog book without a great amount of stress.

The log book appreach can serve as the basis for the student's recording and
self-evaluation of what he/she has done. After being used by program personnel the
log books could be ret -ned to the students so that the 1og book information could
be used when individuais resume their classroom teaching roles.

Notes to Instructor

Whatever format is used it is helpful to structure questions, especially at
the outset. Some students start right out with good, elaborate and insightful
writings. Most, however, need considerable help to develop the reflective skills.
By posing some open-ended questions the students can be helped to think about
some of the helping issues from a variety of perspectives. Also it is important
not to grade their work by spelling, punctuation and syntax, etc. Rather an in-
structor can encourage elaboration by responding to the written journals on a
regular basis by employing the equivalent of a Tevel 3 to 4 clarifying questions

to the student journals.

7
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A List of Feeling Words*

It will beinoted that the words (in the 1ist reprinted here) are divided into various

subgroups.

tion of a word on the list.
categories for any other purpose is questionable.

UNHAPPINESS
blue

bad
dejected
depressed
despondent
disappointed
discourageg
dismal
distressed
gloomy °
miserable
mournful
sad

sorry
sullen

unhappy

PERSONAL WORTH
conceited

good

important
needed

proud

worthy

DISORGANIZATION
amazed
astonished
baffled
bewildered
confused
dismayed
disorganized
distressed
dizzy

fogg,

fuzzy

1ight headed
mixed up
perplexed
puzzled
shocked
surprised
torn up
uncertain
unsure

IMPATIENCE
dissatisfied
fed up
frustrated
impatient
restless

LIKING
admired
appreciated
affection
cared,
craving
desiring
friendly
Tiked
interested
Toved -«
preferred
respected
wanted

EMPATHY
empathizing
pitying
sympathetic

DISLIKING
antagonistic
bitter
contemptuous
despised
detesting™
disdainful
disgusted
hating
hostile,
loathing
resent ful
vengeful

WORRY
alarmed
bothered
concerned
disturbed
doubting
suspicious
troubled
worried

HAPPINESS
amused

" cheerful

delightful
enjoying
gay

glad
grateful
gratified
happy
joyful
jolly
pleased

*Souirce: Gazda

e e

ANGER
aggravated
angered
annoyed

exasperated -

furious
indignant
infuriated
ired

irked

mad
provoked
resentful

TIREDNESS
apathetic
bored

-exhausted

fatigued
indifferent
lazy
Tethargic
listless
sleepy
tired
wearied
worn out

STRENGTH
brave
capable
competent
confident
courageous
hopeful
independent
secure
strong

WEAKNESS
awed
bashful
dependent
helpless
hopeless
inadequate
inferior
inhibited
impotent
shy

timid
tranped
weak

ENERGETIC
alert
alive
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eager
enthusiastic
excited
inspired
optimistic
peppy

wide awake

JEALOUSY
envious
jealous

FEAR

afraid
apprehensive
dreading
fearful

- frightened

‘horrified

panicky -
scared '
terrified

QUILT
ashamed
embarrassed
guilty
humiliated
regretting
shameful

ANXIETY
anxious
moody
nervous
on edge
tense \
upset

COMFORT

at ease -
calm
comfortable
contented
peaceful
pleased
relaxed
satisfied
untroubled

DISCOMFORT
discontented
self-conscious
uncomfortable
unpleasant

These are rather arbitrary categories set up to permit more rapid localiza-
Because of their arbitrary nature, the value of these sub~-

REJECTION
loneliness
rejected -
unloved

ACCEPTANCE
accepted

- consoled

loved ¢
wanted,

WORTHLESSNESS
useless
unimportant
worthless

PATIENCE
patient
resigned

DETERMINATION
certain
determined
sure

OTHERS
anticipating
cynical
sensitive
sick

tempted
reluctant

PAIN
hurt
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v How to Read Body Language

By Flora Davia
Glamour Magazine, September 1969
Conde NAST Publications, Inc.

. Only a small part of the message comes across in words. Often the most interesting
materialigets there faster.

A11 of us communicaté with one another nonverbally, as well as with words. Most
of the time wg're not aware that we're doing it. We gesture with eyebrows or a hand,
meet someone else's eyes and look away, shift positions in a chair. These actions we
assume are random and incidental. But researchers have discovered in recent years
that there is a system to them almost as consistent and comprehensible as language.

Every culture has its own body language, and children absorb its nuances along
with spoken language. A Frenchman talks and moves in French. The way an Englishman
crosses his legs is nothing 1ike the way a male American does it. 1In talking, Americans
are apt to end a statement with a droop of the head or hand, a lowering of the eyelids.
They wind up a questions with a 1ift of the hand, a tilt of the chin, or a widening
of the eyes. With a future-tense verb they often gesture with a forward movement.

There are regional idioms too: an expert can sometimes pick out a native of
Wisconsin just by the way he uses his eyebrows during conversation. Your sex, ethnic
background, social class and personal style all influence your body language. Never-
theless, you move and gesture with the American idiom.

The person who is truly bilingual is also bilingual in body language. New York's
famous mayor, Fiorello La Guardia, politicked in English, Italian, and Yiddish. When
films of his speeches are run without sound, it's not too difficult to identify from
his gestures the language he was speaking. One of the reason English-dubbed foreign
films often seem flat is that the gestures don't match the language.

Usually, the word’ass communication acts to qualify the words. What the nonverbal
elements express very ften, and very efficiently, is the emotional side of the message.
When a person feels liked or disliked, often it's a case of "not what he said but the
way he said it." Psychologist Albert Mehrabian has devised this formula: total impact
of a message = 7 percent verbal + 38 percent vocal + 55 percent facial. The importance
of the voice can be seen when you consider that even the words "I hate you" can be
made to sound seductive, g

Experts in kinesics -- the study of communication through body movement -- are
not prepared to spell out a precise vocabulary of gestures. When an American rubs his
nose, it may mean he is disagreeing with someone or rejecting something. -But there
are other possible interpretations, too. Another example: when a student in conver-
sation with a protessor holds the older man's eyes a 1ittle longer than is usual, it
can be a sign of respect and affection; it can bc a subtle challengg, to the professor's
authority; or it can be something else entirely. The expert looks for patterns in the
context, not for an isolated meaningful gesture.

Kinesics is a young science -- about 17 years 0old -- and very much the brainchild
of one man, anthropologist Dr. Ray L. Birdwhistell. But it already offers a smorgas-
bord of small observations. (For example: eyebrows have a repertoire of about 23
possible positions; men use their eyebrows more than women do.) Most people find they
can shut out conversation and concentrate on watching body language for only about 30
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seconds at a time. Anyone can experiment with it, however, simply by turning on the
television picture without the sound. ’

One of the most potent elements in body language is eye behavior. Americans are
careful about how and when they meet one another's eyes. In our normal conversation,
each eye contact lasts only about a second before one or both individuals look away.
When two Americans 1ook searchingly into each other's eyes, emotions are heightened
and the relationship tipped toward greater intimacy. Therefore, we scrupulgusly avoid-
this, except in appropriate circumstances,

Americans abroad sometimes find local eye behavior hard to interpret. "Tel Aviv
was disturbing," one man recalled. "“People stared right at me on the street; they |
looked me up and down. I kept wondering if I was uncombed or unzipped.' Finally, a
friend explained that Israelis think nothing of staring at others on the street,"

Proper street behavior in the United States requires a nice balance of attention
and inattention. You are supposed to look at a passerby just enough to show that you're
aware of his presence.. If you lTook too Tittle, you appear -haughty or furtive; too
much and you're inquisitive. Usually, what happens is that people eye each other until
they are about eight feet apart, at which point both cast down their eyes. Sociologist
Dr. Erving Goffman describes this as "a kind of dimming of 1ights." In parts of the
Far East it is impolite to Took at the other person at all during conversation, In

' England the polite listener fixed:the speaker with an attentive stare and blinks his
eyes occasionally as a sign of interest, That eye-blink says nothing to Americans,
who expect the Tistener to nod or to murmur something -- such as "mmhmm,"

There are times when what a person says with his body give the 1ie to what he is
saying with his tongue. Sigmund Freud once wrote: "No mortal can keep a secret, If
his Tips are silent, he chatters with his fingertips; betrayal oozes out of him at every
pore.ll .

Thus, a man may successfully control his face, and appear calm, sel f-controlled --
} unaware that signs of tension and anxiety are leaking out, that his foot is Beating
i the floor constantly, restlessly, as if it had a life of its own, Rage is another

1

emotion feet and legs may reveal. During arguments the feet often tense up, Fear
\sometimes produces barely perceptible running motions -- a kind of nervous leg jiggle.
Then there are the subtle, provocative leg gestures that women use, consciously and
unconsciously.

\ Recent studies by psychologists suggest that posture often reflects a person's
attitude toward people he is with. One experiment indicates that when men are with
other men who they dislike, they relax either very little, or very much -- depending
on whether they see the other man as threatening. Women in this experiment always
signaled dislike with very relaxed posture. And'men, paired with women they disliked,
were never up-tight enough about it to sit rigidly.

Congruent postures sometimes offer a guide to broad relationships within a group.

Imagine that at a party, guests have been fired up by an argument over student radical- /s

ism. You may be able to spot at a glance the two sides of the argument by postures
adopted. Most of the pros, for example, may sit with crossed knees, the cons with
legs stretched out and arms folded. A few middle-of-the-roaders may try a little of
each -- crossing their knees and folding their arms. If an individual abruptly shifts
his body around in his chair, it may mean that he disagrees with the speaker or even
that he is changing sides. None of this, of course, represents an infallible guide,
but is apparently significant enough to be worth watching for.
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While children learn spoken and body language -- proper gestures, eye behaviors,
etc. -- they also learn a subtler thing: how to react to space around them. Man .
walks around inside a kind of private bubblé, which-represents the amount of air
space he feels he must have between himself and other people. Anthrobé]ogis%s, work-
ing with cameras, have recorded the tremors and minute eye movements that betray the
moment the individual's bubble is breached. As adults, however, we hide our feelings
behind a screen of polite words., ’ ’ -

‘w.‘} - ’ . {
Anthropologist Drl‘Eﬂqggé T. H411 points out that, for two unacquainted adult
male North Americans, the comfortable distance to stand for private conversation is . '

from arm's length to about four feet apart. The South Americans like /to stand much

closer, .which creates problems when the two meet face to face. For, As the South

American moves in, the North American feels he's being pushy, and as/ the North American

backs off, sthe South American thinks he's being standoffish. | // .
3 .

The American and the Arab are even less compatible in their gpace habits. Arabs*®
thrive on close contact. In some instances, they stand very close together to talk,
staring intently into each other's eyes and breathing into each other's face. These
are actions the American may associate with sexual intimacy and he may find it disturb-

ing to be subjected to them in a nonsexual context.

The amount of space a man needs is also influenced by his personality -- intro-
verts, for example, seem to need more elbow room than extroverts. Situation and mood
also reflect distance. Moviegoers waiting ih line to see a sexy film will queue up
much more densely than those waiting to see a family entertainment movie.

- George du Maurier once wrote: ‘"language is'a poor thing. You fi11 your lungs
with wind and shake a 1ittle s1it in your throat and make mouths, and that shakes the
air; and the air shakes a pair of little drums in my head . . . and my brain seizes

your meaning in the rough. Wwhat a roundabout way and what a waste of time."

Communication between human beings would be just that dull if it were all done . .
with words. But actually, words are often the smallest part of it. ' '

~

N, “
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APPENDIX C

Barriers and Gateways to Communication .
By Carl R. Rogers

It may seem curious that a person 1ike myself, whose whole professional effort
is devoted to psychotherapy, should be interested in problems of communication. What
relationship is there between obstacles to communication and providing therapeutic
help to individuals with emotional maladjustments?

~ Actually the relationship is very close indeed. The whole task of psychotherapy

is the task of dealing with a failure in communication. The emotionally maladjusted

person, the "neurotic," is in difficulty, first, because communication within himself

has broken down, and secondly, because as a result of this his communication with others

Y has been damaged. To put it another way, in the "neurotic" individual, parts of him-
.self which have been termed unconscious,"or repressed, or denied to awareness, become -
blocked off so that they no longer communicate themselves to the conscious or managing
part of himself; as long as this is true, there are distortions in the way he communi-
cates himself to others, and so he suffers both within himself and in his interpersonal
relations. : ‘ : :

The task of psychotherapy is to help the person achieve, through a special rela-
tionship with & therapist, good-communication within himself. Once this is achieved,
he can communicate more freely and more effectively with others. We may say then that
psychotherapy is good’ communication,-within and between men. We may also turn that
statement around and it will still be true. Good communication, free communication,
within or between men, is always therapeutic.

It is, then, from a background of experience with communication in counseling
and psychotherapy that I want to present two ideas; (1) I wish to state what I believe
. is one of the major factors in blocking or impeding communication, and then (2) I wish

/ to present what in our experience has ‘proved to be a very -important way of improving,

facilitating communication. .

Barrier: The Tendency to Evaluate

t

I should 1ike to propose, as a hypothesis for consideration, that the major barrier
to mutual interpersonal communication is our very natural tendency to judge, to evaluate,
to approve (or disapprove) the statement of the other person or the other group. Let

me illustrate my meaning with some very simple examples. Suppose someone, commenting

on this discussion, makes the statement, "I didn't 1ike what that man said." What will
you respond? Almost invariably your reply will be either approval or disapproval of

the attitude expressed. Either you respond, "I didn't either, I thought it was terrible"
or else you tend to reply, "Oh, I thought it was really good." In other words, your
primary reaction is to evaluate it from your point of view, your own frame of reference.

Or take another 2xample. Suppose I say with some feeling, "I think the Republicans
are behaving in ways that show a 1ot of ~ood sound sense these days." What is the
response that arises in your mind? The overwhelming 1ikelihood is that it will ‘be
evaluative. In other words, you will find yourself agreeing or disagreeing or making
some judgment about me such as "He must be a conservative" or "He seems solid in his
thinking." Or let us -take an illustration from the international scene. Russia says
vehemently, "The treaty with Japan is a war plot on the part of the U.5." We rise as
one person to say. "That's a lie."
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This last illustration brings in another element connected with my hypothesis.
Although the tendency to make: evaluations is common in almost all-interchange of lan-
quage, it is very much heightened in those situations where feelings and emotions are
deeply involved. So the stronger our feelings, the more likely it is that there wili
be no mutual element in the communication. There will be just two ideas, two feelings,
two judgments, missing each other in psychological space. “

I am sure you recognize this from your own experience. When you have not been
emotionally involved yourself and have listened to a heated discussion, you often
go away thinking, "Well, they actually weren't talking about the same thing." And
they were not. Each was making a judgment, an evaluation, from his own frame of refer-
ence. There was really nothing which could be called communication in any genuine
sense. This tendency to react to any emotionally meaningful statement by forming an
evaluation of it from our own point of view is, I repeat, the major barrier to inter-
personal communication.

Gateway: Listening with Understanding

Is there any way of solving this problem, of avoiding this barrier? 1 feel that
we are making exciting progress toward this goal, and I should like to present it as
simply as I can. Real communication occurs, and this evaluative tendency is avoided,
when we listen with understanding. What does that mean? It means to see the expressed
idea and attitude from the other person's point of view, to sense how it feels to him,

to achieve his frame of reference in regard to the thing he is talking about.

Stated so briefly, this may sound absurdly simple, but it is not. It is an ap-
proach which we have found extremely potent in the field of psychotherapy. It is the
must effective agent we know for altering the basic personality structure of an indi-
vidual and for improving his relationships and his communications with others. If I
can listen to what he can tell me, if I can understand how it seems to him, if I can
see its personal meaning for him, if I can sense the emotional flavor which it has for
him, then I will be releasing potent forces of change in him.

Again, if I can really understand how he hates his father, or hates the company,
or hates Communists -- if I can catch the flavor of his fear of insanty, or his fear
of atom bombs, or of Russia -- it will be of the greatest help to him in altering
those hatreds and fears and in establishing realistic and harmonious relationships
with the very people and situations toward which he has felt hatred and fear. We know
from our research that such empathetic understanding -- understanding with a person,
not about him -- is such an effective approach that it can bring about major changes
in personality.

Some of you may be feeling that you listen well to people and yet you have never
seen such results. The chances are great indeed that your listening has not been of
the type I have described. Fortunately, I can suggest a little laboratory experiment
which you can try to test the quality of your understanding. The next time you get
into an argument with your wife, or your friend, or with a small group of friends, just
stop the discussion for a moment and, for an experiment, institute this rule: "Cach
person can speak up for himself only AFTER he has first restated the ideas and feelings
of the previous speaker accurately and to that speaker's satisfaction.” '

vou see what this would mean. It would simply mean that before presenting your
own point of view, it would be necessary for you to achieve the other speaker's frame
of reference -- to understand his thoughts and feelings so well that you could summar-
ize them to him. Sounds simple, doesn‘t it? 3ut if you try it, you will discover that
it is one of the most difficult things you have ever *ried to do. ioweve . once you

.
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have been able to see the other's point of view, your own comments will have to be
drastically revised. You will also find the emotion going out of the discussion, the
differences being reduced, and those differences which remain being of a rational and
understandable sort . _

_ If, then, this way of approach is an effective avenue to goou communication and
~good relationships, as I am quift ‘re you will agr%e if you try the experiment I have
"mentioned, why is it not more wiu.., tried and used? I will try to list the difficul-
ties which keep it from being utilized.: )

NEED FOR COURAGE. In the first place, it takes courage, a quality which is not
too widespread. I am indebted to Dr. S. I. Hayakawa, the semanticist, for pointing
out that to carry on psychotherapy in this fashion is to take a very real risk, and
" that courage is required. If you really understand another person in this way, if
you are willing to enter his private world, and see the way 1ife appears to him, with- .
out any attempt to make evaluative judgments, you run the risk of be1ng changed your-
self. You might see it his way; you might find yourself influenced in your attitudes
or your personality.

The risk of being changed is one of the most frightening prospects many of us
can face. If I enter, as fully as I am able, into the private world of a neurotic
or psychotic individual, isn't there a risk that I might become lost in that world?
Most of us are afraid to take that risk. Or if we were listening to a Russian Com-
munist . . . how many of us would dare to try to see the world from his point of view?
The great majority of us could not LISTEN, we would find ourselves compelled to
EVALUATE, because listening would seem too dangerous. So the first requirement is
courage, and we do not always have it.

HEIGHTENED EMOTIONS. But there is a second obstacle. It is just .when emotions
are strongest that it is most difficult to achieve the frame of reference of the
other person or group. Yet it is then that the attitude is most needed if communica-
tion is to be established. We have not found this to be an insuperable obstacle in
our experience in psychotherapy. A third party, who. is able to lay aside his own feel-
ings and evaluations, can assist greatly by listening with understanding to each person
or group and clarifying the views and attitudes each hulds.

We have found this effective in small groups in which contradictory or antagonistic
attitudes exist. When the parties to a dispute realize that they are being understood,
- that someone sees how the situation seems to them, the statements grow less exaggerated
and less defensive, and it is no longer necessary to maintain the attitude, "I am 100%
right and you are 1007 wrong." The influence of such an understanding catalyst in the
group permits the members to come closer and closer to the objective truth involved in
the relationship. In this way mutual communication is established and some type of
agreement becomes much more p0551b1e

‘Summary ‘

In closing, I should 1iKe to summarize this small-scale solution to the problem
of barriers in communication, and to point out certain of its characteristics.

I have said that our research and experience to date would make it appear that
breakdowns in communication, and the evaluctive tendency which is the major barrier
to communication, can be avoided. The solution is provided by creating a situation
in which each of the different parties comes to understand the other from the other's

point of view. This has been achieved, in practice, even when feelings run high, by
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the influence of a person who is willing to understand each point of view empathetically, .

and who thus acts as a catalyst to precipitate further understanding.

This prdcedure has important characteristics. It can be initiated by one party,
without waiting for the other to be ready. It can even be initiated by a neutral third
person, provided he can gain a minimum of cooperation from one of the parties.

This procedure can deal with the insincerities, the defensive exaggerations, th
lies, the "false fronts" which characterize almost every failure in communication.
These defensive distortions drop away with astonishing speed as people find that the
only intent is to understand, not to judge.

This approach leads steadily and rapidly toward the discovery of the truth, toward
a realistic appraisal of the objective barriers to communication. The dropping of some
defensiveness by one party leads to further dropping of defensiveness by the other party,
and truth is thus approached.

This procedure gradually #:-hieves mutual communication. Mutual communication tends
to be pointed toward solving a problem rather than toward attacking a person or group.
It leads to a situatiri in which I see how the problem appears to you:as well as to me,
and you see how it appears to me as well as to you. Thus accurately and realistically
defined, the problem is almosc certain to yield to intelligent attack; or if it is in
part insoluble, it will be comfortably accepted as such.

This then appears to be a test-tube solution to the breakdown of communication as
it occ. - in small groups. Can we take this small-scale answer, investigate it further,
refine i., cevelop it, and apply it to the tragic and well-nigh fatal failure of communi-
cation which threaten the very existence of our modern world? It seems to me that this
is a .oss bility and ¢ challenge which wg€5h0u1d'exp1ore.
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APPENDIX D

“epads

Analysis of Communication Patterns

YES
or COMMENTS REACTION OF
Did the counselor: NO COUNSELEE

1. paraphrase the counselee's ideas,
feelings in his own words? .

2. indicate approval? 7

3. idindicate disapproval?

4. add meaning?

5. subtract meaning?

6. negotiate for meaning?

7. wuse understandable and
appropriate language?

8. check his perceptions regarding
the counselee's feelings?

9. respond with appropriate depth?

e e = - —— o — o ————t <28 ol T in s e % s e e - e AT Wt v e A7 hto et (i sk S b s e e

16. general cangruence?
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7.

OBSERVATICON SHEET FOR INEFFECTIVE COMMUNICATION

The receiver fails to listen to the message:

2.

The receiver only 1istens to part of the message in order to say what he wants to
say rather than respond fully to the message:

i

3.

The receiver distsorts the message to conform with his expectations of what he
thought the sender was going to say: '

4. The receiver is listening in order to make judgments and evaluations of the
sender, thus making the sender defensive and guarded in formulating the message:

5. The receiver understood the words of the message but not the underlying meaning:

6. The sender used general pronouns and nouns to refer to how own feelings and
ideas:

e o = i - —

Other ineffective communication behaviors:

7? /
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APPENDIX
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The Risks in Effective Communication
Thomas Gordon

We hear and read much about.the importance of effective communication but
Tittle about its risks. Social scientists tell us that effective communication
is a characteristic of individuals who are “psychologicall healthy," of groups
that function effectively, and of organizations that prosper and survive. As a
consultant, involved with people's’ communication as I counsel with individuals,
with face-to-face groups, or with large organizations, I have learned that if
individuals, groups,-or organizations are to become "psychologically healthy" or
"fully-functioning" in order to use their resources effectively to reach thewr
goals, they invariably must 1earn to communicate more adequately.

First, consider the importance of communication to the individual. The
person who is psychologically healthy, according to many theorists, is one who
is "in touch with himself." He is aware of his feelings, his attitudes, his
values, and his beliefs. He is more in communication with himself than is the
psychologically unhealthy person. The unhealthy who enter individual therapy

to become more fully-functioning go through a process of learning to communicate

with themselves. They gradually explore deeper and deeper into their feelings
and attitudes, discovering new ones, finding feelings that conflict or feelings
previously denied. Also, after completing successful psychotherapy, people re-
port that having learned to "communicate better with themselves" they can now
better communicate their real feelings and attitudes to others. Psychological
health, for the individual, :means the ability to "talk clearly with oneself.”

Groups seem no different. The ineffective group is one whose members are
not commun1cat1ng with one another. Consequently, such groups cannot soivea prob-
lems easily -- in fact, they find it difficult even to identify their real prob-
lems. These groups often have "hidden agendas" that never get communicated;
their members withdraw into silence and passivity: or what does get commun1(ated
is often only superficial and meaningiess. Groups that seek a consultant's help
to become more effective, 1ike individuals, go through a process of developing
more effective communication. Gradually, when conflicts can be exposed, inter-
personal hostilities come to the surface, creative thinking appears, basic issues
can be identified, and decisions get made. Thus, group health, as well as indi-
vidual health, seems to be brought about through learning more effective communi-
cation.

Communication is just as crucial for organizations. An eminent consultant
once remarked, "I' find that most problems of business and industrial organ1La—
tions in the f.na] analysis boil down to problems of communications. His view
is shared by mo:t organizational consultants, because so often they have found
that helping an c¢rganization so often means breaking down the barriers to com-
munication -- upwaid, downward, and sidewise. Documented reports of consulting
effects that have been successful in bringing about constructive change in or-
ganizations contain numerous examples of the introduction of new methods and -

[ 4

]A shorter version of this paper has been published in the Natirnnal Training
Laboratory, Human Relations Training News, 1961, Vol. 4, No. 4.

. 85
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education programs in our country today are those providing training experiences
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and acquire -skills in 3hﬁeﬁpé¥sohéT'Ebﬁﬁqﬁitétibns;

that-help the participants understand the dynamics of the communication process

1€, then, it is true that effective communication is so important for indi-
viduals, yroups, and organizations, we should be aware of the risks involved.
These risks derive from the very natgrejof the\communications process itself.

e way of looking at effective communication is to consider it a process
involving two elements: (1) Clear sending (effective expression) and (2) Accur-
ate receiving (effective impression). There is a different risk involved in
each OF these elements. If a person wants to learn both to send clear messages
and to receive others' messages accurately, he must be. prepared to take-some
real risks. _ \\

-

Let us first exanine the element of risk in clear sen&ing.

Many different factors affect whether or not a person sends clear messages.
Some of these are rather obvious and need only brief mention here. For example,
the sender has to taik loud enough to be heard. He also should ‘code his message
in words that are familiar to the receiver -~ that-is, the receiver has to know .
the sender's code, In addition, we know that a single message is ‘usually easier
to understand than several messages sent at once. A message-can also. get-lost
if the sender clutters up his communication with apologies, asides, parenthetical
remarks, conditional statements, supporting data, illustrations, documentation or

anecdotes. o

| ‘ . N\
Although these factors are important, they are not as crucial to their ins

fluence on "sending" as another ‘less understood factor -- that is, the degree of

nconaruerce” of the sender. Congruence refers to the similarity of what a per- -
son (the sender) is thinking or feeling, inside, and what he communicates to the °

outside. When a person is being congruent, we experience him as "open," "direct,
ihonest," or "genuine." When we sense that a person's communication is incon-
gruent, we judge him as "not ringing true," "insincere," “affected," or just
plain “phony." The human receiver apparently is a very sensitive judge of .the
degree of congruence in a sender.

Logically, it would follow that the greater the coﬁgruence between inner

- feeling and the actual message transmitted by a sender., the greater the chance

w A

of a receiver missing the message, or hearing an ambiguous message. The incoun-
sistency between the words he receives arnd the other person's inner feelings
(sensed from non-verbal clues from the sender) confuses the receiver. For exam-
nle, a mnther who inside is feeling rejecting, irritated, or unloving toward her
child yet tries to communicate patience, permissiveness, and acceptance will

“send messages that are incongruent. The child usually perceives both the am-

biguity of these messages. and the insincerity of the mother,

*

Risks in Communication

The risk in being congruent in communication is simply that the sender be-
comes known to the receiver as he really is (inside). The sender exposes his

true self -- he becomes transparently real to himself ‘and to others. People must

b -
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‘ tion between the various parts of the .
organization. Likewise, the most successful management development or executive
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have courage to be what they are -- that is, to communicate what they feel and
think as of a particular moment in their existence; for when a person does this --
and here is the risk -- he opens himself to others and their reactions to him.

For a person to be congruent, then, means opening himself to be viewed by others.

His Tisteners learn how he really feels. If they are involved at all, they
may or may not like to hear his feelings about them. We also know that honesty
in communication puts a demand on the listener to be equally honest. Most people
are threatened by such a demand.. So some people are frightened away by congruence
in another person. Here is an additional risk of clear sending. '

Let's moye now to a consideration of accurate receiving. What is meant by
this, and what is>the risk involved?

In recent years, psychotherapists have'called our attention to a new kind of
listening -- "active listening." More than passively attending to the message
of the sender, it is a process of putting your understanding of that message to
the severest of tests -- namely, forcing yourself to put into your own words the
meaning of the sender's messages and "feeding back" your words to the sender for
verification or for subsequent correction, Active listening obviously requires
the receiver to suspend his own thoughts, feelings, evaluations, and judgments
in order to attend exclusively to the message of the sender. It forces accurate
receiving inasmuch as the listener finds that if he is to understand the message
in terms of the sender's meaning, he must put himself into the shoes of the
sender (into his frame of reference, into his world of reality). The listener
thus hears the meaning intended by the sender. The "feedback" part of active
listening is nothing more than the receiver's ultimate check on the accuracy of
his 1istening, although it also assures the sender that he has been understood
when he hears his own "message" fed back to him accurately.

) b3 -« )

Active listening, however, carries its own risks. Something happens to a
person when he practices active l1istening. To understand accurately how another
person thinks or feels from his point of view, to put yourself momentarily into
his shoes, to see the world as he is seeing it -- you aska listener run the risk
of having your own opinions and attitudes changed. In other words, people v
actually get changed .by what they really understand, To be “open to the experi-
ence" of another invites the possibility of having to reinterpret your own ex-
periences. The person who cannot listen to others is "defensive" and cannot
afford to expose himself to ideas and views that are different from his own.

In summary, effective communication, requiring as it does both congruence
(clear sending) and active listening (accurate receiving), carries two risks:
the exposure of the way we reaily are and the possibility of becoming different.
Few of us find it easy to take these risks. This is why effective interpersonal
communication requires both inner security and personal courage.

KV
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APPENDIX F

Comnunication Procedures Inventory (Porter 1950)

Instructions: In this part of the test a series of excerpts from interviews are
presented. Each excerpt is an expression by a client concerning an aspect of the
situation he faces. Little or no information is given you about the nature of-
the person speaking. No further information on the case is available. You will
not even know where in the course of the interview series the expression takes

. place. In brief, you are presented with isolated client expressions.

Following each such client statement is a series of five possible counselor
responses. You are to select the one response which seems to you to be the most
apt response you could make in reply to the client. Where no response seems best,
select the response which best approximates the response you would like to see.
Mark Your Answer on the Separate Answer Sheet.

1) Boy -- age 17

"1 tell you I hate my father. I hate him! I hate him! I hate him! And
there's no reason for it. He is a minister -- a good and righteous man. He has
never laid a hand on me -~ but I have this terrific feeling against him -- and it
makes me feel so terrible because -- there is no reason for it. It's a sin to
hate your father -- especially if you don't have any real reason for it. I -- it
worries me."

1. Of course you feel guilty about hating him so, especially since you can't

put your finger on what he has done to make you hate him. And then, too,

even though you see only your hatred of him you'll find that underneath it

all you have some love for him and this plays a part in your feelings of

guilt. .

2. 1 guess everyone at some time or another goes through a period when they hate
one or both of their parents. It's really not at'all uncommon. Most people
find that they can work out some way of getting along until things settle
down. ,

¥

3. TH.s is certainly something which you will want to get cleared up. Happy
reYationships with parents are too constructive a thing to a person, not
only now at your age, but in the future as well, you won't want to jeopardize
what it can mean to you. .

H

4. 1% worries you that you should hate your father without reason and yet feel
sinful for hating him.

5. T uhink we ought to get to the root of that worry. Tell me about your father;
all about him. You say he's never laid a hand on you, but mdybe he has not
let you do a number of things you wanted to do. Can you think of anything
along this 1ine?
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2) Girl -- age 16

"Oh, I couldn't work through.my problem without help. You ask me questions

and te11 me -- because I wouldn't be able to -- honestly -- I haven't got any

idea how to go about it. I don't want to -- it's Tike down at the office -- I
can't go ahead on my own -- I just can't -- I want to be told -- then it's not
my fault if things go wrong -- and they would go wrong -- because I don't know
how things shou1d be done, I feel so he1p1ess !

3)

know what I ought to do -- but some reason or other I just can't -- do a thing."

1.

Boy - age 16

You' say it" s not your fault if things go wrong even after you've beéen told
what to do. .Can you tell me what you mean there?

, .-
You feel that you just aren't capable of doing things unaided. Ce
It s not rea11y that you can't go ahead on your own -- it's just that you
think you can't. That's one of -the prob1ems we can work on -- to build up
your- confidence in yourself.

Ne11, I could suggest some of the things you might talk about here in our
interview and some of the things you might think about between interviews.

I might also suggest some th1ngs for you to do about your off1ce work that

ought to make it a 11tt1e easier for you.

You feel dependent upon someone else for nearly everything you-do, don't
you? And it probably makes you panicky when peop1e throw you on your own,
too. But when people tell you what to do you don't have to assume the real

responsibility and hence it's not your fault if things go wrong -~ they just

didn't tell you’ enough.

[

"It's not that I don't want to do something about it -- I just -- well --1

Maybe if we talked over what you've ‘thought of doing, we could figure out
what is best to do. It's possible that the answer is something new.

Let's try to get at what is behind this blocking. Tell me more about it.

Rehind this blocked feeling you're experiencing is a conflict in your desires;

you want to and you don't want to.

You're blocked by something and you don't kow what it is, is that what you're

saying?

Are you sure you know what you ought to do? It seems to me that if you

.rea11y had a clear idea of what you ought to do you'd be able to go ahead.

at
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:well, 1 try -- I do try -- but when they as much as tell me that my best isn't
- good enough, it just points out to me more and more clearly that I'm just a sad

// %

4) Fraternity Counselor: Hi, Ed. How'd the game with the upper classmen go? / .

Fraternity Student: Aw, to hell with 'em! Good Lord, I' tfied to do my best,

but when Joe got so darned .mad at me when I miscounted trumps it just made me -- -

™
1

sack.

Fraternity Counselor: ' -

1. Look, Ed, have ydu ever just:stopped to consider the source? Like the guy
that got kicked in the face by the mule? :

2, In other words, when someohe attacks yoy,“youhtend to feel guilty about it.

3. In other words, when you did your best and he found fault, it tended to make
you feel rather worthless. :

4, Now look, my friend, if you're gofng to let something like that throw you,
you are a sad sack, for sure. \\ ' :
5. - Tell me, Ed, is it only in bridge games that you.féé] that way? - °
. .

5) Student Activities Counselor: I wanted to talk with you, Sue, about the
difficuTties which seem to exist between your staff and the newspaper staff.

Student:- Well, if you ask me, it's high time that pack of mutts got straight-
ened out. Every time they print that sheet all they do is criticize. They run
down every last thing we do. 1've done everything I can do to work with them.
They're so infernally superior. They ought to try to put a good foot forward for,
a change. -But, I'11 help in any way I can.

o
£ " v
by

Student Activities Counselor:

/

1. I'd like to hear your side of the story completely. Want to tell me more - |
about it? ‘ : .

2. What you say about them may be true, Sue, but let's remember that we've just
got to work together im order to exist. -

3. From the way you see it, ! can understand how it would be very provoking.;ﬁ

4. From the way you see it, then, you're pretty well justified in feeling angry,
but you're willing to help.

o

I gather you resent being made to feel inferior.
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6) Faculty Counselor Come in, . What can I do for you?

L Student: Dr, A]]en, 1'd Tike to get some help:from you on my schedule for

Z—s 7 “next winter quarter, vae talked with several\people about what. 1 ought to take
- but they all teil me different things and it's 'so-hard for me to know what to
choose, I'm only a freshman and I just don't know what is best, so L decided
finally that I ought to come to someone who cou1d give me some expert advice.

Faculty Counselor: , '.” . f/ | S

1. If I follow you correctly there; you feel pretty sure that this is something
° that requires outside help, it's something you can't decide for yourself.
I
2. Are you speak1ng now of what major fjield you want to get inté, or'@hat you
are going to take for-electives? _ !

3. Well, now maybe if' you depended a 11tt1e more on yourse]f on what ‘you can do
and’what you want to do 1nstead of what others say, you'd get along a 11tt1e
better, ' , _ ; \

4. I'm wondering there if your difficulty isn't more a matter of developing
se]f—re11ance than a matter of se]ect1ng courses.

. 5. Sure.” I'd be glad to he]p. Sometimes it's a b1t brutal gett1ng addusted to
the co]]ege set- up _ /

\ PRIRSRORCIS RO B T e L TN
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7) Student D1sc1p11ne Counselor: I expect that you -know why you've been sent
*,* for.” Bringing, Tiquor into the dorm was a violation of the University rules,

Mere you aware of that?

Student Yes, I am aware of that and, I appreC1ate the fatt that it was a
foolish thing to do. I do not intend to try to justify myself in any way. It
was childish. I can understand that such things cannot be télerated by the Uni-
versity. I had an 1mpulse to try it and I got caught I ap ready to accept the
consequences. ' | ;

k , Student Discipline Counselor:
/

1.- A11 right. 1'd suggest you keep up the same attitude. I don't like to jump
you any more than you 11ke to be aumped 1'11 let you know what the Dean
decides.

"2. A1l right. I gather you wish ‘o stand squarely on your own two feet in this
matter. I'17 let you know what the Dean decides

3. You tee], then, that the treatment is just. You'll be hear1ng from the Dean
as soon as he ha reached- his decision.

4, 1 hope you'll recognize this is something the Dean's office must do azd that
‘ we don't 1ike it any moré than you do. You'll be hearing from the Dean soon
no.

5. What's the scorelon th1eznow? What the devil was it that prompted you to
take a try at this? .

| 79 9q
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'8) Counselor at Counseling Center: How do you feel about coming herfe, Joan?
Do you feel it has been of any he}p to you? . '

:}b‘:’é:‘

@

Student: I think it's wonderful! 1I've never had a chance 1ike this! before in

all my Tife. People are so friendly here. Oh, of course, I realize that there are - -
others here who are just learning, too, but I just don't feel afraid any more. I :
think the school is to be most wholeheartedly congratulated for providing the 4

chance for students who might otherwise go through school as® wallflowers.

Counselor: > - <

. | - .
1. That's just grand, Joan. I'm glad you're.getting so much out of i't.’

2. You'll probably simmer down a bit as it becomes old stuff to you, hut it's- .
sure fun now, isn't it? . _ . ‘ .

3. Keep at it, Joan, you're on the right track. ) &

]

4, I'm rather wondering whef%er this same feeling is carrying over into otherf?h L
area$ of 'your life. L v // |
5. Fee]ﬁng pretty pleased and gratefu],iis that tf? j/ . - , -

9) Dor@itory Counselor: How are, things coming along, Joe?

H ’ -} ’ '/'
NDormitory Student: 0Okay, I guess, except for that-~new roomie I got stuck. ,
with.  He's a heel! He thinks he knows everything -- a big shot. But I'l11 figure ° '
. out some way to handle:.him, all right.. And he'll know. he's been handled, too.
I'm noﬁ takinq any quff off a peanut like that. . : » : . u@¢ P

kY

Doﬁnitory Counselor:

1. VYou feel you must be out in front of him, that it's really important to you
to be the better man, isn't that it? ' : :

! . . V4
'

@

]
2. Do you ‘think that's a very=construct

jve attitude to take toward him?. : }
1 q' , .

~ 3% wﬁ&fsb9u1dlthis thing be so important to you?
| . C , TR
4. You feel pretty angry with him and want to put him in his place, it that it?

)

5, 1 see what you mean. A guy like that ig a real pain in the neck.
| | . | ,,{‘ .
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10) Guidance Counselor: All right; Ralph, what was it you wanted to a]k about?

-

‘Student _What I want to do is to narrow my interests down to ohe or two

‘areas or objectives which can.give me a source of economic support, of financial
- -security, and yet give me a feeling of academic achievement. It seems to me that
the time has come when this immature lack of direction has got to be straightened

out. s - S
. ) . -M"’-‘("Ic ‘\——;;"‘/

7

Guidance ‘Counselor: v T
I .-- . . ' / ‘.
1. Jyst how far has‘your thinking gone in this problem? . '

=)

s 3 : ! )
2. You know where ySf want to go and it's high time you got there, is that it?
' ' 'I » _,.

3. That's a fine godl, Ralph., Let's see what we can do about it.

' !
4. 1 except that first we'll have to get a measure of your strengths and weak-
nesses and intepests*and then see how things seem to stack up.

5. Um hm, I see. You're beginning to become concerned about growihg up.

9?)
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Question 1."

Question 2.

“Question 3.

Question 4.
Question 5,
Question 6.
Question 7.,
Quéstion 8,

Question. 9.

Question 10.

¥

v

]

Communication Procedures Inventory

Name

— Answer Sheet

f

B 2 3
1 2 3
1 ? . 3
1 2 | 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3

9,
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APRENDIX G &
Bib]iographies o ' :

Part1al B1b11ography - "Popular"

Following are some books .of “popular psgcho]ogy 11teruuure" that are appro-
- priate for group or 1nd1v1dua1 assignment.

AY

AAi]pprt, G. W. Becoming. New Haven: Yale University Press, 1935.

Allport, G. W. Letters from Jenny. New York: -Harcourt Brace and World, 1965.

Anonymous. Go ask Alice. New York; Avon ﬂ972

Ax1ine, V. Dibs in search of self. New York Ba11ant1ne Books, 1967.

~ Bach, R. Jonathan L1v1ngston Seaqull. New York: The MacMillan Company, 1970.

Berne, E. What doqyou say after, you say hello? New York: Bantam Books, 1973,
cl972, .

Boyd, M. Are you running With me Jesus? ﬁew York: Avon Books, 1972, ¢1965.

Boyd, M. The fantacy worlds of Peter Slone. New York: Avon Books, 1971, c1969.

Buber, M. I and thou. New York. Scribner, 1970, c1958

Cole, J. The controllers, Boulder, CO: Shields Publishing, 1971.

 Cole, J. The facade. Boulder, CO: Shields Publishing, 1970, rev. ed. 1971.

de Saint-Exupery, A. The little prince. New York: Harcourt Brace and World,
1971,

43

E114s, A. Guide to rational.living. North Hollywood, CA: Wilshire Book Company,

1961.

Frankl, V. Man's search for me&ning. New York: Pocket Books, 1963.

Frankl, V. The doctor and the soul. New York: Bantam Books, 1965,

Fromm, E. The art of loving. New York: Bantam Books, 1963, c1951.

Ginott, H. Between parent and child. New York: Avon Books, 1969, c1965.

" Ginott, H. Between parent and teenager. New York: Avon Booxs, 1971, c1969.
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Golding, W. Lord of the flies. New York: Capricorn Books, 1959, c1954. o

Green, H. I never promised you a_rose garden. New York: Signet, 1964,

CGrinder, M. Lam, Millbrag, CA: Celestial Arts Publishing, 1973. = T

Hamachek, D. Encounters with the self. New York: Helt, Rinehart and Winston,
1971.

% . e

Hammarskjold, D. Markings. "New York: Alfred A. Knopf, 1964.

Harris, S. J. The authentic person. Nites, IL: Argusséommunications, 1972,

-~

Hesse, H. Siddhartha. ‘New York: MacMillan, 1962.

James, M. and Jongeward, D. Born to win. Reading, PA: Addison-Wesley Publishing
"y . Company, 1971. | ' E '

Jourard, S. The transparent self. New York: Van Nostrand Reinhold, 1971,'

Knowles, J.. A Separate peage New York: MacMillan, 1969.

Lair, J. "I ain't much baby -- but I'm all I've got. " Garden City, NY: Doubleday =* - ,
. and Company, 1972. y '

Maslow, A; Réligions, values and peak experiences. New York: Viking .Press, 1970,

al964.
‘Maslow, A. Toward a)psycho]ooy of being.. New York: . Van Nostrand, 1968. - . - " .
May, R. Man's search for-himself. New York: Dell Publishing, 1973, c1953. ,
o - .

Mayercoff, M.”JOn caring. New York: Perehnia] Library Edition, 1972,
Miller, A. Death of a salesman. Néw York: The Viking Press, 1958, c1949. —

Moustakas, C. Loneliness. Englewood Cliffs, NJ: Prentice-Ha11; 1961.

Moustakas, L. Lonelinass and love. Englewood Cliffs, NJ: Prentice-Hall, 1972.

Newman, M., & Berkowitz, B.” How to be your own best friend. New York: BéT]antine T
. Books, 1974, c1971. -

perls, F. Gestalt therapy verbatim. New York: Bantam Books, 1972.

Perls, F. In and out of the garbage pail. LaFayette, IN: Real People Press, 1969.

¢
Powell, J. Why am I afraid to tell you who I am2 Chicago: Argus Communications,
1972. .
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. Rogeri, E. On becoming a person. Boston: HoughtoQ‘Miff1jﬁ, 1961. - _ m_m;

\

Rubin, T. I. Jordi/Lisa and David. New York: Ballantine Bgoks, 1961.

Salinger, J. D. The catcher in the rye. New Ydrk: Bantam Books, 1964, c195]1.

Slater, P. The pursuit of loneliness. Boston: Beacon Press, 1970.
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... ‘Development for Teachers: o o
Can You-Teacl} Old Dogs? . - | Sharon N. Oja "
o | . Norman X. Sprinthall
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% INTRODUCTION

As Sprinthall and Mogher noted in their article,
programs for educational reform and “new edu-
cation’ have typically focused on either the pupil

" Lorenew curriculum materials. Teachers, the third

part of the educational triangle, have usually been
viewed. in static terms. Educators often speak
of pupil growth and development, or of stimu-
lating classroom materials. Yet, when it comes to
teachers, there is either an attempt to make the
curriculum teacher-proof, like learning to paint by
the numbers, or to-provide teachers with brief
low-level skill training and hope for the best.
Neither effort has been “successful. The great
national, teachcr-proof curriculum projects of the
60’s have all faded almost totally into the ob-
scurity of school file” rooms and desk odrawers,
quietly gathering dust. The efforps of a brief
skills-only education for in-service tcachers have
been episodic and equally ineffective. The results
of a massive national review of in-service teacher
education by Joyce, Howey and “‘arger provide a
discouraging and depressing account of failure.
The study included interview data from more
than 1000 school nersonnel, community, con-
gressional and state department members. Also
some 2000 volumes, 600 journal articles, and major
position papers were reviewed. These multiple
sources of information all tend to refer to in-
service teacher cd‘gcation with negative conno-
tations. There are “over-all feelings of skepticism,
discontent, and dissatisfaction resulting in the
description of the in-service teacher education
effort as “weak,” “impoverished,” and as a “rela-
tive failure.”

These reactions parallel the general flavor of
earlier reviews of education such as those by
Getzels and jackson,3 Cyphert and Spaights,” and

, Biddle and Ellena.> This, in spite of careful docu-

“usual.

mentation. which indicates that there are massive
numbers of personnel involved in the effort of
in-service education: (e.g., some one-quarter of a
million, at the last count), To praphrase Winston
Churchill: It can be said of teacher education that
never have so many worked so hard to produce
so little. '

L

THEORY FOR TEACHER EDUCATiON

In ‘our view, a major sougce “of difficulty in
this area has been the lack of coherent’theory
and practice for teacher education. We know that
one cannot really teacher-proof materials, nor
can. brief skills-only training produce lasting
change. On the latter point, there is ample research
evidence that learning a few discrete skills, such as
microteaching and/or microcounseling does not

< transfer to the classroom. The surface skills wash

o

out and the teacher quickly resumes practice as
‘The lack of theory, as Shutes points out, is a
prime consideration in this dismal picture.7 Teach-
er education, he suggests, is guided at best by frag-
mented, capricious bits of folk-wisdom, unevalua-
Jted and non-cumulative cxperience. The result then
is not surprising: Practice without theory growing
first in one direction, then another, wandering
aimlessly between the trivial and the cosmic, and
not knowing the difference. Slogans and state-
ments ex catbedra such as *“Competency-Based

Teacher Education” are simply currggt; examples

of a long history of atheoretical cclecticism in
teacher education. _

The ‘current study is an attempt to reverse the
trend and to establish a research base including a
coherent theory, and systematic practice; obvi-
ously a tall order. Yet, we have discerned in the
past decade a small but incriasing base or beach-
head for such work.

a

CHARACTER POTENTIAL
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' STRANDS AND CONTRIBUTIONS FOR
DEVELOPMENTAL TEACHER EDUCATION
. ) .
Extrapolating from our work with children and
teenagers, we confronted the question: Can the
framework also hold “for’ adults? Developmental
heory posits such concepts 3 growth through -
stages, qualitative change, an invariant ind hier-
archical sequence. What would happen if we ap-
plied these to adults? Could we conceptualize
teacher growth as a dependent variable? 'As with
children and teenagers, could we attgmpt to create
a developmental learning environment designed to
" stimulate pcrsonal/professxonal growth or (more
formally) cognitive structural-change on the part of
the teacher?

Cogmtwe development (including the evo, the .

conceptuz' and the moral domains) is based on the
presupposxtxon that how complexly persons think
and feel is governed by their stage of development,
In its barest form theén, what sucll a. framework
posits for teacher education is simply that if we
wish teachers to perform more adequately, pro-

. grams are néeded to stinulate teachers’ develop-

ment to yet higher, more complex stages.

The seminal research of O.]. Harvey, ‘Schroeder
and Divid Hunt® has recently prowded a key em-
pirical and théoretical bridge connecting develop-
mental concepts to classroom teaching. ‘They were
able to document through natural setting research
that teachers who were classified at more advanced
developmental stages were more cffective as class-
room teachers. Given the long, dreary and inconse-
quential research history in teacher effectiveness,

. this work was a clear breakthrough. Stated simply,

teachers at higher stages of development functioned
in the classroom at a more complex level (¢.g., they

‘were more adaptive in teaching style, flexible and

tolerant). Also, such teachers were more respon-
sive to individual -differences and, most impor-
tantly, employed a variety of tcuc‘niag models (¢.g.,
_lectures, small  discussions, role-plays, indirect
tcachmg strategies) and were more empathic; that
is, such teachers could accumtcly “read” and re-
spond to the emotions of their pupils. From a
theoretical perspective this is reasonable, since at
higher stages humans are capable of multiple
pers, .ctive-taking. Their perceptual ficld is broad

Py . 14
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or (in Witkin's term) such teachers are.field inde-
pendent versus field dcpcndcntg' In $um, such
teachers provide an '1bundant learning enviroiment’
for their pupils.

While Harvey, Hunt ‘and others have demon-

‘'strated the,crucial relationships between develop-

mental stage and teacher performance, they have
not taken the next step. Can we build educational
programs which will stimulate the teacher’s level of
development? At present, research can identify
both pre-service and in-service teachers who are at
varicus developmental levels. However, there have
been no attempts to explore whether or not it is
possible to change and improve the developmental
stages of teachers. In one sense, this is a curious
omission, since there is such an overwhelming body
of research documenting-both the modest psy cho-
logical/ego/ moral developmental level of adults in
general (mcludms teachers) and the ineffective
level of instruction in most of the classrooms of
this country. Studies as far back as 1912 and as
recent as 1975 indicate that, in most classtooms,
teachers do 8C% of the talking and use only one
mode of instruction.*" Thus, the need for change
is obvious and, with the basic work of O. J. Harvey;
David Hunt and others at hand, the nccdcd theo-
retical framework is available.
One final theoretical point. A colleague of
Hunt's, Edward Sullivan, was the first to extend

____the theoretical framework into broader areas.!]

Hunt, “of course, was mostly concerned ed about

stages of (.onceptual evelopment, how a person
thinks about educational issues, learning, know-
ledge, etc. Sullivan was able to demonstrate that
this was one domain of developmental stage the-
ory and that conceptual stages were relatéd to
ego stage (Loevinger) and moral-cthical stage
(Kohlberg). This broadened the developmental
perspective. The framework became more inclu-
sive and comprehensive representing a variety ‘of

“developmental domains: the personal the ethical

and the conceptual (and with Séfman’s most recent
work we can add, the interpersonal). Sullivan,
then, provided a most important expansion of
theory by -pushing it to the broader l)uvcynn
notion of a whole. person processing .experience
through a varlety ot overlapping developmental
domains.
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THE STUDY '
. E] é .

As a result we decided to create an cducational

program for teachers, employing a developimental

N $v‘ y .

education format (the so-called balanced-curri-

culum, role-taking, disequilibrating). Also, we,

focused on developmental stage, change of teachers

as our dependent varisble as measured by-three -

different yet overlapping instruments - - the Hunt
Conceptual Level Test, the Rest -DIT of Moral
Development, and the Loevinger Test of Ego
Development. ’ '
Participants for this study were in-service ele-

~mentary and secondary school teachers and other

student support personnel (coupselors, social
workers) who were enrolled in summer school
classes in the College of Education at the Univer-
sity of Minnesota. The experimental subjects par-
ticipated in a special Developmental Education
workshop offered for regular graduate credits. The
control subjects were enrolled in yarious other
education courses. The instructional staff consisted
of six doctoral students and two faculty merabers
in the Developmental Education Program.
Standardized measures of the independent vari-
able, personal psychological development in the
stages of ego, moral and ¢onceptual growth, were
administercd to both exj ¢rimental and comparison
groups on i pretest-posttest basis. Professional/skill
acquisition was measured for only the experimen-
tal group by a facilitative counseling measure sim-
ilar to Gazda and Carkhuff and the Flanders indi-
rect teaching analysis system 12 1he communica-
tion skill miasurc was administered at the begin-
ning of the summer workshop in June, at the end
of the summer workshop in July, and at the end of

the fall practicum in December. Audio tapes of

classroom teaching in May, before the summer
workshop, and in December, during the fall prac-
ticum, formed the measure of indirect teaching for
one sub-group of experimental tcachers.

"CURRICULUM OBJECTIVES

General objectives of the curriculum for the
adult teachers included (1) the development of
more complex, “differentiated, and integrated un-
derstanding of self and othets, (2) increased cog-
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nitive complexity, (3) development toward prin-
cipled morality, and 4) increase in knowledge of
educationz! psychology and increased skills in
communication. The program used three instruc-
tional settings: large group didagtic learning, small
group laboratory learning, and fall quarter prac-
ticum application. The curriculum existed in three
phases:

g

phase I - Building supportive intcrpersonall
relationships within the small groups

to facilitate developmental growth.

o ®

Learning the skills' of facilitative
tcaching, indirect teaching, and
individualizing instruction in addi-
. tion to the content of cognitive-
developmental theory.

Phase I1 -

Applying the skills. and theory to
the real classtoom setting with
significant on-going supervision.

Phase 1II -

The workshop in the summer concentrated on

Phases 1 and 11 of the curriculum while Phase 111, -

the’ ongoing supervision of the practicum, occurred
during the fall quarter of the year as teachers re-
turned to their classrooms to try out minizunits
based on their newly acquired skills and theory?
‘The summer workshop tan from 8:30to 12:00,
four days a.week for five weeks. Fach day was
divided into a large group session, 8:40-10:00, and
a small group session, 10:3¢-12:00. The large group
dealt mainly in didactic learning (lectures and dis-
cussions) specifically relating principles and theo-
ries of{_human development (Elkind, Erikson, Loe-
vinger, Hunt, Kohlberg, Piaget and Perry) and prin-
ciples of behavioral contracting to adults! personal
development, social roles, and educational practice
in classrooms (including individualizing instruction
and mainstreaming). Small group sessions cach day
focused on learning and practicing facilitative com-
munication skills and group process skills, with par-
ticular emphasis on the personal/professional iden-
tity issues of adults. Additionally, the aduit teachers
focused on transferring the theory and skills to the
classrooms through the planning of three cequired
mini-units to be implemented in the fall practicum.
These were aimed to encourage teachers to sce the
multiple perspectives in their roles (c.g., as indirect
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weacher, as group: facilitator,*as supportive siper-
visor and as counselor within the classroom), and
to cxperience a variety of pogsibilities in relating to -
students as well as to other\adults in the educa-
tional system. The four focusspoints of develop-
mental approaches to learning existed within all

. three phases of the curriculum. They were (1) sem-

inar approach with practicum experiefice—the
“aetion plus reflection” framework; (2) significant
social role-taking—the ability to take the perspec-
tive of others; (3) on-going supervision; and.(4) pro-
vision for support during times of disequilibrium
in new learning.
" ? -
RESULTS '

The ctudy employed three empirical measures of

‘developmental stage, the Loevinger, the Rest, and
P g g -

the Hunt. Since there are no single valid measures,
an overlapping assessment was employed with the
three’ tests serving as proximatey measures. The
results will be presented in the following order:
Loevinger, Rest and Hunt. Each is viewed as an
indicator of how each person processes or makes,
meaning from experience by developmental level. |
The Loevinger largely assesses how an individual
thinks about or conceptualizes about self; the Rest.
assesses how a person processes social-justice
questions; the ‘Hunt assesses how a persori con-
ceptulizes issucs of teaching and learning. -

EGO DEVELOPMENT

Table 1 indicates the resulis of ingdependent
t-tests comparing the mean.ego level score of the
experimental to the comparison group on both
pretest and posttests. No significant differences
were found on the pretest scores between the two
groups. ) B .

Posttest scores indicate that the Experimental
Group Mcin was significantly different from the
Control. Since developmental theory predicts
ditection for change, 4’ one-tailed test of signifi-
cance was employed. The computed posttest t was
1.70 and with 53 NDF this was significant beyond
the .05 level. Inspection of the mean scores in
Table I, however, revealed that the source of
significance was probably derived more from. the
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decrease on posttest by the Control group than an

"increase by the Experimentals group. In fact, the

decline in posttest scoring is apparently the géneral

expectation when employing the Loevinger with

adult 'population§.13 “Thus, the Control group
regressed in scoring (as do most adults on' a pre/
post basis) while the Experimental group ‘essen-
«tially remained °stable. This cannot be taken,,
however, s a major indicator of developmental’”
growth. At best, At can be c?nsidered a trend.q
‘On an overall basis, the Experimental group
remained at Stage 5 on the Loevinger, 2 highly
stable adult stage of development and similar to
Kohlberg’s Stage 4. ' "

»

. a * o . .
- -e = ! -
TABLE 1, LOEVINGER FGO DEVELOPMENT SCORES for Botha
Pretest'and a Posmuc?t Fxperimental vs. Control Groups.
......................... e eececsossemssraaresecscsecncce
5C-18 . Yalue .
VAR Mot Mt S0 B R ety LTIV
A
Prete (34
Fxperimental 30 6. 867 0.681 o N
L} ) $3 oo,
o Comparison 2% 6. 720 0.678 :
Pogsttes ts oo ' *
Fxpe rimental 30 6.700 . 0.662 ¢
N $) .10 01 p .08
Compatison 1] 6,560 , 0,821
3
WHERF.:

s, Lasvinger's SC-1B ego level scaree have been transformed into a
110 interval value according tothe following convertinn: *

Ego jevel: 1 2 6
Interval value; | H 5 4 s 6 ? £, % 10

..................................................................

» Since the pretesting is designed to assess whether or not the two

grQups are derived from the same population, & twoetasled test ﬁ

of probability iv appiropriate, and wae used: ' o LRI
. o

Since the posttesting is designed 1o assees whether the Expennmental

group 18 higher in score than the Control {or Comparison) group and, Qo

00, involve's fasting a prediction of direction, o ene-talied teat of

probatality ie appropriate, and wae used,

- MORAL/ETHICAL DEVELOPMENT

The Defining Issues Test from Rest, 14 attempts
_to assess what people see as crucial moral issues in
a ‘situation by presenting subjects with a moral
dilemma and a list of defiq\itions of the major
issues involved. In this study for cach of three
stories (dilemmas), subjects eva}uatcd a set of

* twelve issues and were asked to rate how important
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each issue is in deciding what ought to be done,
and to rank their choices of the four most impor-
tant issues. Since each issue statement represents a
nioral "judgment stage, a subject’s choices of the -
most important issues over a number of moral di-
lemmas are taken as a’measure of his/her grasp of
different stages of moral reasoning. The P (Prin-
cipled Thinking) score is the sum of the subject’s
Stag€ SA, 5B, and 6 usage_scorés, in Kohlbergian
Table 1l indicates that there was no significant’
difference between the two groups on the DIT
pretest. Both groups can be considered as being
drawn from the same population.of adult teachers. o

statistically significandy different on-. posttest
scores (18.3 versus 14.9), a difference z‘_avormg the
Experimentals.

TALBLE 11, REST "PRINCIPLED MORAL THOUGHT" SCORB3 tPerce=t
L Raw) srom the Defining lswues Teat (oF Bouin o Pretest U
a Poattest of Experunental vs, C.rtrol Groups.

VARIABLE: N 8D dt Prob
il LS e e L ST

Preteets «-

Eaperimental e 16,33  S50.'" 4,96 e

. s : 46 1.8 n.e.

Comrparison 21 13,43 45.3% 0.5 P4 ‘
Pastteats -« ° .

Expeciments! 21 18.296 &3, 1™ 0,999 4 d

46 2.06 ¢C.02 N
Cormrparisun 21 14,952 51, 57;:‘ LI
'
.V..._..................,.-_--.,...-‘s\...,,-v..-.:g,..--.-..

WHERE:

b In this llu.dy a three-story/dilemn:a furm ot iKeot's DIT was used,

4
b norder tu trunsfer from a Faw AcuPe 8O A pery sat score, simply
divide the raw score by the constant 29,
S 1+ Since the preteating io deelgned to .n;eu phether ur rat e two
gruup‘s ars derived from the semne popuéalun. o twoetsile:d toot
N of probimiity 1s appropeiate, -and wes used. *

d % ¢
“.  Since the posttesting is designed ta assees whether the E:penmenul

group is higher in score then the Contrul [o¥ Cnmpatisan) group 8nw,
50, involves testing a prediclion of direct;ap; & one-tailed test of
probability is appropriate, end was uter.

The results indicate that experimental teachers

(N = 27) gained significantly pre to post in their
use of principled moral thinking. The experimental.
teachers increased their average score on the DIT-3

+ test from 56.3% to 63.1%, which represents a
percentage incréase significant at P = 018 (two-
tailed test). This compares favorably with Bernicr’s

" showed an increase from 56 8% to 65.8% (p < .01,

-, significant shiff on the DIT;3 in this study.

The table also indicates that the two groups were

results with in-service -teachers (N = 16) which

two-tailed).ls ) e -
‘The comparison subjects (N = 21) sh'owed.no .

o

‘CONCEPTUAL DEVELOPMENT.

Conceptual Level (CL) is a measute of cognitive

complexity as.well as learning style according to
Hunt.1© Scores range from 0 to 3 and a higher
score ‘indicates more complexity in processing
information, greater interpersonal maturity, and a _
learning style requiring less structure. The test is :
a six item paragraph. completion test, similar, in
format to the Loevinger. R :
The results are presented in Table III and
indicate thar the Experimental and Comparison
groups were not significantly different’ in mean
pretest scores. Comparison on the posttest, how-
_ever, revealed a statistically significant difference
(p = .013) indicating the posttest experimental
" mean CL score was significantly higher than that of
the Comparison group. -

HUNT CONCEPTUAL LEVEL TEST SCORES (Ras Score Meanst
tor Roth a'Dresti'st and s Pogttest of 4+ Experuneatal Group

ve, a Contral Group: Iate from_Administrations of Hunt's
Paragraph Completion Test of Conceptual Luvel.

.....................................................

. Prrtests oo e . . : PO LY

Eapgrimental o 1. 85% 0.2%0¢ ) > ¢ .

Comparison F3} 1,696 0,372

Posttests -

Experimental 3

’ Comperison 2}

¢ Hunt's Paragraph Completion Test of Conceptual Level ggnarates
scores that cen coenge from 0 to 3. Scoresof |, 20r ) this
test may be'intarpraied as indicating the follawing corceptuat levels:

Scersof 1 9 Coteyqgrical judgmants, stereotyped thought.

Other dirscted: accepts single rules. 1

Score of 2 s Solf delineation. swareness of alternatives, &

swaraness of smotions.

Score of 3 » Abstract internal principlas, swarenass of

multiple viewpainte,

s, Since the pretesting le designed tu sssess whethar or not the two
groups are derived troin the sams populetion, a twostaledteet
of probability te sppropriate, end was Ul,d.

K

1 Since the posttasting te dasignad t6 assess whether the Experimertal -
group is higher in scors then the Cuntrol for Compariaon) group end,
90, involves tasting & prediction of direction, e one-teiled tast of .
prohability Is eppropriate, end wae dsed.’ 1 -
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Ihe three empirical estimates of stage «growth 599 direct instruction (or 41% indirect) to 43% - u
. . a ' e . P . ey S . ‘o . ]
. indicate that the workshop experience apparently - direct (or<57% indircct). This 1s a significant shift.
. stimulated some developmental change, yet the & Extensive research by Flanders and’ his associates
B results were not completely consistent. On the has shown that teachers talk about 60% of the time -+
estimates  of - ethical reasoning and conceptual in clagsrooms, a finding incidentally that has re- *
thought, .the, workshop teachers achieved” scores mained almost constant since studies of the phe- s
which were statistically different from their col- nomena began in 1912, as we noted carlier. gt
leagues in regular summer school courses. On the * - .
other hand, in terms of their general stage of ego ' )
| age ot cgo ... Rrreey LT TTELTLPL LTI IIERLE
development, there was apparently no immediate TABLE IV, T O L enimentes Oroup (N4 301 6
shift. If the Loevinger is v1cw€t§ as th.c most MR ;;:p;‘f';;;@;;: LA R
- general mefsure -of adult personality (which the Aimimateanome R Premneeenimoessee
., N RPN . . Time of~ Eap. Grp. * *
0 e 'Y e
theorist docg.in fa\ct. claim), then the workshop e e 7 |
. may not ha'y} been ‘either lorj.g encugh nor intense T Gecontt 2 O L : .
enough to” engender 2 mMajor Swage shift from .
. \ H F. (firsty 32 2.00% 0. 60F
Stage 4 to 5. As Mosher’s paper details, such ashift. .. ' - L L
. . . . r A I8 11} 0.629 -
apparently requires a major change in the entire 3 o __ N
cdugational environment, including how the'school - T, teond) 3z 2O 0B o
d . T, (thr . .62 ¢
as a system is organized. .« et 0
) The pattern of interaction between teacher and i, '
. pupi[' teacher and teacher. an reacher and adinin- * .+ The workshop teachers® abllity to accurately identity and reapond
. s L R N . . N - to human emaotions {over the pe riod of the program) wure rated an
. istrator -must shift to the level of general demo- 4145 ssale, on which the seale-points meant the lollawing -«
cratic principles or so-calicd “just communities.” B L tnraa: ot it distortion of feelirge:
. . Scor [ g nti bl n eelings;
The fact that our workshop did not go beyond the B Gera Bevond the tated cantam A
S . r [ d(sg. B
classtoom as it currently exists may account for 8 g_c_o_ﬁf_gaco'..':,K'h'.','ina‘lxir..'::3"?,’.:.,.. (e e s o
Ly - . . § t W awaren o j ) D
. thc lﬂCk Of Over’au ehange' Selt-COlltamed-ClaSS' - b . The “Times of Admi‘:::::n:»;::lr:rn;e i.n:lr:m.:x:!.lh:::i.n:::llod
rooms traditionally clustered shay represent 2 e e af defined a8 Ioliows =
ne . . . LY & e} + Heginning of the Summer Warkshup,
Ceﬂmg (Or h(l.) on thc amouﬂnt O‘i dt‘\iel‘opmental ‘l‘: {second} < :‘.::elulhm of the S:mu:n Wor:-h:p.
change that is possible. The upward shift in ethical T, (hird)  + Conclualdn of the follow-up Fall Peacticu
¢ ® » . AT I ' - . HUT € . S;;‘ro ecarre TR orth M gr with orly ime
) - . ‘ll}d Concfptau‘lll thln}\lng WOUld . Lhcoret‘cally “n of adlr:rniflr:nn‘-:l::r‘le:. .:n‘;:he l:l::l.:‘l'm‘:::‘:ll l::nhlv:,r.nrnnu!
. prove the’ learning atmospheres in somewhat, con- tnare has baka e Tendwhm et
ventional classrooms. ‘Teachers, as well as partici-- srresneenenns SRR REL LR LR R Ry ’
pant observers, reported this to be the case. The, v 3
workshpp teathers tended to become less dicta- ' ) L
-~ torial and arbitrary', on one hand, and more indi- TABLE YV, INDIRECT TEACHING LEVELSaud CORKRLATED T-TEST 8
, . , VALUES for a SubeSample of the Experimental roup who
t e rect and Cmpzlthlc, on thc Ot}lel‘. . - K . Provided Pretest/Posttest Tapes of Theie Classroom Teachirg.
. K - . ‘......-.--.-.-.-..---....-.---.-..---..’-.-...u ..........
Table 1V presents the results of the workshop v e s en T
teachers’ ability to accurately identify and respond pratests -- W0 oz tevs than
. ' . 0.195 09 3.2
. to human emotions over the period of the pro- Posttestsy =+ 10 08D M e
., gram. -Table V reports the available data on one AR AR eesenassseeranennesete
2 i . ¢ WHERE: - )
sub-group of workshop teachers who provided pre- . :
. 0 . . + ' Reported Means are fo Indire 100 which as calacutate
p()s‘[cst tapes of then’ actual Classroox’n t(’aChlng, lreupm data :a:?n:I:w.l"l;n?:u'c:l:::v?::.o Th: lx:‘d:rettlll(:l::llf ' 2
. S . ) . . . o \sellcalcatated by adding Flanders! categories 1 through 4 and,
[his indicates that they improved in their ability to tren, dvidung that suin by the sum o the Flanters categories | .
N . - . T . . roug . .
employ the dimensions of indirect teaching, which b een T '
) . K * Mince the cortelate: alva A fo * amse “IOUP nr, more
Flanders® research has documented as a more ef- T B APy
f‘ N 1 h' } . l' M l 1' M - |; to I!‘!’!ﬂ!:'.\ﬁl:“\'i':r ::“:":::;;'::::"'-:;::"“:;“:“"1."'::;'::"-:'
¢ [lVL n]()( c ’t‘ ‘lﬂlglc tr:‘( l‘tlonﬁ ( ll’CCtl\C Rp mEasure ysed has taken placre, @ twataited test ulpr.-hzblhlv Y]
proach to teaching. Thus, in, Table V, the data 3pprmpriate dud e uted
indicate that the elementary teachers shifted from T ARAEEAAREREE veressennenes -
' . : .. > " R
N A RECORD OF RESEARCI 104 get S A - ' 223
Q . , O




»

¢

vious implications. Creating effective devciop-

indicated in their weekly- journals their growing  ~which, at least, partially impact their stage of
confidence and success in implementing some of = development. It may be that the next step is to

indicated a broader perception of their pupils and , class, may be able to restructure their own learning .

an increase in their own self-analytic skids.- * enviromments to promote and stimulate pupil
< . ' ‘ growth. ¢ :

Our studics with children and teenagers indicate”
mental experiences for adults is substantially more " that grawth can occur-under conditions of signifi-,
complex than for children and adolescents. In one  ~ .cant experience and careful reflection. Gradually
sense, this is casy to understand. Adults tend to inducing more complex role-taking and more self
stabilize into consistent and somewhat impervious  * reflection form the parameters of developmental
stages. Somewhat quaintly, William James referred edilcation. «The present study, while raising many

to this as “old fogeyism;" 8 hamely, the tendency unanswered questions, does support the possibility
for adults to avoid significant change, to process that what is true for pupil growth may be true for
new experience in familiar terms, an to avoid adults as well, In the long rua? then, further study
' significantly new perceptions. In the spegific case itr this area may uncqver and illuminate theory and

.of adults as tcachers, we've already” noted the re- - practice for adult professional growth and devel-

- / 7 .
: - o ; '
. g ‘
. 1 . LY "
» ” f \
-y ¢ . L - . S . ‘
Other, more clinically oriented assessments of be excused from furthgr effort. Instead, our yiew is ‘

the program tended. to confirm the empirical - that (in a major sense) we need té build new pro-
findings. The teachers rated the program highly in grams through a gradual prowess of action and re-.
.. . self-report questionnaires, with positive ,ratings *  flection. This initial “Study,, does prévide “some
between 5-anfl 6 an a-7apaint scale. They also foundatjon. “Teachers can learr¢ theory and skills,

\

markable consistenicy of teaching style, not only _ opment.

within, but across generations. A recent study of ’ The concept of cognitive structural change, the
educational change by the Rand Corporation re- * process through which humans move from the less
viewed a decade of innovative programs. There was complex to the’ more complex in a variety of
almost ho transfer. As soon as the funds were  developmental domains, remains a compelling.
withdrawn, business as usual returned. "It was a framework for our work. The classic dictum in
universal éxperience of these projects that, regard- education states, “'As is the tcacher so.is the
less of their degree of success, they were studiously school.” Perhaps in the future we can say, “As the «
ignored, by their colleagues—(even if) thg school * teacher becomes, so tlic schools grow.”

may have been'a virtual Walden I ... 17
However, we do not wish to plead that the

problems are too great and, therefore, we should

224 . . . CHARACTER POTENTIAL
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the new skills iptd‘their classroom. We had, asked work more comprehensively on applications to - !
“them to impiement “mini-unigs” «in peer coun- their own classrooms. -Possibly, this could include
seling, cross-age teaching and individualizing in:-  the creation of more democratic classrooms (in the
struction as a method to increase their repertoire Dewey sense). It may be unpealistic to foresee en-
of teaching skills.. They were not always successful, tire school wystems opting.a la Mosher for “just
but their diseussion “of both success and failure high schools.” Yet, individual teachers, class by

IMPLICATIONS . At this point, we simply don’t know either what

L e . « “is possible or what is fequisite to provide inters" "
. As noted at theoutset of this articie. we have active learning environments for both teachers and
deliberately selected a most difficult and complex pupils. A- developmental framework does indicate
“issue for a rescarch investigation. Thus, it is not*  that such educational problems-cannot be solvedin ¢
surprising that.the first st of results are’sgmewhat isolation. Consccutiveness and interaction are re-
inconclusive: Our earlier studies with children and quired. Pupils®tcachers, and. curficulum materials | -,
teenagers were similarly gromising, yet, €as from are equal participants in cither educational growth
définitive. The present study has a number of ob- or stalemate. . : °

.
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