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Abstract

Enhancing Iqtqrviemng Skills -

: by Bonita A, Tucker -

~'In thi; project an attempt was made ‘to npev‘ati‘ona’lite the
concepts involved in mterv1ewing benavio‘s and teach them to
s_tudent social workers in a systemtu munner The tench1ng
strntegy constted‘of an integrated apprcach, involving :nmponencs
of both the didacnc and the expenentinl tench1ng models.

Thmughout the project there was considerab’le emphasis placed on

" the acqu|s|t1on ‘of individual skills and the practica] application « »

of these skills -in simulated 1nterv|ews‘ Audio tave record'ings
i

were made of the students' interviews’ and these were utilized for ,
feedback and- evaluation. C e

The project employed a singl e-s‘ubject, multiple baseline

design. Thus baseline measurements were conducted simultaneously on

-dach of three different . interviewing ski1T groips, while the

teaching. strategy or mter\v tion was sequentially. applied’ to each af\
‘the groups cnnsecutlve]y ‘Evaluation was™in terms of scores on a
rat(ng stale devised.for the project. Measurements were taken pré—
mtervenﬂon, ,during 1ntervent|nn and post intervent{on. 5

The results of the project were generaﬂy very encouraging

- B 4
and the findings clearly demonstrate the efficacy of. the teaching

strategy. ' In each case.scores un&emnt a positive esc‘a’lat‘iaﬁ
following the onset of intervention and this trend -continued into

the fo11w-up‘ph$§es.

5
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s
fleld prichce has been lndiréct. The: S'tudent s taught in the

N L . GHAPTER 1 : ‘o : -
" - . INTRODUCTION . . : ) e

The tradi tional appriach 0 teaching mterviewing ski'ﬂs (n .) ]

c]assrwn theoretical\y what is involved in an interview and itds

hoped tbat in the field he will be able to im:egrite These co?\cepts in ) 4

his prucﬁce. Learning ohjectives are seldom explicitly stated and €ven l

less exp'llcitly evaluated. . ~ i
The 'student in the field is assigned clients and his own -

self- -report, fur the mst part, cansntutes the sole data-upon which

learning within the supervisnry process s issessed Aok 3 |

‘shiorteoming of su{:h,an approach is'that students nay consciously nv:‘

inconsciousTy ténd to distart what aétually oceired. A study by Blocksma *

and Porter: (1947)" denonS trated that there was Tittle relationship

betyegn what the stulents reported they” would. do and -what they actyally

did do'fn an intervied. Tils approach also makes the assumption that .. -

the student 15 sufficiently avare of the processes nvoived to record

his 1'nter'v1';.4\a,‘éuratew and insigntfuﬂy.‘ This is sm!{mgs.;n'

incorrect assumption in view of his lack’nf self-eyaluative skills and . >

inexperience. - There-is also a questinn of student resistance to the IS ?

supervisory process’ ftse]f. This top“: has received much attention in

the field superv}s‘mn Titerature. ‘One majur consequence of this

resfstance is a \*z]ﬁttapce on the part of the student to specify

1€arning difficuTties ‘because it night negatively affect 'Field

practicum' grades. Thus the’ student might tend to-word his’ recordi ngs"




- in _order to denonstrate that he has been more facilitating in Ris - -
client éncounters. than is, fi'fact the case. This may be done quite’ -
unctmsunus]y on ﬂne partof the student, but stﬂ] Teaves the field

1nstructor with-an inaccurate assessment of the student's perfnrham:e. P .

Flnaﬂy. the emphasis in lonkmgy at. student récurdings !s i ; s

nften on proh!m solving processes and 1ntervent1v= Strategies rather " .
Eﬁan on the basie: skills_ involved in the pmtess of interviewing, 3 hod :

3 Th1s'is a n_ecessary emphasis considering ‘that the student is de?Wm :
with the ‘resi' problens of a 'real’ client: It {s felt that many

Tearning opportunities ‘for the Student are neglected because of the . ; L

necessary and vingly between 7Tearning needs of
the student and Jhe responsibili ties inherent .in clinical practicé. * The
result is often an mbnu{ on the‘ part of the student tahm‘aste_r the
basi’c interviewing skills such as eﬁlabl Tng-the client ‘to feel comfortable
in_ the interviewing situation, ‘facilitating-seTf-exploration on the part
‘of the client, and perforing ,tﬁe‘sé actiyities ina syétenati‘c: “manner .. '
~ Traditionally soc1a| work suyerwsiun 'has had-'a strung

experiential cnmponent and thz student-: suyervlsur velatwnshw was'seen’

primarily -as a Lhehputlc one for ‘the student. ¥any aspects of this, G S

reTationshiip were vieved as being analogous to the i$sues which arise’
s he‘t'\'lee;\n patient’ and therapist. Thus,d large proportion of Fﬁe
supervisory ,;rqcess ivwolveé helpjng th: student.to recognize and work -
throughtransferance feelings towards the supervisors and ft was L
,.'5xpecua that a ‘generalization of tm} experience to the student's own
theraputic: behavior.with clients’ would occur. MWhile there are certain
’simﬂarities between therapu;{c and educational guu_'ls, the-emphasis is

different,- and frequently the theraputic aspect of supervision was




{ prachced to the detrimen't of edur.aﬂonal goﬂs. This crﬂm‘rc\le

‘, confusion and’ resulted in "a- Tack: nf spzcihdty and npera onal{ zation

Parual]y as & uacﬂon aga1nst this exper1ent al oriemsation.
v secial mrk educators have ‘more recenﬂy utﬂiaed a Mgh'l_y cngn1 t{ve.
didlctu: approach 1n m teaching of skms (Hansen. Found & Petro,

.. 1976) . - The 1mpl|c1t paradox inherent in the sole use of the didactic’ )

methodology is that :{ma the attitudes which the

5 iy fact. missi;ngjn the supé}visn»:—hinself':—‘~Tﬁe spudent;, "therefore,
does riot‘have' a.role model which he may imi tate. .\
uverny encuuraged becomes’ a riskv sttu-non where ‘the teaching

nbmsphere is riot: conducive: to such " The student is caughit in-a _bind :

;elf—exphratlnn. whi 'Ie

LEaN

studentis taught are bl

' between what ‘the supervisor is te114ing him tu do . and khat tpe supervlsur '

'h}mself does in the superv‘l sory. re’lationshfp.

/ General]y in f(eld supemshn processes there are Insufficlent

attempts made to d1rect1y observe the student social worker's behayior” -

with the'client. -More inportaitly behivioral objectives have not been
stated “explicitly. . One.can . only conclude 'that‘any changes |n‘

theraputic behavlor are due- to internal conceptual chunges uhlch have
occurred sqnew};at my;tical'l_v and incidently. The vanity of current

educational’ practices in soc1a1 work are being questioned and the need

for snpirv’ca'l Justification 15 being in:reasing'ly rzcugn‘lzud as a maJor P
« ] -

Issue in social work education (Hansen, Fnund & Petrn. 1975)

In_the present study an attempt is made: to deva'lop amore
sy,stematic approach to supervlsinn in at least one area qf social work
educatidn: ‘that of training 1‘n 1ntervieu|ng skills. The program Is

- based on ‘providing operltiogal definitions of the Ectgv1 ties ,lnvwl-ved
17 ' . e

: P

"




-

P . L

in interviewiag, and teaching thwindlvidually Ather than as’a ;

'-ethnd“ gf inten:fwlng. The skills which are sized are far from

” all-inclysive but i'oege cnn;en primarily because they represent the basic

skiils. tobe mastered before further growth in interviewing and/or' - e
problen-solving is possible. Hopefully by breaking down the interview -

“into i€s component parts, specific skills such as ‘questioning' or

'reflection of feelfng' are focused upon and learned by the students.

, The task fm-_the sfudent is to learn one skill at a time an;i

‘gradually develop a repertoire. The focus on spec!ﬂc’skﬂ]s as %

opposed to the totality of the interview allows one to,approach the

. interview more nna]yilcu11y and to 'deve'('op a more-comprehensive

ur}derstayimng of Bne's own skills and Timitations. Most importantly
it leads to the develounene of- exphcn learning objectlves on an

!mﬁndual has's.

Ideally. for -axmmn effectiveness, the supervisor would

dimct'ly observe interviewing sessions between the client and’ the studer;t.

"The value,of using actual clients has its limitations, however; both

practical and ethical. There is an ethical que§xim invqlived in

Vlsgig;ing'j Mnaive st;odent to a client struggling with'a problem, “ip_that

the_probTem has to be 'focused upon smetines to the exclusion of the
processes nnhzed in, the mternewmg behavior. In the present study
it was felt that slmu'latiuns wou1d$rovide the teaching opportunities,

" while avohhng the ethical cnnsideratlrms in dea'Hng with real dients..
By uﬁ‘rizing ro1e-plays of client problem situations,’ the opportun.i}y is
prov'lded to test skills in a setting whh:h is not so anxiety-provnklng
fur che"tudent ‘or_the client before’ direct; ‘translation into”operational

Anrachce. “Rlso, content and structure can be manipu’luted to produn:e the
N\ ' . <

!




- 5.
/ desired ﬁzaﬁi:é"sitdat‘lonm Thus -the students have ‘the opportunity to
practice and demonstrate that 'they Have learned the ski1l in question.

i3 JIn addition the i‘e’a'ching program utilizes mﬁde1 tapes which are as skill-

2 B specific as. passlb]e so that the st\l;dents :an look at their own
'_ . performar,ce in comparison to these mode]s. F o ’
The traditmnal didactic stgpa(egy of teaching general prmcip]es
5 and knmﬁedge has Tittle efficacy when used alone in the teaching of
Int'ervie’wing skills. “A]ternate'ly the experlentlal model has grave '} .
; Timitations in terms of lack of speclficlty. of teaching and 'Iearlnnq
goals. The proposed teachmg model for this project atte'mpts; to' E
incotporate the:thrée basic strategies involved in Tearning. interviewing

skills: T

(1) There is a didactic component in that the i;!d‘ividu_ﬂ skills
are expl{cated‘l;:y the ‘instructor ghd information is prn\;ided or their
definitions and \'x.h“ﬁ‘ty.' )

& ow e © (2) There is an experiential component involved in that the

, instructur mudeIsU these skills in the supervisor-student re1at\unsh|p

(3). There is a practical :omponent involved in that part/of the

‘, teaching expectations require:the student to gctually perform the i -
' .activities beiﬁg» exp]icated’ arid modeled. The students-are involved in
active participation. y r
In addition tr_|_ere is a strong er‘nphasis on principles of learning .theory.
“such a$ reinforcenent, -specificity 6Flearning goals, and quantitative

assessment and evaluation. : :




CHAPTER 11
-

REVIEW OF THE LITERATURE
G ; .
« A review of -the Titerature on teaching interviewing>skills
indicates that there was very 1ittie written.prior to the mid-1960's.
This reﬂeéts the Tack of specificity generally-in counseling education :
and 'is attributed by Matarazzo, Wiens and Saslow (1966) to the view
ehat psichotherapy is a private iﬁ:eracm_n between the\v';apist and
patient and therefpre should be removed-from public scrutiny. The
supervisory processes with regard to trainingin’such skills was._
therefore seen in the same 1ight. : a

Some of the more relevant studies done,at this time in fact

‘questiun the validity of the counseling process itself. Carkhuff and

hjs 'associateskcurkhuff, 1972, Carkhyff & Berenson, 19‘67) found
evidence indicating that many graduate students become less, not more
capable.of helping because their educational programs weres overly
cognitive and nonsy;tengtic, run by eﬁucatnrs who themselves lacked ;
basic helping skills. The now classic study by Eysené}( (1952)

suggested’ that people in need pf social-emotional help are as likely to:' -

+be rehabilitated without psychotherapy as with it. Carkhuff (1969)

found that cnunsehng as practiced bydns deflmhnn of a 'low-level’

@ helper not only, has a neutral effect but in fact can serve to retard

the client in terms of ‘his functmnmg .
The. first major deviation from the traditiona] psychoanalytic
training format was that offered by Rogers (1957). His emphasis on. the

glient-cenfered approach opened up the field to public scrutiny for:what
. r . s "
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occurs 1n psychotherapy, thereby .paving the way for -more éystematic

training procedures for therapists. His training model’ encouraged

‘students to d‘iscr‘lminate bétween r’aci]itat\'ve and non-facilitative

behaviors by having them nsten to tape recordmgs of experienced and
non-experienced therapists. This process not only allnwed for more
systematic supervision, but_ vecognized the acquiring of skills as a \\
vital part of supervision. The discrinination training provided,

however, was not as systematic as it might fave been and Jindividual~
skl'lls were not well-defined. Thus a student nnght be'able to
diﬁcriminate between an effective and a non- effectwe interview but not
be able to identify or practice the specific behaviors involved:

The next major inﬁuvation in vteacm’ng‘1n|:er‘ve;|t1've skills was
that proposed by Truax dnd CarRhuff (1967].° Their program.
discriminated between the high level and che low Tevel therapist bmsed
on The Tevels of empathy, warmth and geniiness displayed by each. In /
the First and second phases of the training program the students would /(
Tisten to audio tapes i'llus'tra‘gi"ng high and Tow levels of these three {
ingredients and-then rate the tapes on a seven or nine point scale.
The third phase of training entailed having the student, undergo a group
therapy experience himself, thus incnrpnracing an experiential

component i the training format where the ‘student could. apply’the skills

learned in the previous two.phases. 1In this respect it“is similiar to

Rogers' program in-that it helped the students to deal with feelings ami
conflicts e'\{citeri by the supervisory experience but it emphasized more .
than Rﬂgers format the acquisition of specific, facilitative \/ :
interventive skilis.: The specific behaviors, constituting the glam[

characteristics of empathy, warmth and genuiness, hpwever, were not
e ¢ g




exp'licit.'ly def'lued The -assumption’ is that if the stunents Tearn to
/ recognize These qual{ti3®; then they will be able to' incorporate them
mto their' oun interventive behaviors.~ Overall Carkhuff's greatest
ctmtmbution to the Titerature seens’ to be his emphasis.on evaluating
tlle resu]ts uf counselor training programs, and his methodology which

mcorpnrated the diqactlc and tne.expenenhﬂ approaches to

supenr“iﬂon . h
The traming progr.ams introduced by Phillips and Matarazm
(1962) and later*by. Hatarazzo. Phﬂ’hps, Wiens and Saslow (1965) ‘can be
construed-as the first prograns measuring actual student therapist
behaviors. ;[hese program’s utilized pre and past—training measurements

. under‘twya supervisory condivtinns. The first dgpéndéd on se]f—repor:ts
hy the students to their supervisors and the second CD"S’iSt‘Ed of actual !
nbservanon of the students in 1ntervmwing situations. Each sesslen

2wWas feﬂwed by a discussion between the student and the. supervisor,
in which the supervisor made recommendations for. specific behavioral
c‘nanges. Results indica‘ted that the studgnis undergoing tble latter
approach increased their, use of XZci'litating techniques, and were more
active and.influence ur‘lente‘d during their interviews. than the students
receiving tr;e former supervision. These studies illustrated the
possibility of isolating, defining and teaching concrete behaviors
within the supervisory sessions. Thg'_v.raining was not-as behayiorally
specific as desirable, t‘hough and the instructipna] approach relied on
delayed rather than lmmedvate feedback.

N\ Rervich and Geertsma (1969) attempted to compensate for these
deﬁmences by utilizing videotape demonstrauons of des1red behaviors
‘and se]f-observation by-videotaped feedback. oKagan and Krathwohl (1967)
also advocate the use of videotape as a means of providing feedback in\

" _ A



,assistir;g ‘sf.udents to improve t/hgir, skills. Kagan (1972, 1973 & 1975)
has developed a trlinh@ manual’entitled inteFErsml Process Rec:lll
which systematically teaches students skills.by having them observe )
thenselves on videotape in interviewing situations and subsequently .
receiving point-by point feedba:k not only fran the supervisor but also
from the client.

The most mp) nsive and th reyiewed for
the teaching of 1ntervleu1ng skills is-that proposed by Ivey (1971) and
Ivey and Authier- (1978). This mthodnlogy, 2also called IMCNCOHHSEHHQ
-’by'its authors; is.based on the assm\ption that the Cump'lex skills

required by an effective helper are best taught by breaking down the

interview into its component parts and teaching ach as a separate skilly

The mode1 incorporates the concepts of modeling, feedback, operant
reinforcement, didactic learning and extensive practice. The teaching
«strategy for the project under consideration has utilized many of the
principles- of 'microcounseling' in its formulation.
& “In Jooking at the literature overall, several issues emerge
which are considered to be relevant in the teacting of interviewing

skills. Generally there is no clear~cut empirical evidence leadinig ™

to-a definitive answer as to which is the nost effective methodology
but in the formulation of the proposed teaching model: the following
issues'were influential: . s
Experiential versus Didactic Supervision |

* The experiential or "growth" orientation in- supervision is
characterized by an ;mhusis on"experientu’l learning and"’a cbnnse]ing-
“type of ‘supervision. This methodology stressés the student's eed to
" "bécome 'anare,:of his own feelings and to-work through personal blocks

/



to* effective work with ‘cli’ents Assessment of" learnmg reHes on Lhe
student s own self -report in the form of mcordings of mterviews. The
mff'lcu'lnes inherent in the se'(f—report'lng method have aIready been

pomted out in the “Introduction’ of thls ‘report. Evidence provided by

. ‘Matarazzo (1971) amcngvothers. suggests that this case conference style

of -supervision has real. linitations in producing change in student
behaviors relating to interviewing. Kadushin (1974) and also
Rosenblatt and Mayer (1975) have pointed out that thére is 1ittle
confirmation of the ef‘ficacy of this method when utﬂ’ized. as the sole”
method for teching interviewing skills. ' ’

The didactic approach to learning incorporates: strategies such
as (a) modeling, (b) feedback and reinforcenent, (c) practice and
fehe;rsa} and (d) evaluation and assessment. Payne and Galinsky.(1968)
did a series of studies comparing didactic to expeHentia] traiﬁing
and found generally that the didactic approach produced-superior resuTts
in the trainees' abiTity to respond empathically. Many studies have
been done. 'on the efficacy of each of. the components ﬁf the didactic
method and a brief overview follows: o, E

(a) Modehng and Instruction.” Bandura (1969) asserts that
mnde]mg is ‘one of the fundamenta'l means by which new -behaviors are
acquired. Sever‘a] other studies (eg. Cyphers, 1973, Stone-and Vanc_e,
1976) have shown tiHat behavioral m&de1ing of desired ~1'm:er'view‘l;'ehinn'ors

is by itself superion to the tent condition. Furthermore,

odeling is paired with other strategies the combined condition

* ‘produces even better results.. Goldbérg (1970) found ‘that modeling plus

instruction produced better’resu]ts than .model1ing alone. He found that
instructions tend to make the desired-behavior highly discernible

5 Yy
and also alert the learner in encouraging him to attend to




re'levant‘ygateﬁﬂ 4 . %

/ ’ (b) Reinfarcement and Feedback 'Co;|c1us|:tiﬁs drawr; from
feedback and remfm’ eneiit ‘studles are somewhat anbiguous regarding7the
value of 'mmedmcy Bandura (1969) found that modehng facilitates
respunse acquisition while feedback and re\nforl:ement are necessary fur .
respunse mamxenance Reddy (1969) in h1s studies has produced some "
support for the superithy of- fmmediacy of feedback as compared ;0
delayed-feedback. : '

<. (¢) Rehearsal and Practice.. Rehearsal has _reéei\)ed Tittle
att_evition in the literature. On‘e study by Stone and Vance (1976)
included Vrehearsa'l as a treatment condition when they studied ‘the
inpact of Anstruction, Modeling and' rehearsal on learning enpathic
responding. Each cnll;ponent . possible
combinations. Rehearsal alone was foundto be least effectiy?gin terms

Y hay
of facilitating learning, but a combination.of all three was considered

“to be the most. desirable.

In assessing thé~for’egaing studies it seems that fpr maximum
effeci‘{veness both the experiential and the didactic teaching models
should be utilized. Use of the didacnc methodalagy ‘alone can produce
mechanistic responses: which would detract from the student's use of L4
these techniques m an |n5|ghtful and se)f»eva]uanve manner. . Also,
the -importance of re'latmnshxp mgred\ents Tike empathy, warmth xm
genuingness in the student-supervisor relationship is seen to be

essential in producing a.maximally effective learning environment.

(Mést importantly, a combination of the two yould provide the specificity

in Tearning goals and the systematic instruction which is lacking in

the experibntial model.



5 Generally it would -be agreed that videotape techniques are
invaluable-aids in 'counse;o}‘ training. They provide a re]atﬁia’ly{
non-obstrusive method whereby. the supervisor can furm’sh. immediate
feedback without the disruptive effecj:s of interrupting an interview
"in; vivg" and also provide a \‘le‘éy effective methad of self bservation

by the student. One study by Stone (1975) provides evidence for

" the superiority of videotape when compared to models provided by

instructional manuals and audiotape. It is-also generally agreed

that videstape {s more,stimulating and can probably hold the $tudent's
attention for a longer period than audiotape. The use of videotape,
however, has some practical limitations in terms of the greater

expense involved and the lack of these facilities iv most-agencies.

The qneétion to be addressed is whether the use of audiotape, which

has many' of the advantages of videotape could not-be deployed with
greater facility in training programs. In fact 2 study by Yenawine

and Arbuck1e’(1971) sho@ed that early in the training period the use of
audio rat‘her than v1d/eo mema is optimal. Ward, Kagen and Krathwoh]
(1972) found no s1gnif|r,ant differences in counseling effecnveness
among practicum students assigned to either a video interpersonal process
recall group or a group using the audio med'i’a. In a review o‘f research
Hansen, Pound and Petro (1976, p._112) found that these studies
;'reyealed no significant differences between audio and video techvmyesﬂ

Rating Scales - Qualjtative versus Quantitative Data

In any teaching strategy much depends. on the efficacy of the

measurement instrynent chosen’to evaluate the outcomes. In many. |



s]q{le-skﬂ] training programs ratiﬁg sca1e§ are seen tu. be the most

-effective means of assessment.

\
\

{
stfmes in the field. The issue arlslng in this area s dhether . - .

The religbility of rating scalef has given ‘ise tp several '+

'qua"taﬂve rating scales cun(he applied ‘in the same manner by
dxfferent Judges. How high is the inter-rater reliability? Also,
how\ thoroughly does one have to instruct in constructs 1ike 'empathy’

to obtain inter-judge agreenent as to the behaviors constituting that

construct. One study done by Blaas and Heck (1975) of. Truax's (197é) !

empathy rating scales pointed out that the d1fferent|a1 ratings by .
d}ffgrent Jjudges indicate that responses are being made tu ‘counseling

| s
sty]g‘ rather. than to the specific behaviors which may be facilitative

or ;\L;n»facilitative Several researchers'in tms area have indicated |
that ‘A ‘significant portion of the source of diﬂ’erences between raters/ £
is attrihutalﬂe to inadequate or differential training creatmg a _,/ :
different awareness. It was fogn§ by Hx]] and King (197(’3) that when
all judges were taught the‘fame skills these differences disappeared
‘and the more ‘clearly npgrationa]ize& the scale was -the greater the-

i inter_judge reliability. To avoid such problems with rating scales
direct behavioral counts have been utilized by researchers Tike'
Aldridge and Ivey (1’975).‘ Freqb‘ency counts have very real limitations,
however, in that they do not ;ln‘ovilde any 1nfomatian on the
appropria’te nature of the response. Lea (1975) found that explicit
instructions them§e'lves {ncreased the frequency of reﬂec(;_‘lon of fee'imgv
responses but not the rated level of empathy. In:studies focusing’on
“improving eye: contact, the dependent measure s breaks'in eye contact

and a perfect score using this criterion alone would be prnduced by a



- constant stare - certainly not a désiyahle or effective interviewing
technique. " ’
An-alternative is to use a combmatwn of frequency counts and.
also ratings on qualitative- dimé\\smns. This procedure a’l'levixtes
much of the criticism of frequency counts but again depends on the -

{ p » "
clarity and reliability of the scales. .Gingerich (1979) states that

the best measures are usually @’ smmle frequency -count or a pruportmn of

occurrence durin}n specified tine frame L
Farmulatmg a comprehensive “reliable rating scale for \Evaluatioﬂ.

is a problematical procedure. The most simple solution would be to
utilize a scale which ‘has a1r=qd.y been,standardized. "However, as
Ginberich‘(]ﬂg) points out ‘these tests. are usually not suitable for
single-subject research. ' The normative approach utilized Tn such tes%s

" is’ the direct opposite of the idiographic focus of the study in"
sing‘le subject designs. Standardized tests are.also often inadequate J

' because the range of aﬁﬂnies wm:h they measure is ‘too broad and

they are nnt suf'ficlent'(y sensitive to measure specific behaviors.




CHAPTER III

THE PRESENT STUT

The project under consmeratim 1§volves the brelk!ng down

of complex verbal and non-verbal 1nterv19)‘ng hehaviors into more

easily specifiable units. The objective is| to make the concepts

s Pf interviewi ng which are implici t'le: understood by most practioners

into more explicit and measurable foms. Tnls‘ is assumed to promote”

_the 'Iearning of these skills in several waysA

m

(2)

It will provide a relatively safe trninlng graund where .
the student riay practice tnz skms.

It will :nptrihute to the student s  professional self-

. confidence as he sees himself Imprﬂvi’ng. .

(3)

)

The

It will provide an opportunity for' immediate and
skill-specific feedback. R

1t Wil “encourage generally a more analytical approach
to Iuv‘-n!ng. . X
purpose of this study'is to design and test a method of

teaching interviewing skills which -incorporates the important elements

of the didactic training mode] with the experiential component.

/
- The didactic portion of the program consists of the information

sheets explicated by the supervisor and read by the student, as well

as.the rbferences made to outside sources. These,instructional sheets

generany describe the skm and provide a rationa]e for its use.

Copies of the sheets ‘are provided in Appemﬂx I). Both instru:t\onil

material and the model audio tapes were developed to enable the.'student




? - - to discriminate how and where the skill is actually used and alsq the

.- appropriate levels offusage. The use of the audio media allows. for ‘the

\ immediate feedback stressed by learning theorists for its positive effects
on learning. It also allows for the division of the interview into
e  smaller concréte units for the purposes of teaching without the O

;, . E disruptive effects inherent in.continuous interriptions during actual

|
{
i
i
i
i

o D ) (nterviemng sessions.

1 v o In addition to the d1dacnc teaching methodology, the experiential
component s also utilized. The supervisor:demonstrates by his own

yor i example the use ofktnese skills in téaching ses‘s‘1uns and also emphasizes/

! . the re!ahnnshlp ingredienits of -empathy,” warmth and genuineness in his
re'lat{nnship with ‘the students Thus, the teachmg program_ is not .
simply. @ mechanical prccess of explication and instruction but Is . : !

dependent to a certain extent on the marmer in which it 1s conducted Ki

Tms 1s similiar to and models . in many ys the relationship skills
' expected of the student in his worker. 1+t. relationships.

2 i ‘ g e o

Identification-of the Interviewing Skills, T i
g T ' : e
3 3 i . B 2 < |

% - Studies by Zimmer and Cowles (Wﬂ) and Zimmér and Peppyné (1971) *

~found that the global dimensions of empathy, warmth, 'and-gemn'nenessi
i can be specified mare precisely in terms of specific responses:which .
are the components of these dimensions such as reflection of feelings,  —

i % Pt ded gt i and behaviors. The 'skills chosen for

inclusion in this _program are’similiar to those emphasized in
teaching models proposed by Egan (1975), Brammer (1@73). Ivey (1971)
and Ivey and Authier (1978). - A review of the literature in this

« & respect reveals that fost authors agree on the general types of skills N £
. I o . b oy




& responses in the nature of verifymg with the client; wnrker

. » @
involved in Intervieﬂ'ng and differences occy wainly in the 1nd(vldun1 OL .
:uss1f1cnuons and specglﬁcﬂy of hehaviora'l componen\:s. ’,/ 3

The present. project involves the teaching of three g/oups of - 5 *

1nterv1ew1ng skills.which are further suhdiv‘lded |nto the fonowing © e

components. i £

Skl'l'l Groug Listening Skills, )

and verbal behaviar relating ‘to nlient d1sc1nsu:&. e -
(h) Perceptlon-checking l‘:ehav'lors wmgh invo.lve verb: il
per:evﬂnns of what the client is saymg and/or demonstratm' by non-"" %,

) verba'l 1"41:3?{0"5‘ %

Ski11:Group 2 - Elaboration Skills

.. These behaviors are, dés to ] prmnde a maxmum of - R e
“clarification uf the client: prnb'lem both for the worker and the client. - "»
Essential cmpungngs of ‘these skills are: ; :

(a) Questioning in a mva‘r'mer which elicits maximum dnformation

from the é]ient, -typically referred to an open-ended questimﬂ'ng. » 4

(h) Focusing behaviors which entait pinpmnﬂng the

interaction on the re'levant detatls of the client conlnumcanon. a]so,
partializing prnb]am evencs into smalier,. mnre wnrknb]e units.
k{11 Group 3 - Responding Skills e , : ey
” These are. deflned as worker-initiated statemencs 1ead1ng ta the ! v e ¥

bundmg of trust <in" the rehnansmp and self-exploration en the part




of the client.” These behaviors are further specified. as:

enable the cHent to becom} aware of and accept his nwn. somenmes hldden e

- -feehngs In admtmn demonstration of worker undev‘standmg relected in -

. such statements encnurages the building of trust in the relationship

and in the worker's ab\hty to- help.

(b) Summarization statements which ,are’seen *to be essentla’l
for providing continuity within the interview and serve as & stinulus

 for further discussion and direction. . . 0

The foregoing classlﬂcatwn vs nat meant to .be an exhaustive or

all-emcompassing one, rather it is deemed.tu include those skills which

. are considered by writers in the field (eg. Brammer, 1973, Ivey, 1971

& Egan, 1975) to be most ba.stc to the fomaélon of a trusting rapport

with the client and to underStanding his problem both as he sees it and:

‘more objectively. These are considered to.be the primary skills to be )
Wastered before_any work is possible in the areas of pmb];m»so]ving, C

lecision-making,_contracting or evaluation of outcomes.

ngotheses and Assumptions

\The following assumpti‘o’ns form a necessary prerequisite -to this
project: 4 R )
o (1) It is possible to Tessen ‘the behavioral complexity of the"
interviewing précess by focusing on single skills i ForwiTating
“specific goals. il o : B
@) Trﬁs method provides ‘mpartant opportunities for self-
o‘l?servation on the part ‘of the student. Immediacy of feedback-is also

provided by utiliziig the audio tapes. At any. point the tape can be

(a) "Reflection of fee]ings statements whlch are deslgned ‘to 4 g




{ stnpped and dlSCuSS10ﬂ of ‘the point’in question can ensue wichaut
disrupting the process of the interview:
(3) . The fact that. the 1ntervlews are s‘lmu'lateﬂ navﬁsevera]

3 advantages i’ lessemng the anxiety of the student thereby- enabling .
“him to become mcreak\ngly open to the 1earn1ng uppurtumt\es
provided. In ladmtwn, eth\ca] cons(derahons in terms of usmg

T = ac Jients as 'guinea pigs' are avmded ¥ & P
N U(A) Even though the problem situations are simulated or
; rule -playéd, the ski11s learned'should be fairly readily”
transferrable fo 'real life * counseling situations:
: (5)  These Kinds of .sk‘il]s are H’earned most.effectively by a
N combination of exper-dential and didactic teaching stra/tegie; rather .-
than. by either strategy used in isolation. While cogyﬂve materials

are provided in terris of explication and references, the major

enphasis within the. program i on participation. practice and behaior, ”

. ¥ “(6) The nethodology provides advantages: for both. the student

7 and the supervisor which may not be apparent in ‘alternative teaching

situations. There 15 a demand for active involvement on the part of

the student and a consequent demand for explicit 1nstruct1xm o the

part of the superwsor ’» ¢

If these assumptwns are valid, n: _is reasonable to pose the

« . following hypotheses for the nroJect' R .
P Post-intervention scorés of each individual involved in the
study will be significantly higher than baseline scores. Intervention

is here deflned as the teaching strategy uhhzed in the project.




e 20,
i,
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& The greatest initial gains in scores will coincide with the 4
teaching strategy in each particular skill group. " ¢ 7
3 The use of this model has viable research possibiﬂtigs in
promoting understanding of the processes involved and further -
délinatiﬁh of the relationships between one skill and another. -
u
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_of behavior change over tine and this design avoids the problens

CHAPTER IV

#  METHODOLOGY . 4 .

| JIn'this section a description of the eperimental design, the
subjects and ‘the Leachinq strategy or dnterventioh is presem,ed.

The procedures followed are exp]amed and the rating method s LV
descri bEd

series. type utilizing a miltiple baseline approach. The reasons for
the /uti\ilation of the sing1e-suhject design are as follows:

('I) Each student-procedes . from a different Tevel in factors
such as matunty‘ and abihty to CDnceptua11ze‘ therefnre, his
1eammg needs. are specmc o hin as an individual.

(2) . By using each student ‘as his own control any- *

stati stica}lyj

sigiificant result is more justifiably attributable to
the intervention procedure rather than 1) external factors.

(3) The ongofng nonftoring ‘of/interviering skills is possible
ina single-su}iject design and is not practical in a larger group.
Thertby, mediate féedback concerning the progress of the teaching
strategy s nore readi1y ayailable both to:the superyisor and to
the student. i o ~ .

(8) It provotes in each student a sense of_responsibility and
\nvo‘fvemem in the project and encourages self-corrective behaviors.

15) The project was’ developed primarily to reveal patterns }

The design of the project is that of a single subject, time “\



inherent in averaging over groups which tends to obscure such. changes.
(6) The utilization of a cmtr‘ol group d‘es‘gﬂ would have
meant withholding the teaching strategy to a certain grow. of
individuals, this_was seen to be eithically unacceptable in the field
practice situation. . 5
The advantages gained by utilizing the multiple base line
‘design are.as follows:
(1) It would allow one to infer more explicitly the
'-cau\ﬂl,relationship between the intervention and changes in behavior
reflected in the‘ scores ‘on the rating scajes.
(2) Time limitations mad? this design more des/1rab1e than
'oAthers in thit intervention could procede with one group-of skills
while base]ine measurenents could be obtained on pthers. Thereby,
in’furn_ation could be gathered concurrently on all three skill (groups .
£{3) It allows for the comparison. of ‘scovessbeforé, during and
after intervention has occurred. i 2 _
(4) Information is available regarding generalization
effects or how the t\uching intervention in one group of skills can
effect performance in others.
Thie methodology employed involved the s imultaneous measurement
of baseline data on all three skill groups, while sequentially d
applying the ‘teaching strategy to one group’at a time at bl—weekljr
intervals. Table T depicts the sequential application .nf/ the

teaching strategy for the dﬁration of the project,




. Résponding Skills

5 i
TABLE. 1
Multiple - Baseline Design Phases =
3 v

" skill Group ‘Baseline Intervention Follow-up
Listening Skills Weeks 1-4, Weeks 5-6 ~ HWeeks 7-12-
‘Elaboration Skills Weeks 156\ Heeks 7-8 Heeks -9-12
Weeks 1-8 Weeks 9-10 " Heeks 1112

Teaching Strategy

e @ =
.~~~ . The teaching stratedy consisted of the same Steps’ for each. skill

group and proceded as follows: ~ -

(1) An‘inftial explication of the skill. This presentation-

\generally: (a) introduced a definltion of the skill, (b) identified

the behaviors which constitute the skill, (c).provided'a rationale

for use of the skill, and (d) presented guideh‘nes and instruction for 2

its- use and some practice examples. Instruction sheets #ere’ given to

the. stude»ts’for future reference containing the above information.

. . ~
“1These’ sheets are presented in Appendix B.:

(2) A audio tape was presented which illustrated effective

references were suggested.

C

-use of the skill in practice. Discussion’followed and outside
i

N

ey RN . .



(3)  Each student then performed-a role play of an interview
in which hé played the part of a social worker. S g
(4) At the next session a replay is preserited of. the student's
eV Touly recorted Poleplay.. THass Lpss el begn previously
rated by the supervisor and feedback and reinforcement was. provided
at this time, with the emphasis on positivé reinforcement of .
desired .behaviurs and sﬁ\;gestions for possible change‘s in, responsgs. *
In this session the emphasis was only on the particular skill in
question, 4 ’ »
15) ‘Each student then perfoms another role-pisy of an
intervien dealing with.a different situation. )
(6) Each tape is subsequently rated by the supervisor and at .
the next session feedback and reinforcement are brgvided/ to the

student on his performance.

Each of these Steps was replicated during the two veeks (or
four.‘teaching sessions) assigned for explication of each skill group.
Once the teaching strategy had been implemented t“he student was left
to work on that par"t’icuhr skill group on his own .and as fen references
as possible were made to'it in subsequent’}fqaching sessions. - This-was
seen tobe nece;sary ;n view of the attempt to make the sessions.as

skil7-specific as possible.

Role-Play Situations

Wherever possible these situations were drawn from the’ student's
own, cases. Others, however, were drawn from a wide range of client




P \
problen situations. The sitations were varfed so that all possible
types of cIientvcontacts could be inc'ludedl from initial interviens
through ‘continuing treatment to terminal interviews, so‘that,students
could experience each. There was an emphasis on problem situations
Im;o]ving alcohoTism, since all four students were involved in
agencies providing prinary services to alcoholics.. ~ A

The situations to be role-played vere chosen by the Supervisor
and a brief synopsis was provided for the student to read over and
rehearse fiffeen minutes before he perforfed the actual role-play.
These synopses are presented in Appendix A. - .The teaching time '
alloted for esch of the three ski11 groups was eight hours.. These
were sub-divided into four two-hour sés;ions ex‘tendlng over a two-week

period.

Measurement Strategy . e .

Evaluation was in terns of the student's ability to demonstrate

. the different skills during rolepliys of approxinately fifteen to

twenty minutes duration. ~Each of the two students in‘ each agency

. performed first as the tsocidl-worker’ and'then as the 'client'. The

\

‘order of who would play the part of the 'social worker''first was

+ consistently varied to control for differential effects in scores

arising fron this ..,ecnoc{ol‘«agy. ) N

Measurement of abilities was in terns of scores on a’ rating
scalle de»f_ised by the supervisor for each separate skill within each
skill group, These rAting,sca]es are p’resentzd in Appendix' C.- The

rating scale took the form of a statement mde in relation to a

| )

i
i
|



"an extremely high degree OF competence and consisfency in

desired behavior assuned to be a constituent'of- each particular skill.

Ratings were on a scale fromone to five: A rating of ‘one’ indicated

-.that the student exhibited no perceivable ability to demonstrate the

ski11, while a rating of -*five' indicated that. the student exhibited

dernonstrating the relevant skﬂl' An éxpjanation of all numerical -

ratings is presented in Appendix D. Since there was also'an emphasis. -
on non-verbal behavinrs in_the project, ratings-relatirfg to these -

behaviors were directly recorded by the supervisor at the time of the

actual ro1 e-play. f

Teaching Instruments . .- =
Generaﬂy. ‘the \Cwstrm:twnﬂ sheets, the mode] tapes, the E 1

! students own tapes and the supervisor served as the core teaching

’nstrunents for the proje
Subjects : . C

T);e subjects for this project were four undergraduate social
work students: These students \were‘In the process 'of completing their
faurth-year: field practicum requivenent, an teachiig sessions took
place in the agency settings. " The studenits were assigned to dshe
‘agen‘ctes for a period.of two days each. week for a thriteen-week
duration which corﬁst}tuted the Winter semester of 1980. 'There were two
students - in each of two agenci;s. Teaching strategy was. implemented in
a trlad consisting, in each dgency, of the tvo stidents ‘and the Sipervisor.
Student moiivatinﬁ was generally of a very |;|'§h calibre since the

opportunities in these agencies were relatively few for ongoing



one-to-one interviewing pfact‘lce with actual clients. In-one agency
contacts were of an extremely short-term duration, and 'in the qther,. the
students were pr1nc|p'a1 1y engaged in the area of community education
and development utiizing relatively Targe groups of clients. The #
students saw the project as comprising a very 1argé ‘part of. their
preparation for fifth-year field practice and eventual work in the.
field. ~1t was explained to {he students that this project was to be
used as a thesis project for the supervisor and they gave written
pemissﬁn for its use for this purpose.
[N

'




CHAPTER V W

FINDINES
The major purpose of the preéen: stuﬂy was to assess.the

effectiveness of the ‘teaching strategy as reflected 1n the scores of
each. of .the subjects. ln’this chapter the results of the project .
are examined and explanations for outcones are considered. Evidence
will be prov1ded of tne lack of autocorrel atwn of 'the scores,,
positive impact of the tgachinq strategy and significance of/the
findings, In addition.to the overall abservations of results which
-will be provided here, a breakdown of each individual student's
results is presented‘. This seemed desitable in view of the fact
that the project utilized the single-subject design and there are’
individual differences in resulig which warrant attention.

" The mean scores obtained during baseline, intervention
(teaching) and follow-up phases have been computed for each student
and are i]lust’rated“in Tables 2 to 4 (p.23). ‘As-is apparent’frnm
these tables: the sct;res underwent a positive escalation within each
skill group for'each student invnh;ed in the project. As pointed out

_in the previous chapter (p. 22) observations pere conducted
concurrently but intervention was int;‘vduced sequentially for each
skill gruup.’ Therefore, thg “humbei of weeks for each baseline phase

“varigd with each skill group. - The mean scores were combined and
5 7 !

« ‘averaged for all four students and are shown in the last column of

the tables. Thus the relative changes in scorés for each skill .
group can be“compared across a]\l four students and the averall
[
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FolTow-up 37.5 33.5 35.5

. THLE 2 ;
) * Listering Skills - Mean. Scores
Sessions = Phases Student Studént - Student Student . -Combined
s # #2 ) #
A-4-_ Baseline 18.25 17.25 - 255 1625 19.31
: o o 0
56 Intervention 31 30 33 2.5 30.3
18 Follow-w 3.5 295 3% 3.5 32.6
910 Follow-up 3% . 335 35 - R 3
W92 Followw | ¥.5 335 %5 - W 35.3
' 1 " .
' THLE 3
Elaboration Skills + Mean ‘Scores
“Sessions * Phases Student Student Student’ Student Combined -
iy #1 # .8 M :
-6 Baseline 19.83 17.5. - 2007 - 17.67  19.79
7-8 Intervention . 37.5 30 36 3 . 33.83
910 Follow-up 7.5 335 R a 33.75
=12 . Follow-up w0 335 % %5 35.78
“TABLE 4 :
Responding Skills - Nean Scares .
Sessions - Phases Student Student Stulent Student Combined
gl BT # #2 # i
18 Baseline 20.63 17.%5. 23.88 /1675  20.12
910 Intervention 38 34 3 3 34
-tz ]




i
effectiveness of the progran can be more clearly dmows/

~can be seen from viewing the tables'the differences—i scores. between

o . ‘ baseline and post-interventive p/hases’fre relatively consistent and
~ ' demonstrate an overal tﬁ on in scores of approximately 'IE pn|nts.
- Skﬂjjrom:; showed a s1ightly Tesser incredse in°
Ui /Aoyes than the other two groups. &

Tests of .autocorrelation were performed o a1 the data in
accodance with Gottman Vand Lieblun's (197‘4) caution that all stat‘ls;:ica]

. procetires utilizing the siyle-siblect design shu1d be preceded by
P 7 “tests for autocorrelation. It Ts cnsidered that If thedata are \ ’
found to be autocorrelated then they are not amenable to ar;y further
statistical procedures. “Results /demm;strat‘ed that the data in this
'prqiegtv-were not autocorrelated. Table 5 depicts the autocorrelation
coefficient (r) for each skil grouwp in relation to each subjéct in

T " the project. Scores are considered to be uncorrelated if 2/ is

1
L
|
|
greater than r in each Acase As {sevident from the table 2/ym ks j i
\/‘a'r\es m th each skill group but is consvst/r\t for each stident ; {
¥ since the number of observations was the same. For further ; i
explanatiun of the autocorrelation procedure the reader is referred :

to Jayirtne (1978).
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< ‘" Mtocorrelation Boefﬂdqy/ S . =
SN Grop . Stidimt . FDuring Baseline-~"Ficore A
) . e
o 25 <]
) ‘({’Mw‘ : s
i Listening,.s¥if1
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! 3
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2.63 K3l .70
wes g0 o .70
©nes . 53 .70 -
18.75 31-7 o .
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n equals 4 for Listening skillg group. | I
n equals 6-for Ehnnram;n Skillsgrom.
\ - ‘ o .
i 4 ' n equals 8 for Responding Skillgroup. ¥
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The two-standard deviation procedure (Jayaratne, 1978) was
performed on all data-in order to establish the statisticalsignificance
of .the results. This procedure provides evidence of significance if it

is determined that there are two or more successive scores during the

intervention phase which are ‘two-standard deviations from the means

4 during baseline. The issué of whether this is a "true" statistical

procedure was seen as being secondary to the 'clinical' significance
of establishing that the teaching strategy had indeed produced a
s1gmf|cant pos\twe effect on the behaviors lnvn'lved which were
ref]ected in the scores. The criterion for success in this project

;Awas a positive ehange in intervieying behaviors and there was no

y specifi:ation gnad.e at the nutse‘t' as to how much improvement, in .
quantil_ative t:arms, was neceé;ary in order to prove effectiveness

“of the interventive strategy. The two-standard deviation procedure

‘ seemed adequé’te for this pur’pése‘ The metnado'logy is' based on

_xthe assumption that each ,student is unique in hvs motivation and
capalnHt\es and, thenefnre, each will behefit d1fferent1y from ‘the
'rpr‘ugram Sy om o )

Results, have been graphed for each, student and are presented

in Fi‘gures 1 to 4. (pp 33—35) The graphs depict the scores nhta\ned
by each student during each ‘of the three phases; baseline, |ntervention
and fo]'low~up. In each case the’ maxmumfscore obtainable was 50 pmnts.
As can be'seen theré is a pnsnwe esca]atwn in scores for each 3
student. The horu]zonta’l Tines represent ‘the numerical value of two
stqvﬁdard ‘deviations from tﬁ; meaii in each case: For each student

there are four. or more Gbservations Tocated outside these bands of

significarice-and this situatioh is considered (Jayartne, 1978) to be.




: Fﬁuhe 1.

B -
. ) ’,
7 E
50-|
e
4 é 40’, .
L ;
g5 23.39
Fa £=20.63
20
10] - -8
e 7S 4 L - P L L L
Session # 1 20 3 4°5 6 7.8 9.10 M 12
¢ A i Baseline P m:;s “E11ow-up
 vention
50- [ .
o O :
= 40 . ; *
z
e | . 3 X
sg % !
r;é — 2 25:55
§ - 204, /\/ £=19.83
= 4
5 g0 e — 14.11
e, 4
’ LY L T M | " i L s "
+ Session # 12 3 4 5.6 7% 9 10.m 12
5 L Basetine * - Inter- Follow=up
%50- 3 vention
= 4| 2 - ,\‘/T—‘\
e -
28 - 22.69
55 % R=18.25
E iR ; 13.81
) - : ) b L Y. L
Sesston # 1 2 3 4 .5 68 7 8 9. 10 -1 1”2 .
P} Baseltne’ Inter- 5 Fu'l\ow—up
Y - ventfon o e

5cor=s for Student" 1on three SN groyps.

/'
Mote . Urhe hortzontal Hnes on each graph represent 2 standard d&viﬂtlons
. “from the mean.




. s
N S i
o 50-
¥ o -~ .
CE ,
&
28 30~
: €5 1
: 8 2
&
10-
s \ L n T TS .-
Session # 1203 4 5 6 7.8 9 10 N2
Baseline © Inter-  Follow-up
N vention
o 50+ 2 3
2 : & >
_ .40 .
@, -
S& 30
- 38
20- - 21.64
% £ e =17.50
N - .36
. 0. 134
| n
’ Session # 12 3. 4.5 6.7 8.9 10 112
© Baseline Inter- Follow-up
50 vention
W 40 i
= o _—’/\,_./‘
&, 30- "1 B
28 20.91
T8 20 .
. §° §=17.25
2 - T 13.59
x 3 L1 : i 5 N
sesston#' 71 2 345 6 7 8 9 10 1 12
Baseline Inter- Polloy-up

th;re 2. “Scores for ,Stuqen't 2 on three skﬂ:l groups.

\ P Note.

The horizontal lines on each graph represel

from the mean.

vention

w

nt 2 standard deviations:




.Responding Skills
Score

Sessi

Elaboration Skills
©  Score

f: L S kT ) .
3 "4 5 6 7 8 9 10 M 12
Baseline Inter-  Follow-up
° vention

on #

~

3
5

30.03
I f=24.17

18.31

n
¢

S
§

Session # 1 2 3 4 5 6 7 8 9 10 M 12

Listening Skills
Score

Session# 1 2 3 4 5 6 70 8 9. 0. M 2

Figure
Note.

T
- Baseline Inter- Follow-up o
50-| - ventlun

W
-]
T

~
e

10- ’
. i

¥

Baseltne Inter- R " Pollow-up ey
vention

3. Scores for Studant 3 on three skili groups.

The hm'lzonta1 Tines on each graph represent 2 standurd dewatfuns
rom the mean. |




. 36.
" ‘
50-| '
) gl _
T a0 ¢
&
o0 /\.
3 . / :
23 g 24.80
C ” .45
10+ - z :
oo i " " i L " " PRI arSepey T
Session# .1 2z 3.4 5 6 7-8 9 10 N 12
Baseline 3 Inter-  Follow-up.
1 vention
50-
T a0 )
o ! i &
52 S P
58 .
53 20.39
LI i e el ; T=17.67
z " 14.
Wt . 5
3 ; sl PR,
Session# .+ 1 - 2 3 4 5 6 7 8 "9 10 1 12
& . Baseline Inter- Follow-up
50- -, vention

20.67

Listening Skills
Score
8
7

- \\/ ’ %=16.25
S10-1 11.83
Sesston .. “1 2 3 .4 5° 6 7 g 9 10 IRIIF]
’ Bdseline Inter- - Pollow-up
vention

Figure 4 Scores for Student 4 on three skill groups,.

on-the mean. _

Hote: The horizontal lines on each:graph represent 2 standard deﬂan\]ns




adequate to establish the statistical Significance of .the scores, hence,
the effectiveness of the teaching strategy.” The means have also been
indicated for each graph and, are shown in the extreme right-hand margin
for each. . ’

In Figure 1'which illustrates the scores for Student 1,

intervention in each of the skill groups can be seen to_have produced

' an escalation in scores. The mean score ircreased by 19.25 points

¢ in the Listening Skills, 17.67 points in the Elaboration Skills, and °

16.87 points in the Responding Skills. - The most dramatic increases

were in the Listening Group for this particular student.

The results for Student 2 indicate very stable baseline

scores with a variation of only .25 point§ between the baselines of

the three skill groups. This indicates a lack of generalization

effects across the three groups. Intervention effects Were most

dramatic for the Responding Skills with a differential of 16 points

between baseline and post-intervention mean scores. The differential: -

in mean scores fo the Elaboration Skills was 14.83 points and for
the Listéning Skil)ls,' 14.38 points.

The results for-Student 3 ar'el generally the Teast dramatic of
the four subjects. Differences in :nean scores between baseline and
pustvintergentiun range. from 11 points in.the Listening 'Skﬂ]s? 11.83
points in the Elaboration Skills, and 11.62 points :in the Responding
Skills. These are the lowest differentials in'scores-of all four '

subjects and jare partially explanable by the fact that scores-durirg

baseline for this student were geperally higher than the others,

NP A i »
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indicating that the student's skills at:the beginning of the project’
were at a relatively higher Tevel. There was no evidence of
generaijzation effects for this student, in fact, baseline, scores were

sumewhat’ lower in the Responding Group than in either of the other two

- -groups. \r{ms, explication and practice in the flv‘st two skn] grunps

did not effect the baseline scores of the third group.

The results_for ‘Stndent 4 showed. the highest increases in
Listening' scores with a differential of 15 points and least in the
Re;pandind Sgr-aiu:v with a differential of 13.75 points between baseline
and ‘post-intervention mean'scores. Generally, scores for this student
tended to, be more erratic than those of the other three students and
baseline scores were generally: Tover. :

Generally, the teaching strategy can.be seen to have been
effective in producing an escalation in scores for all subjects acrdss
all three of the. ;kia] groups. TabTe 6 illustrates the mean differences
in scores. The.means of combined scores of all four subjects have been

computed for each of the project phases and are shown in this table.

TABLE 6

‘Comparison ofMeansfor Four Subjects

Ski11 Group R During Baseline R Post-Interyention',
Listening Skills 19.31 f 31.38
; /
Elaboration Skills 19.79 © 33.04
Respondifg Skills - 20.12 : "34.56
o \




" o CHAPTER VI

- ‘, ~ CONCLUSIONS & RECOMMENDATIONS.

[ - |
:Ihe ‘ﬂr/st part of this chapter will be cancerned with the ' %

" “behawioral changes note& within each skill group. Generally, these ¥
pertain to the more qu‘aHtative changes demonstrated in student - ;
interviewing behaviors. Sl{:bsequent]y,’ exp]anatinns for the reﬂe;:ted N i
outcomes ‘are considered and some of the possible implications for

“ utilization q'f this téching strategy will be examined., F|na‘ﬂy.

suggestions for replication of the project and the possible.limitations

# 2% of ‘the present methodology will be discussed. - . : *

Listening Skills : x T s i
' — /

’ fa . "
The effects obtained on scores relating to the listening.skills

. * a after introduction of the teaching st‘rategy seem to be the least dramatic
oy of all ‘three groups. This resultis ex‘p‘] ainable by the, fact that most ‘.
. students.have had more prev%ous knowledge and experience with the’
behaviors constituting these skills. The ﬁntah\e exception is with s

v the ‘behaviors associated with perception-checking which reflected very

Tow baseline scores. Students had difficulties in verbally and

| exph‘citiy ‘checking }heir perceptions with th; clients. They tended to
¥ * be especially unaware of the incnngruitiei aisp1ayedvhetwmp c1‘1ent’s‘l
yerbal and non-verbal behaviors, or at least did not acknowledge these

i
|
1 © . incongruitigs verbally. -The responses to non-verbal cuesof the Glients
| B : was-one area in which [there was relatively Tittle improvement over the

i

|
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course of the project. This might be explanable by the fact that there

was no video feedback. Although the suvervisor‘ repeatedly pointed out

this deficiency, students could nut directly observe these nun-verbal

behaviors after the actual mterview This is cansmered as bemg one
area in which video feedback would have been more beneficial than the
audio feedback, whi/ch was provided.

; Ina study, by. Kelly (1972) eye contact and forward trunk Tean '

wvere found to correlate highly with client perceptions of empathy,

concern and respect. The incidence of dppropriate eye contact and s

relaxed, inclined posture showed great improvement over the project.—

Also, included in the attending skills of Skill Grlup T were the verbal
sfollowing I;ehaviors associated with.the acknowledgement of client

verbal messages. These are elSewhere (Rosen and Lieberman, 1972)
classified ds stimulus-response congruence responses. The increased

use of these skills, as indicated by a decrease in interruptions and
worker %ni ti‘ated égendas was evident as students increasingly ‘demnstrated
a wi]linghes; to attend to those verbalizations which seemed of most _
concern to the clients. !

Finally, the students seemed much ‘hore able by the end of the
project to cope with silefices and pauses in the conversation. The pace
of the interviews slowed down considerably, as students began to feel
more confortable with\th:.‘ inevitable; but often very productive attempts

of the client to verbalize his concerns.

= 3 o
D'Augel1i (1974) among others has assoCiated the asking of open-

“-ended questions with greater counselor effectiveness, At the beginning



of the project, students generally overused the interrogative type
~questioning. The number of closed-ended questions was greatly reduced .
and the use of open-ended questions was signi}icant]y increased by the
st,u/iients over the course of the program. «The behaviors involved in

this group showed the most dramatic increases in scores of all groups.

Also, students seemed to obtain most.benefit from the feedback afforded
by the audio tapes in relation to these verbal behaviors.’ Tapes ‘could
readily be stopped in response to an il1-phrased question and the student
requested by the superUisor to rephrase the question. Because of the
specificity of the request, students exhibited 1ittle difficutlty in
app'lymg Lhe principles they had Tearned with respect 'to these skills.
The use of 'why" questions especially decreased as they, were seen to be,
in many instances, non-productive and students could readily discern
this by the type of nondir"ect responses they tended to elicit from

clients. They'were also seen to be in a sense moralizing and served

to)alienate the client in some indtances. - Students, over the course’ of o
l progran, were increasingly able to phrase their questions in

flexible manner thereby providing the client with maximum opportunities

for se]f»explora‘tion‘ -
The effec;:iveness and necessity of p'artiaHiatinn of client ’

problems has b‘een well documented in the'literature (eg. Shulman, 1979).

Students- generally improved in these behaviors. The most notable »

improvement was evident in their abilities to focus on the present

situation of the client. The lack of thils facility did much to '!uwer

the scores during baseline measurements. By the end of the project, -



)

4.

however, thire ere fover diversions into the reasons for past clfent -
behavior and é m;Acig g‘re'ater. focus.on'here and now' sw‘tuat(ous.‘ ®

, Students also demonstrated a much greater facility in breaking down T s
complex problem situations into their comporient parts and in the A

ordermg of priorities:

Responding Skills s .

This group had the Tongest baseline phase and éonéequent]g

the shortest follow-up period. It is felt that a longer follvw;up ’ drms

per?nd would havelbeen benefic!'a1 and would have produced a greater 3
positive escalation in scores. Unfortunately, time limitations did -
not allow for this as it mincidec/] with the end of term.

(a) Reflection of Feelis. Wile most students demonstrated

some competence in reflecting the content of client verbalizations at

f7he beginning of the program, more difficulties were encountered in
demonstrating that they understood and could réspond to the underlying
'feeHngs' of the client. These are often not directly expressed by the
client and require greater.insight on the part of the student. By the
end of the project the students had made considerable progress in their
abilities to respond appropriately to the feeling component in client
verbalizations, especially tnf: more obv‘iuus ones. , The ovn;.ruser of i
stereotyped verbal responses such as 'it seems to me' decreased, and
sturients demonstrated more flexibility in their wording of these
reﬂec_ti‘ons. Students also responded well to the necessity for being
)entative' in their reflections and they were generally more accurate.




Whereas at first the students often demoristrated a compulsion to rush

in m'th/questions and observations. to t_hb client, by the end of the
«project the pace had sﬂmed down considerably and students weré mn;‘e
thoughtful in their verbal responses. N

(b) Summarization. . Accurate summarizah'o‘n of affect is seen

by many authors (eg. D’Au?ﬂ]i, 1974; Brammer, 1973) a{s ‘being an :
effective interviewing skill. Students had w‘ol;iems in: the area of
clarifying in summary statements respective roles, and most difficulties
were encountered in verbalizing what their.om roles were in refation
to client-worker re\atia_nshigL TM; is not surprising considering )
that social workers generally have problems in defining what it is ngy., '
'de'. The students did make some progress in tnese‘benaviors, hweve“,
and were eventually verbalizing, with greater speci‘ficity. their roles
and most/ importantly, the possible goals of intervention. They also

made considerable progress in :.he abw’h‘tx to puavide continuity within

the interview ﬁnd from-one interview to the next by appropriately -~

~
° summarizing interview 'cﬂtent to the client.
L I

Generally, later interyiews demonstrated more reﬂ'ection ‘nf
feeling, -less premature advice-giving, more-client-focused and Tless
other-focused responses on the part of the students. Greater
opportunities were. provided:for the (role-played) clients to focus
on their own concerns,- thus giving them more responsibility for the
interviews. Later interviews also produced changes in the role-played
client heha’viors which are interesting to note. Participants became
noticeably more comfortable towards the end of the program. This was

evident by the-iore lengthly role-plays. Furthermore, not only Was




FS :
thére more ‘talk' by the clients, but the con

it was self-exploratory
rather than abalit the external topics evident in karlier sessin;us.
Ultimately armﬂco'unsellng skill must be evaluaf by its impact w.
.clients, and if we are to assume_that increased, suble;t-relevant,
talk on the part of the client fs useful, then the project can bé seén
- to have produced very positive results in clients' behaviors, asgwell

as student skills.

i = Implications S : 4

! 3 Ed . The \tradltionul practice of ‘a reliance on the process recbr_ding
as the sole methid of evaluation entails the inherent danger that ‘the
student may go through the entire clinical practi‘:e seque;ce without
knowing the specifics of how his bahaviors impact clients. ‘Doing"
is experiential in niature, whereas, most learning is focused toward
oogvviiive understanding aL\d provides no feedback on whether the
swt can actually 'do’ what is required. The methodology utilized
n'this project has the great advantage of -t/ behavior to
specifiable amvluas;_ ?qr example, ‘nervousness' becomes ‘wringing
hads*, *Frowning', and/or *fidgiting’. These are activities which

the student can readily understandiand relate to.

- it %

< Vi - The approath utilized in this project allows students not ‘only
the np_bnrtun'lty f 'hearing verbal u:ithues from the éupsrvlsor, bh't also

ht © to verify the; perceptl;)ns with the taped rgprodu:‘tAon's. The instant

34, F replay cap: ﬂ!vtylof the audiotapes is also instrumental in reinforcing




- amenable for use with larger groups.’ In fact, it could be beneficial .

recognizable. The effect of re«experlenc?pg the interview thruugh

the recordings followed mned\ately by focused feedbav:k seems to

create the. conditions necessary for makimum Tearning. . ’
The literature (eg. Bapdura, 1969) lndicates that a ma)or

source of social learnmg occurs through observing the behavﬂws of .

) others. Thls mode'llng provides substantially more mformat\un than

e g 35
desirable behaviors and the impact upon cl ients is more c'iearly }
!
i
|
|
|

can be conveyed through a verbal description especially when zhe ‘j\ o
concern ‘is mtfu bet[nviars. ’Frgquent'ly, in the absence of standardued ¥
measures, instructors are reluctant to demonstrate their own practice
skills, thus'vdepriving the students of thé mndé{hng facet so

important to the learning of skills. The use of the modeling
procedures involved in this project has a great pncentva] for use by
socval work educators not only in the context of 1nterv1ewing but in

other' related clini€al skills. g

BURH cons\dered that the use of this methodology is perfectly ° '

in that there would be a greater variability of feedback as'students
listened to each others' tapes. The size of the groups should not

practically exceed six to eight members, however, because of the . -

necgssity‘for ’individua} fe_edhack and ‘instruction.. Finally, the e s
range of individual skills considereﬁ for inclusion in the pmgram i
coufd be expan'&i considerably. The use'of confruntatwn skills, {s a’
notable example of an interviewing skill for which tlmz hvnitatmns\

d\d not permit inclusion in the‘present project. There are alsq : B

research possibilities for the arrangement of ahierarchy of




g “n

mterviemng skills progress\ng frnm minimum to maximum complexity and

[ utilizing this.methodology in the teaching of the various stages.
’ . o, B

’ / . Limitations of the Project 5, B
‘. ' g t
. Intervéning factors other than the teaching sirategy itsetf

Viere undoubtedly influencing. . Students generally differ!in their .~
“ capacity to role play. The reNlts show that in the first roté play”
“in addition to the relative ability to:role-play, practice in role-
. Playing itself was probably an influencing factor. It seems
reasonable to assume, also, tha‘t stu‘dents could relate to some problem
situations better than others, and this was in fact demonstrated -
during the project. "It seemed.desirable; however, in View of the
&4 increased learning opportunities to.include’ as many ‘different client
problem situations as possible,- thereby, enlarging. the experience
vepértoire of the students. . . > ) e
The model tapes were not. as explhﬂt as wou]d be ‘desirable ‘and
at “times, they reﬂected theurenca] biases in terms of counseling
% 3 style. Generally these difficulties were overcone by pointing out
these deficiences to the students and emphasizing the points deemed
necess\ary by -the project supervisor in order to il]qstrate the
particular skill in question. The scripts for the m‘nde], tapes were
taken from published materials. Thesé typescripts  reflected in some
i«  instances a counse]ing_étyTe, such as non-directive counseling, in :
< 5

2 A “ + addition to the particular skill for which it was chosen. - Scripts

7 . taken from Rogers (1976) and Kahn & Cannell-(1972) proved to be

E the scores were _relatively much Tower than in subsequent Sessions. Thus,
-

PRI Y

|



e less skill specific "and more style-biased ihan scripts taken from

‘lvey & Gluckstern, (1974). In the replication of:this project it is

7 recommended_ that these types of theorefical biases be avoided in'the -

nodel tapes.

: Finally, the use of video taping would have .heen an asset to
the project since the efficacy of this medium is undoubtedly
especially useful in the epocatién ‘qf non'—verpﬂ heha!inrs. The '

o reason for riot utilizing video models was primarily because’ this
)

. equipment was not available-in the agencies inyolved in the project.
5 . ~
Concluding Reiarks 4
»: w “Social Workers spend more time in interviewing’ than in any

other single activity. It is the most important most frequently.

employed social work skil1," (Kadushin, 1972, p.7). In.spite of the,

enphasis on “direct practice and’ the inherent.need for interviewing
. B competence, social work: educators havé given relatively Tittle

atténtion to the evaluation of interviewing skills. The present

study provides encouraging evidence that interviewing skills can be -

taught during field practice supervisory sessions, by utilizing
] generally available instructional materials. The, approach. offers
scertain advantages .in that it focuses on single skills which the

student can master and provides an empirical base for the evaluation

of the student by the supervisor. In addition to the advaniagzs of .

‘the didactic method already explicated, it provides an experiential




workers-of ‘any-theoretical persuasion or in any type of agency.

o . . i
- component deemed neces’éary for the adequate preparation of the . s
student for actual practice. It provides:a continual sense of | H
H

achievement for the student and is a great motivating influence. The ~ 1

data suggests that the students were more effective in their
mterwewmg skills subsequent to the teaching program. The
contmua] escalatmn and connnulcf:f the higher scores during
the foﬂow-‘up phases suggests that these behavic‘\rs became integrated
into the skill repertoire of each student .

Social'work educators have traditionally relied upun the
f1§1d practicum to provide students with adequate learning experiences.
in 1interviewing. This is not always in the control of the school gf
social work, however, as iearnihg experiences uffered to students
vary greatly from agency to agency depending n;| the service_ p
orientation. Thé methodology advocated in this project, with its

utilization of many varied client problem situations presents a

‘partial solution to the problen of gaps in 1ear;|ing opportunities.

« Another advantage of this approach is that it can be quite

atheoretical. This is seen to be an important Factor in view of

the current ‘emphasis in social ‘work education on producing

"generalist" Jpractioners: These skills can be utilized by social

It is felt that whatever theory or strategy guides the student in

intervention, these interviewing skills are a necessary and essential

‘part of his preparation for practice.

The training prograns in the past have ‘been on an either/or
basis - either a didactic, highly cognitive approach which emphasizes



the shaping of interviewing style, o¥ an expe‘riel\“a'l. accepting -
approach which focuses on student growth and development. In an

. article by Truax, Carkhuff and Dnu'de: (1964) the difference ben!een
the experiential and the didactic m&dels is'seéhas being analogous to
the differences between the inductive and the deductive nr;entation‘
In didactic Tearning the flow is downward to the student, while in
the experiential model ‘the focus is upon atéitudina] change and'the *
flow is upward. It is felt that a combination of these two

, orientations is more 1ikely to produce thie conditions necessary for
maxinum’ utilization of the field practicun experience. '
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Soc: a] Horker e E . _

Vou dre a social worker at the Department of Social Services in
the Child Welfare Division. You have received a referral from a
neighbour regarding a Mrs. Dunph;. who is allegedly neglecting her
three children. The neighbour reports that Mrs. Dunphy goes out every

pight and Teaves an eleven year old to babysit her three children aged

5, 3, and 1 years. She comes home quite late and according to the

neighbour often in an intoxicated state with various sailors who happen
to be inport. .. . . ’ '

’ You are about to make an 1n1{1a‘l home, visit to Mrs, Dunphy to
lnvestigate the ‘circumstances surruunding the alleged neglect of the

children. | . -

You are Mrs. Cecilia Dunphysage 26: - You have three children:
Mark, age 5, Theresa, age 3, nnd‘Monica, aged 1 yearl‘ You were married
. for three yeav‘s"to the ‘father of Mark-and Theresa. However, he Teft to’
90 to the, mainiand and has, not been heard from for the pasc three years.

The marriage was hell with drinking and frequent I?eat‘lngs;and You were

" not sorry when he Teft. “You are in recei‘pt of social assistance and

feel that }uu have th‘e'wig“ht te.a little relaxation at nights, .Even
thougl®te girl yousleave mhhysit is- young; you feel that she is

Besides, you | hate :so Htﬂe money and she doesn't expect nﬁh

money for her services. ‘You have no “idea that the neighbour has -

" complained about you and resent The intrusion of ‘the child welfare worker.

B,

S




.. SITUATION- #2

Socjal Worker

You are a social worker at a flome Care Agency. You have been
seeing M‘r Dollard,’ age 68 for the past month and’ v1sitmg Mm at his
apartment. He 1ives alone and recent’ly hurt hvimse1f in a fall: He
was referred to your agency after discharge from. hospital because

there {s some question as to whether he can manage Tiving on his,

: own. He* walks with great difficulty and in spite of his protestat!.nas.
: you-can see that.he has great difficulty in perform!ng the rout1ne,

. necessary chores around the apartment. He tends to avoid cooking

and lives on tinned goods. ‘In addition:to his difficulties with

. v;alk'ing, hé,is very hard of hearing and sﬁletimes gets very confused

in.converéation. On one poin{:. however, he is emphatic - he doesn't
want to go into a nursing ‘h’ome, he wants to 1ivé by himself with
"no 1ntetference" as he calls it. Unfo.rtunate]y, the more you see
of his ’I\vmg conditions’ the more you rea,hze tnat it's-impossible

for him to continue 1ivihg this*Way. He had lm relatives who"can

_assist him and- Tives on his 01d Age Security pension.

* At this point in time, you are convinced that his only
alternative is to go into an 01d Age Home. Your task is to try and
help him to see, in spite of his denfals, his inability to care for

himself 1A the manner which he has been doing.




“Client . i ({i‘

SITUATION #2 (Contintied)

Your name is Mr. Dollard, aged’'68. -You have been living on your

oun for the past ten years since your wife-died. . You never had any
children and haye' long s'ﬁ{ce lost contact with.any relatives. . You
were managing quite well until yuu had a faH which resulted in your
‘hospitalization for a month. Smce discharge you bave ‘been visited
by a soc1a'| worker frum a Home EareaAgency You value your )
independence highly and' def\nité]y don't Want to g0 1ntn a nursing
home.  You see nothing wrong with' the way' you are Tiving, you don't
care that mﬁch )bgmt eating anyway and manage q'uqte well on ﬂnyi’ed
beans and corned beef.  You feel that it should:be your right to live
the way you want to. : :

Yoy 1ike yﬁﬁr social worker, but ygu are afraid she ‘wi‘H -

s "put you away;"'so while shé is there you pretend to be feeling much

better than youiactually are.




1
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SITUATION #3

Social Worker ]

You aré a soctal worker working i the Soclal ssistance
Zivision. You have received a referral from the intake worker to see | ©
a’Hrs. Kelvin. Mrs. Ke.lvin is 51 years old and has lived alone for the
past three years. ‘During this time she has been a factory worker. She
had‘ an nqcidzr\t more than two -years ago and had to have an operation.

She feturned to work two months after the operation but was physically

- unable to continue working and she has not been working for several

months.  She has 1iving with her a‘son'. who for the past two months
has not worked.” She has exhausted her savings. ‘

She 'is preszntly in the process of being evtcued qnd cannot
ﬂnd alternate 1iving accommodations.

" Client

" You are Mrs. Kzlvin. age 51 yenrs.' Your husband died threz years
ago and since that time you have been th\g alone, except for the past
two months. Your son is presently living with you having just been
dlscnarged from the army. However, he has not been able to procure
employment. -

You have nwnys been a fairly self-sufficient persun and have

strong iee]ings about seeking financial assistance. You were steadi" 'Iy
employed as a fuctory worker yntil twu years ago when you had-a'car
acc(ﬂent/ and ‘had to have an operation on your leg. After 4(schar§e




spesties

|
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Client (Continued)

from .the hospital ‘yau wem; back to work, bﬁi found that.you were” -
physically-unable to continue' working. ‘lon‘ were Tiving on your"

‘." savings but find that they are now nearing exhaustion. Matters have
come té a head recently because the house in which you have been.
renting n ‘apartment for the past ten years has been sold and ynu"'
have. been given notice to find alternate accomndnﬁgns v]itf;(n two
months. . You have tried in'vain to find alternate accnmnqdationsl
but- this has ‘proven impossible wtthlyour 1im‘fted financial ‘resources
and the scarcity of apartments. Pk »

You are hoping the social worker will be able wl find an
apartment and also provide some \‘lelrporary’fihaﬁ:i’a] assistance .until

Yyou can go hack,to“ work.

65.




-~ SITUATION #4

Social Worker

You'are a'social worker at a Detoxification Centre.. You have

noted that one of the residents, Hank, has been here on two prevlous

occas'ons, stays overnight and, 'Ieaves in the morning. Hank.{s 38 years

old and lives with his mother. He is spor‘adlcaﬂy employed and uses
vthe Centre pretty much as a flop house wnen he can't make it home.
-3 You have asked Hank to come and e you as “you want to find
out’more about the nature ;uf his drink\‘né problem‘and how you can

v

possibly help him.

o 5 4 . 5
Client

. Your name is Hank," age 38, You are léving with your mother,
who is & recipient of .01d Age §ecuriiy. You have vnever Jeft home and
are generally quite cumfor;nb]e living there. She washes your clothes
and provides the meals.  When you are employed you give her.all the
rroney you-can, and when you are unemployed you buth managewn her
pension. You have two older brothers, both married with families.
Prinking has always been prevalent with the male members of your
famﬂ,v althuugh other fami'ly members have steady Jobs. They tend

to dr\nk on weekends.
‘You don't fee'l‘ that you have any. partfcular problem with
alcohol bit lately have been feeling qune depressed about having no

'money. You have not worked for over a year and the unemployment -~

P~ P
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SITUATION #4 (Continued) -

Cifent (Continued)

insurance payments have now terminated._ You have gone around’m a
couple of places but no luck in getting a job. When the social worker
»at the Centre asked to see you, you agreed thinking that maybe he could
help you out in finding enm\oymei\%.




SITUATION 45 i :

" Soctal: Worker

You are a social worker at a detoxification centre. You saw
Hu!k last ueék, at which time you discussed job possibilities and
his-drinking problem, but is very anxious to obtain m]oMt. You
fmnd. after talking to one of his former employers (with his
pemiss(nn) that he was fired because of drink‘!ng on the job. Hank
n’as rjepea,ted"ly denied that his drinking interferes with his work.
Durin§ this interview you confront Hank with tﬁe infornation given by

his former employer.

Client O ¢

Your name is Hank, and you saw the social worker at the Centre

a week ago. "Yuu hoped that she would be able to assist you in ﬁlﬁﬂlg %

exployment at the tive. Since you last saw her though, you resumed
heavy drinking and hdve been for the past two days a patient at the
Tocal hospital on the psychh'.rfc unit. You have had another attack
-of ‘the DT's and you are rea"y worried ‘about tnese attacks. Yoy are /

now more wﬂllng to admit tmt per\vs the drinkmg has gatwn out of

,control. - You are anxious to get some help with this problem. v

e R SR
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Social MWorker

SITUATION #6

|
You are a -s;)cia1 worker at Family Court. .You have been a;k?d ‘
by the. presiding judge to‘m’ake a recommendation. to ‘the court v.n'tP‘l
regard to the disposition of a_jeuvenile male, aged 15, accused of
fshop]ifting. The Jjudge'would like you to find out about the boy's
home situation and recommend a course of action, e.g., placement in
a foster home, family counseling, detention home, etc. Vou"have been

inen the following infumﬁ"ﬁnn ‘regarding. the boy: .

.= 15 years old. \

= in Grade 9, failed Grade 7, poor._academic record. ”

- Tives with mother and_step-father-and - three slhhngs.

= fias ng. prlor “record", . g

- he was caught 1eaving Woolco with a $40 watch stuffed in his pucket.
When apprehended by the security guard he reacted.by shrugging and
returning the watch& the guard, The boy was in "rags" at the
time -and was. dirty and had several bruises on his face.

Client 3 . v o

Your name is.Charlte and your age is.15 years. You are in ‘
Grade 9 at school, but generally have a.very poor academic.record.
You ave ‘been assigned to see the social worker at Family Court
because of a shoplifting incident in which you were caught.stealing a .
watch from Woolco. v




SITUATION #6 (Continued)

Client (Continued)

3 Your natural father died when you were five, and: your mother :
\ married your present step-father three years ago. You have resented
this man moving into your house, especially since he gets quite
! violent when he drinks and has beaten your mother on several occasions.
Yo have taksn to spending very little time at home, and hang arom}d
with a group of boys who drink, s_mke and engage-in petty thievary,
mainly shoplifting. . ' ,
Your mother is very concerned about you and your activities
but. seems to be o taken up with your step-father that she has little
time-for anyone else. - You hate ;cnuo'l and are just wating 'for the . <

time when you can leave.

I -
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SITUATION #7

Social Worker J™

This is your third contact with Charlie, who is accused of’
shoplifting. You arel'a social worker at a Family Court Agency.
Since‘ t‘he last individual interview with Ch‘ar‘lie, you have seen and
talked with his parents. FM the information you gathered at this

family interview it seems: that his parents are willing to make an .
&

. effort to change things at home providing that Charlie is willing to

make some changes as well. " -
In this interview you want to discuss with Charlie his

fee)ings Abaut his home situation. You particularly are interested in

Iwu he feels about making change in his behavio? such as going to -

school regularly, his attitude (negative) towards his step-father, and

: his fraternizing with a group of dé1inquent boys.

N Client

Your name is Charlie and you have another apointmént to see the.
social worker at family court. You are very bennus*abﬂut the '
upcoming ;uurt 'case. and dm;t qu'ite trust the social worker. You nere.
som:w.hnt _surpr/!seq at your step-father's attitude, and are sceptical about
his willingness to change some of his uffens‘lve behaviors. You feel

that he was really just 'putting on an ict* and susvect \:hat he doesn't

rea'l'ly care about you.




SITUATION #8

’ . Social Worker

72.

You are a social worker with an-alcohol addic;ion centre. You

have seen Pat on one other occasion and at that time you found him to

be a very talkative client. Pat has.a severe drinking. problem. He

finds it ve;‘} easy- to nlk_ about his drl;nk(r;g problem but seems

reluctant to do anything about it.
S v

Client e

Your name is Pat and you are 24 years old. You are married and

have two children, but your wife has left you. ~You very much want

‘to be reconciled with Yyour wife but she refuses to speak:to you.  You.

. are presently Tiving with your mother who nags you continuously: about

your drinking. You are'presently unemployed.

|
i
|



b ‘SITUATION #9

Social.Worker 50 % % % 2l

You are a social worker at a family service agency. You are
presently seeing ar: umarrf‘ed. pregnant girl named Pat. You have had
three mtervlms with her and up until now she has not “been able to.
express what she feels about the pregnancy. She is torn between zhe
conflicting demands of her family, hery-hoyfr'lend and her own feelings.
More than anything, Pn‘t 1s Tooking to you for a solution to hey_‘, pmitlem
You have tried to make: it clear to Pat that you cannot ‘make the decls]on
for her, only point out alternatives, and na,yba help her te recognize
what she really feels about the situation. . Z

Client

" Your name is Pat, and you are 15 years old and pregnant. You
have been ‘going séeady' with Joe for the past two years. Joe is in
Grade XI and considered ﬁuiu a rebel. He 1s now serving a six-month
Jjail sentence for posséssion of marijuiana. You love Joe but.are verf
unsure of wanting'to spend the ﬁst of your life with him. . Your family
has always been a ;:Io'sc one and they were shocked to hear, of your -
pregnancy. There-is disagreement: dver what snouid be done at this point.
Your, sfste;‘ thinks that you should have an abortion. Your parents will
‘not hear of your mrrylng Joe and they are against abortion. Meanwhile,

pe

' you 12;1 unghc in the mNd'Ie of all the :onf'Hct
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. SITUATION #10 ? b
3 . Social Worker . ) o e 3 !
i & : ” - s o B sl
) " This isa cnntlnu@tiun of ‘Situation #9. At your ‘last” . - !
é interview with Pat. she stil1 seemed to be very confused and in need e ¥ L
2 < of mformatlon. One of -her main concerns was that if she decided, to i

have the bafey, could. she stay ﬁn school. . Since’ the Mst interview
oy haye gone with -Pat and ta]ked to ‘the school prmclpal who agrees

that she can, |n fact. stay in.: schooL\ You have a‘f‘sy arranged for

- Pat to get more mfurmation on adoption and ahortinn Pat ‘is still W T e
Yu'e " B g undecéd about nhat to'do. P e .
. i L v 3, ¢
< .1, Client * . . ! .
i - =, ] e : 5
J % i . s L i
T ¥ I You were somewhat relieved to find out that you couTd stay in
- ! ! e scho_o? but. now- the;‘de:;isinn still has to be made ahbuﬁ the abortion. - L
. 4 ; . L >
ke i » You don't want to hurt your parents by going against their wishes, but . 4
Fon ke ; " y 3 _ i
S P you realize that looking after the baby will be a burden’to them. ., &
: Yoii_are considering adupt!on, but:you dont fee! that you wﬂJ be: able
S to g#ve the baby up after. it is born. gt E #




the time pass, '

+  SITUATION #11

Social Worker

You are a social. worker at an ‘alcohol service centre.. You have

*‘been-asked by a physician ‘to see Mrs. smith. Mrs. Smitﬁ is 50 years

old, married and has three cni]dren, vmo are all married and 1iving

away from: home. She visited the doctor because she is feeling

13} depr and he discovered during the visit that she
was drinking quite steadily and feels that this may be a problem.
Mr. Smith seems very_depressed and has said to the doctor "sometimes
1 feel that my Jife isn't worth Tiving.anymore.™
Client

P Ybu are 50 years old, and ;;ave been married for 'twenty-six ye;rs.

Yoli Tive with your husband, age. 65, who has been retired for the past

two yeans. However, he still acts as a consultant for his firm and has

an office downtown whére he spends most of his weekdaysb‘ On the

weekends he goes f.'ishihg, watches hnnkgy games and reads a Jot.  You have:

three sons, a'(l of whom’ are married and 1iving in ather prnvinces !
You ,are ﬁnding the time ‘h.anving heavy on your hands 'late'ly.

For the pﬂst year yau have been feeling really "low" and drinkfng

frequently. For no- reason that you can think of you find tears wﬂlHng

up cénsunt‘ly. Vnu feel as if ynu have the weight of the world: on your

- shoulders and drinking seems to help tanpnrari'ly. You don't feel tnat

drinking is a {wob]em because you anjy drink in_the evenings to make |
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SITUATION #12
o e
Social Worker :

This is'a continuation of Situation #11. You have'seen | 1
Mrs. Smith several. times and have:been able to build up a good rapport %
with.her. She is:st{11 .very depressed but-seems to enjoy talking to
2

you. Mrs. Smith seems ‘to have several problems but they are all

" related to her feelings ‘of uselessness and also there <is obviously a
i )

Tack of cnwmu;'icntion with her husband. -
Discussigns so far have been pretty“genev‘a] and Lnnuu; you P ¥

feel that it wou.ld be beneficial to focus on one i:mblem at a time.

Mrs. Smith is beginning to rea’lize that she.is going to have to maké

some changes 1‘_n he;'r Tife -and needs help ‘in doing-so.

Client = g N

‘Véu very much enjoy these vsessﬁms with the social yorker,
since she is ts ‘only one that you are able to discuss your feelingé
with.” You l‘re‘ eeling increasingly alienated from your husband. More

than anything you want to feel wortliwhile again. * .

i o
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APPENDIX B

RATING SCALES




ENHANCING INTERVIEWING SKILLS — * :
R R e S
ATTENDING SKILLS RATING SCALE :

= -

Student has the ability to establish contact with client by.
looking directly at him when he talks. | ! ’

2. ' .- Student has'the ability to appear relaxed with posture $lightly
Teaning forward. Tt F ) .
> A -

37 b .
- Student js able to refrain from topic jumping.

’ . ! . -
4. - Student is abfe to listen to client without interrupting

. unduly or frequently. >

*.5, ‘---Student is abfe'to'se'ﬁective'ly attend to those verba'lizat‘iuns -
*).which seen to be'of fost concern to the client.
s g e

]
N

O RO B




ENHANCENG INTERVIENING SKILLS "

: by « PERCEPTION-CHECKING SKILLS RATING SCALE

1.° --- Student is able to v'jephq‘ase what the client is saying using

neW words to show client that he understands. .

) 3 a
2. == Student is able to ask for feedback from client as to

. vhether his perceptions of what-client is vsay1ng are accurate.
) < . : .
| N 1
3. . --- Student isable to appear relatively comfortable with silences

and when necessary -can make éﬁtqtiva 1nf.er;)retations_to client

i i
‘of what they may mean. . - . i
5 i > . @ ; .

- !

i

i

4. --- Student is able to respond-to and discuss with client present

{ncongruities in cfh‘ent'i verbal and non-verbal behaviors.

Fa ¢ 4 5. = Student is able to drop incorrect percepﬂqns;based’ oncliént -,

feedbacks | & 1 L




E4
. . ENHANCING INTERVIEWING SKILLS i

: . N ] .

i k QUESTIONING SKILLS RATING SCALE y

% . e ® -

' 1 1, == Swdent is able ta ask questions whlch eHcﬂ. fee'Hngs from

: c'Hem‘. as well-as fnformtion. .

i . o . ' ¢ 8 .

: 2 -,-§cuden:' 15 able fo ask many opei-ended questions beginting
[ With wnrd§ such; as; ’hqvn or cz#'ld' a
. V»\n ) 2 B £ . §
3, '--- Student is able to useithe skill of -questioning selectively _ ‘-

as"i‘ refinforcement or“a nol\‘-reinforceme’nt ‘of what client is'saying.

p RERR % " e,

f L Student is able to asg questinns which elicit self-exploration
POl . t
fee / —on the part of the cHent. 5
: ; N
& ’ ) 5. o= Studem. 1s ab'le by his quesc{oning to indicate to the client
% *
i \ his interest’ and concern. P -
° - ~
g )
£ 3 5 9%
P ! - ¢ o




ENHANCING INTERVIEWING ST(ILLS

FOCUSING & SPECIFICITY RATING SCALE

;= 1. === Student is able to encourage client by part1alizing skl“l’ls to’
Tncus on one prablem at a time. !

" 2. --- Student s able to encourage client. to move from ﬁeneral

e #3 concerns to more specific.problems:

. : ) = i
s 3. ' =% Student is able to, pinpoint statements from client's
& conversations which he Eninks are.the real concerns. . -

) e : v e
el ,4 ~-- Student {s able to continuuusly bring the focus of 'the

/mterview back to the ‘here and now' ‘situation: of the _client.

. v

realistic goals wﬂh the client. . . 1

?, SR Studem. is ab'le to use the kil of specifn:lty in fnnnu'lat{ng =




f
|
i
i

1.

vi2s

N .
ENHANCING  INTERVIEWING SKILLS *

REFLECTION OF FEELINGS RATING SCALE

g N {
¥ g

--- Student is able to note emotional content in client's

@y
verbalizations and present them back to the client in clearer

" form.’ 3 i . . 5

- Student is ahle to relect accura\‘.e'ly feelings which are only

’ hinted at by the client. -

--- Student s able to.avold the use of stereotyped resﬁonsés

overly to reflect feelings.”

g ’ ; ’
--- Student is able to be tentative ig reflecting feelings.

Studen@s able to ‘avoid ‘bvershonting' with tao"iﬁuch depth J

of fee“ngs or reading more into c‘Hent statements “than is really/

R L R




~
. client concerns and at various points to discuss these with

- ENHANCING INTER\!IEHI NG SKILLS -
" A
 SUMMARIZATION RATING SCALE -

‘-~ Student is able-to note themes and emotional- overtones in

client.

--- Student i/s able to use summary statements in ot;der to clarify
goals. '

L 5 - ', '
--- Student 1s able 4o use sumary. statements ﬁ; order to :'IaM’fy‘
respective roles. . g : ‘e

B
to exp'lnre certain’ areas more completely. !

|

--- Student s able by summarizing statements to encnurage cHent
- Stndz‘nt is able to’ use sumary statements to provide continuity *
. i

within the interview and/or from one interview to -the next.
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{ APPENDIX(C
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DEFINITIONS OF THE NUMERICAL RATINGS ,
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‘5.

DEFINITIONS OF THE NUMERICAL RATINGS

Definition

A

: 7
The student ‘demonstrates no perceivable ability-to
exhibit this skill.

The student demonstrates an” ability to-exhibit this
skill which is akin to normal conversation™ but is
inadequate for the purposes of a secial work

ntervien. X

The student denpnstrates an adequaté degree of :
conpertence in exhibiting this skill but is irgonsistent
in its usage. ) .

The Student demansﬁr?ates an_above average degree of

_conpetence in exhibiting this skill and is consistent

‘ 'h\ its usage. . . o

The student demonstrates a high degree of competence in
exhibiting this skil1, in addition, he demonstrates ’

‘_'creatlvny and insight fn its uage.
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s Sl e . | -
Enhancing Interviewing SKI1VS . - IR i
.Ski11 Group 1°-'Listening Skills " % .
i 1 ] - - ) . N b ! TR SO
: ") attending Behavior. . ° ‘ o ., s -
Good amnding behavior is \he basis for any interview. It enables the ! B,
client to fea] comfortable in the interview sitnatlm and to express The, T
himself more: fully and meamngﬂﬂ‘l_y. Later stages, e.g:, e]aborat(un ‘\ ¥
are designed to focus 'the cnents' attention-but this first stage'ts’ & . 1;
crucial n that the wrker misticonvey to the cliant his. interest, . f "0 -
warmth and undersq‘anding. - . : g o iy K 'y J
'” I
The- sncial _work interview is difFerent from the ordinary cunv_ersgtlnn -e . \
cllent expound nn hts concerns without profuse questlomng. Interrupﬂons
ing from topic to tuyIc in a tense manner ! 4 s §3 7
- i F;zyr tzg/e.s of a’cth«(t’l’es' characterize  good attending: § &
o e Re'laxed posture = the worker Teansslight]y toward the ‘clieit, i
/iy . P ‘In,-a. relaxed mnner. indicating his intent,. T Ml e i}
y * g Worker should nitiate dnd maintain eye contact < This ™ is Tl 5 .
s different fmn a Tixed starﬂg wh'h:h can make .the :Hent nevous L
> and appeurs fa1se. T g § i . B
S “u 3.-_-, Gestures and body; nmvements 'm]ch mdicate to the c]ient the L -7

wurker's 1ntere t and nis cemfov‘tabmty in the 1nterview




r F * Pl L :
Verbal following behavior which follows d‘1r.ec’t‘1y from what the -«

client, is” saying. D1recting nne‘s comments and 'ques‘tiuns- to

mpics pravided *by the client not only helps the cHent to

develup an ama nf dis:ussmn but-reinforces: his free expression. =

This results in mure spnntanelty and. animation in the Qhents

d{scuss'lnn and ultlmate'ly in greater understanding. .

Guidelines ‘for Effective Attending Behavior. .

1
2 ¢

3.

4. -

Establish :contact through  Tooking at the client when he ta]ks.

Maintain a natural relaxed pnsture which indicates your hﬂzresh

Use natiral gestures which cumumcate *your mtended messages. i

Use ve/rhal statements which re]ate to the client's statements. -
. ¢ 2

without interruptions, questions.or new topics. There is no
need to talk about yourself or your opinions at this early 7
stage other than “in clarifying your role and*that of the

agency. oy =y # ’

Gond attending behaviour is necé.ssary thraughuut the interview
but is part1cu1ar’|y erucial at th.e heginmng It has a powerful
reinforc‘ng ‘effect in help1ng the client to build a sense of

responsihnity for the interview. - . .

. erception - Checking - .

Peérception checking invalves paraphrasing, clarification, and feedback.

a.

Paraphras,ing‘ is basically a restatement of what the client has
said in fewer ‘and more precise. ﬁprds. It communicates to the

client that. you are attempting to understand his basic message
! i

- and that you have been "with him" during his vérbal explorations.
> s §




' ‘sayfng tm;u nore simple, prec!se vﬁ wmﬁng -he
f avmds adding h1s own ideas. This has the effect of showing\ i

* Example: ," m confused, Tet me try to .state whac I th1nk you
“ ©

d re

-the chent that he \5 heing understood, it gives h1m a - N

c1earer perceptiun of what he said and he feels encouraged

-togoen - ) &

‘ C’]srificatianvl’s ofter needed in “the interview. situition when

the worker- is unclear about the ¢lient's n-nessages. T g

ying...
"I'm not sure I understand, codid ,you tell me?"

Clarifying vemarks are stated in tems of the. worker's feeTings

.of "_confusion, thereby', avoiding imp]icaﬁnns of 'cHtidsm of

the client. The effects of.clarifying responses or requests
on-the client should be Rope: c]ear, Client statements such . :

as efforts ‘to rephrase, sumnarize or to illustrate.

Feedback en}aﬂs asking the cllent fer verification of your
perceptions of what his basie message is. It is-a metpod of —

giving-and receiving mfur'mamun regarding the accuracy of the

= cammumcatwn' It is d1fferent from soma'l chatter in thar.

we rare'ly check w1th another m a socia'l s1tuat1un abnut‘what

e, are rea'l'ly trying to say. ™ he1ping. re'lat\onships we

reserve this process and put a heavy prem\um on clear communication
a\ded by frequent perception checks. &
Example; “You seem to be very irritated v{itl}-me;- is /that right?"
The primary purpose is td chegk: out mis‘percebnnns'ﬂ;fot‘eb they

S
increase misunderstanding. . &




.
2
Y

3

. Adnit confusion about the client's umng‘mre it exists:
sk for.clarification, rapetitfun or an ﬂ'lustration where'

neoesslry

Restate a conc(se and slqﬂe summary’ ol the cHey‘s message..
Ask for confirmation directly fm the client regarding the

., 1naccurat=

- Guldelines for Perception Checking
Listen closﬂy for the Nsic message ‘of the client.

Iac:urar.y of your perceptions.

3

B

Allow ‘the c]hnt to curreqt your perceptlon |f 1t 1s "

i
i
1




. “zern in"-on the, fssues an{ goals uf treaunenf .
. Purposes: i b 5 -
1. By inviting the client tq elabrate on‘certain ilsues, the

Skill Group 2 - Elaboration Skills PR -
S - » s EE 2 &
Whereas Listening Skills are to a certnin‘ extent passive, Elaboration

Skills require more ai:t1ve participation on the part of the’wnrker‘

The / ‘are to 2 certain extent “leadmg" in that through se'lective .

attent(on and inattention to what the client is saymg the worker

determines which are the ‘most 1mpnrtant issues to the ‘client and

helps .the client thro«gh his questioning and focusing skills to

client experiences more- rejponslhwhty for the re]ationsmp.‘
2. Enhancé the cTient's and the vorker's understanding of the
central _1ssues. il )
3. Ppinpoint the ‘conversanon A4n areas ‘that Worker feels would

he fruitful to exp'lore. : % 5 §

;3. Tend to reduce confusmns, diffusions and vagueness.

[ 1 In focusing cantinuany on the client, they encourage self-
exp'loratinm L v ggn G ’ :

[ Encourage, client to be more sveciﬁc and partia”ze complex

{ssues into more workable :umpongnts,




- s
(A) Questioning Skills . * % -

Typically questions can be classified into one of two categorfes -

open or.closed questions. In the social work interview, both types

.are utilized but for djffering reasons. Closed questions typically :

begin wlth words " such as 'Is s ar-e'. "do", or "did". They elicit_very

huited amounts of 1m’omtion from the reswnqznt. They can be used

'when the sncial uorker wishes to close off-an area for further

discusslm. or for |nfnmu!1on/purposes They are useful following

= an extendeq ramb1jng dtsc'losure on the part of the cHent to Hnish

. that Tine of thought. Openrquestioﬂs on the other:.hand, elicit "the

most |nfnmmon “from tlhe r:spondmt and ‘typically begin: n1ﬂ| words &

'||ke "vmat" “how", or "cuu'ld' Whereas closed questions can be

answered with a "yes" or a "no"; the use of opan qunsnnns nequlres

further elaboration on the part of the client:

£r 2
Plrposes of” Open Questioning

Ll

It provides the client with greater_alternatives for self-

expresslm ' \ : ¥

Example #1 - Open: ‘Cw\g you tell me & little about your last
j Cjob? o | 5
.« ,Closed: “Did you 'er ywr Tast job?"
Exwﬂe #2 - Open: 'Hon did you feﬂ nbout yonr wife's !gnnrtng
Closed:« "Did you get:angry at your wife for |gnor|ng
S yout® 3 .
Open questions’ are designed to help the cHens to clarify his own

problems rather qfun to sulé’ly_ pwvide 1ﬁfomation for the

, interviewer. - I8




1.
<
1nfomat|on. 2

-

S

N Ask - open-ended quesi:inns lenever possible.

Open quesﬂcns provwe an uwtatlun to ta1k on the vart of

the'-cTient: N

The< overuse of closed quest}o;‘s i‘;:rczs {he worker to c(;ncentrate
s0 hard on the r_uzxt questh;n that he faﬂvs' to listen or ress:wnd
to the client. " In addition, they give tha cTisnt a:ese of
being interrogated. )
Open que?hms help the client tn give spec1f1c examp'les of
g behavlor.. ;- s . 3
Examp1e: "Cmﬂdv y(‘m' g‘lve:m an example of how you.don't qe‘t‘
along with your husband?"
Open quest'lans can. be usefu'l in he‘lping the :Hent to~ focus on
\his feelings or emcﬂons. .

Examp'le: Open

""What are you feeling-as we ‘talk about this?"

Close “Do you . feel ‘anxious now?"

Tmical Uses of Questins ¢

"What" qhestiuns are assochted wltH facts. and, the: gathering of

"How" quesﬁons are associated with prncess and feelings.

“Why"' questions are associated with reasons. P

“Could" questions provide.the maximuit afount of ‘room for cliept ’
se'lf-erploration. : 0

ki

Ask questions which elicit feelingsfmﬁ what_the ‘client is -
discussing rather than,solely information.




‘ x s I A i 2
e 4 j 5 9.
E f 5 ¥ ¢
3. Ask questhns that lead to n:'larmcaﬂon for the client ra!.her B ‘

1
thun slmp1e information’for ‘the uorker. Leave the c'liznt free

fur se]f-exploration B i

4. -Note silences in; response to questmuing and their possible

& impHcativns‘ 3 o % CLE
. (B)' Focusing and Specificity Skills i .
Purposes . - / x o 5 ‘
107 The use of focnsing statenents in an luterﬂew pinpolnts the

conversat!an on aspects chh the Worker' fee'ls wou'(d be
fruitfu] to.explore. They are used ma|n1y when the cHent is
'rth'ﬁng or, wandering over numeruus tapics or when the wbrker
_de'liberatﬂy focuses in nn one aspect of the cHants discussion -
vwhich‘ he’ fee'ls could be: elaborated prodnctlve'ly
2 : They can be utilized as an aid to get the client in -touch mth
¢ onm feelings. s 3
Example: . "You have been discussing many. topics over the last
v % i few minutes, could you pick out the mnst important
2 " ~one“to you and tel1 me more about it?"

"Hhat Were your fge'lings as we ve ‘been ta'lklng “bout
(e

. ' this

‘3 TMy teﬂd to reduce confusions and he]ps in the formatinn of
P guals. "

47" They encourage the'client to”be active in t‘he pyocess and to

| retain prinary respons ibility for the relatibnship.
Example: "Pgrhaps we: could start by your telling me where
you" re at right now?" |

DA 5

Jney tend to (ncrease the discussion af feelings and 1ncrease

umterstapdlng of -those feelings for both c]{ent and wrker.
: A 2 R




“Focysing is’ % Teadifig skill and for maximum effectiveress. it depends 'on

”_pronouns s seen to be a useful method in focusing."

e
6 ey introduce greater clarity by partialfzing conceris. .
Examples of -focusing leads:
S1. And then?) : *
o tenmemre L :
3. Hogdid you Feel about thatz - ey .
4. The repetition-of one or two key words from the clients ~ -

previous conversation is often used as an aid ‘ip focusing.
3 ¢ \ X

5. Give'me an exahple. . e v

6. What does that mean to you?,

the worker's ability to anticipate possible directions of thought. An ‘3
anticipation of Where the'cl4ent is gofng- and vesponding with an .
appropriate encouraging remark. By focusing the worker constantly

>

" _réinforces’discusston upon the client hinself. Thé use of personal




SEi11 roup - Responding ==
- 7' 1 x i > » %3 . ? : . '

1 (A). Reflection of Feelings y .
i Atfending can be seen as being 'with' the client physically and verbally.
Refiéction of feeling |s often viewed. as being 'with' the l:’Hent .
emotional 1y. Through selecﬁve attent!nn to the feeling or emotional
.aspejcts of the ;Henq s exvresswns the interviewer reinforces. the
¢  expiression of such feelings. Reflection of feelings is, different. fron
; parapﬁrlslng in the Qense ‘that the Jatter emphasijes content of wl;nt +

was said, whereas, zhn fa skill emphasizes the emotions nhjcﬁ weré
nerce!ved or observed mne Tistening to actual cnntant. Reflection
involves being alert to the feelings being expressed rather -than

attending solely to the content - how the client is ‘nying things.
Example: The client may speak more quickly when communicating

enthusiasm and more slowly when: communicating discouragement.

| Example 41 f
=4 2
“So I'm wondering if ym}n can_help me decide on a new major" .... (Pause).
"I .suppose if l did, I"(iju t bungle things again."
1:

N Pos,sib'le responses; hwouTd you chuosﬂ
(a) Are you sure that ]t 1s’ necessary 'to leave tna major you are now in7
“(b) You feel that its pr-etgy futile to try again.

(c) What majors have you been. considering?
) ool . k

i 4 ’ g




le #2 et % 2, : kg

. 7 Y
“Client: “"What do you tn(nk l‘wght to do - Jw of f l br!dge or look
R * for another University to flunk out of

Possible worker responses: % |
(a) - There just doesn't seem to be any way out.
(b) . Have you applied to_other schools?

(c) Have:you- thought about trying the Trades Coﬂege unere there. would
be Tless cmpetiti LN

" “ The effectiveness of ‘the skill of ref’lecﬂng feelings nepends to a-great 5
extent on the worker' s nbnity to Mentify femugs ‘und cues for y
fee]ings; of which the client plnse'lf may not be awa’re. Feelings are.
more sl-xbﬂe than emotions. such as anger, love, or. fear. E;'nmplevs of
'feaHAnQS \'n;u]d be affection, pleasure, guilt or hostility. The more &
subtle feelings are often hidden heﬁina words. The worker's task is

to look for these hidden fee"ngs and bring them out into the open for i

the client to mognize more clearly.

Accurate reflection of feelings goes beyond the reﬂecckm of verbalized
feelings in that the worker also reads-the body language of ‘the clienty
which is expr;ssmg lnpl.ied feeling nonverbally. The worker -ust,mspon‘d :
to the total experience of the client which' he observes. :He notes, for .
exmﬂe. ré;ﬂdlty nf speech heavy bnathing, ﬂushing, etc. When

reflecting feelings implied in budy Tanguage,"the mrker should first
describe the behavior: A %

| : gxample:'_ “You are ;mﬂing (bahayinr), but 1'sense’ that. you are reany"‘ (T
; hurfting {nside (reflection of feeling).




Purposes: b 2 Spa \
o To show the client that we understaid the -,?-ld in me sae
manner in midi the dient 1s perceiving it." )
2. To suusize the feelings of the client rather-than'solely thi
“ content of what he > is elp:-essh\g. B - ’
3. N To clarify confusing enotional overtones to the client so that

he’ may better understand then. - "

4 To.facilitate the building of trust in the relationship., .

6. : “To_invite fead ack from the' cHent as to the accuracy, of i

worker's nercautiuns.
6. To serve as a-reinforcenent to the :Hent !nr further self-
éxploration: - 3

ks o L . t

2 !

Common_errors in reflecting. g oRe T o P - s

;- sérwtyping responses. Worker. tends to begin reﬂ!ct‘wns in

the same monotonous way such as “you feel...”, "u‘seem to

- there s a reed for variation in style. ~

statement - only occasiogsﬂy
3.0 Overshooting with too much: depth of feeling or. reading more

1

; T(l1ng -1t is not necessary to reflect “after every cifent - j
' i
into-client smunents than is really there. !
1

’Ewil;ﬂe: Client:

I-don't kmw if I can stay overseas for a year g s i
without her." :

Hnrkern "th feel _vau can't function at all unluss she is
th you

4. lnupprwr'au hnguagz - the langunqe must be apprupriate to the
cultural milfeu of the client. - 4 ¢
Exn;le: Client: "I can't make it with girls, I'mso sny . "
. Worker: "Your inferiority compJex really shows with girls.”




e 7 0
e I8 Read and reflect the tom message ‘of thu chent inc]udlng
vfeeﬂngs. body language nnd conmt. N " ;
2. Present tense reflection of: rere and: new" states are
generally nore éffective. 4 . ;. 7

——i -—Select ‘the best nix of mntent and ‘feeﬂngs—trfn-ﬁ—rﬂ the goal
for . understand1ng at each stage af the nelping process.
4. Receivg feedback fmm the c1ient conﬂming o “disconfirming
~ ‘response as a cue about what to domext. -
"+ (8) Sunmarization - . g [ : . (s

Sumarization s different From reflectién 1n that: it covers a 1onger

time period and 1nv01ves 2 broad range of feenngs which the client has

expr:ssea verbany or non~verha1 y. ’
Vs useful ma{n]y 1in three: ways.

1.7 Itmay crysta'lhe what the client has.been discussmg and fucus
on-crucial 1ssues. *

It serves as a stimul us:for further discuss1on,

It QS invahm_bla as.a form.of feedback.

umafi zation 1‘5 Me‘of’the most puwerful tools, for cnnvéying to'the
As such -

Hpnt ‘that.you are “wuh" hnn and understnnd his problems .
‘tt I“WS the wnrker to think: dt!ply about whqt the clhnt is feeling,
e .- attend _to his diverse urmtions. then pull back, sort out what he sees,
seplrnte \Mmself from ‘what seems obj ectively ‘true “and sunlnariz! for the

c“ent what he senses <




4.

. wmt has “been Ieurm, : sl
T0, :Ile:k nnt uccumy of" unrker parneptions

- To fntroduce cenntnauon of. the refattontip.. ‘

7. To clari fy gna'ls ind respem ve rh‘les.
’ 8. . To pnvide wntinulty fron dne Intervmv to the next.
9. : To em:uurige cl hnt in flmner sal?'—exmnration e
5 Guide“nes . . i y
e .Attemi to the various themes and emﬂona‘l overtm\es asthe

. meanings. . . 3 % N o e =
351" pe mt add new, divergent ideas to tha surmarhs /'
’ ‘Dedde 1\‘ 1t nonld be more halpiul for yml to sumnrize or ask

2 the cHent to summr‘ze basic theus. agreements or: ‘plans.

nelpstnmlnnhinmktnfms I Vi

Slient speaks. . “7, 4 i SR 1t

< I
Put together key wns 7and ‘feeVings intn broad stlteme ts of . Ms

In d«:M!ng on: #4, the following cmsidzratfnns are relévant.
a.’ To, "llrm up' a client at the’ beqinnmg of an 1nterv(eu <
5 To focus scamred thwghts e S o o




g
To c1ose dlscnssinn on certain themes. P ¥

Tn check your undgrstand[ng of. the interview's pkugress.

’To encourage the cHem: to' exp'lore certain themes more
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