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ABSTRACT

The central focus of ihis study involved the aovulopment of
three self-instructional videotape programs. These programs taught the
communication skills of (a) paraphrasing, (b) reflecting feelings, anrd
(c) asking open-ended quégti&m;.

An inmitial reccarch sroject showed th;t both aurdiotape and
auclovideo tape were effective media o teach a proyram on paraphrasing.
The initial program combined a deécription of, the skill to gé taught
with modeled iilustrations of the skiil éiong with studont practice

)

sections. There was no ¢i“fercn.e im ~ho 2toue vho heard the program

;
on audiotape and the group Who saw the program on audiovideo tape in

w

e or use parephrasing in a

their abilily to uwrite a pafephrase recron
Sonversation with a coackec student. Sipce this formau had been found

|

ive in teaching caraphrasing, three self-instruction-l
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Q
o
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@
.
-+
@
0
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. . s, .
Frocrams -uere developed using videotapes. The programs developed were
(a) parephrasing, (b) reflecting feelings, and (c) asking open-ended .
guestions. o , -

The self-instructional programs were made on colour videotape

.

in the university television studioc. A professionally trained commen-—
tator did the didactic instructions. A female teacher -esponded to
grade six students'-statements using the appropriate program skill.

3 - h - ~
Each program consisted of (a) a description of the skill, (b) a three &
minute interaétion between'the teacﬁer and a \vudent to illustrate the

1, (c) 10 one statement lnteractlons betueen the teacher and a
stutlenty 10 one stateément 1nteractlons between the teacher and a

student with'a 20 second pause foar the subject to réspond\quore the

° '
(

R
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Loccher's response wes heard, and (d) 10 student statements where the
Jubjnct i nded nnd.no Leacher response was heaod,
/
f“ Subiec’ were randomly osigned to one of three froatmont

(\Jﬂ)«ﬁ\mm ar ta J.CDHLFU‘ croup.  The oo siment groups (paraphrase,
r«flection of feelings o open-ended Siee on) cach watcher! ‘BQ
program skill that ‘hey wnre assigned to, fii1: 4 in o r honce e
which consisted of five "student-like' statements and helo a five-
minute audiotaped ¢ uversation with a Coaéhed student. fhe control

N

group filled in the response sheet and held & five—ﬁinutu cuslotaped

>

convarsition with a coaclied student. Orne week later both the wuritten
response iorm anc the flve-minute convorsation were repozted Tor Soth

experimental and control subjects.
N

. .
Judaes ratel the written responses of all subjects on all three

Skiiiaz, ESehavior ccunts of the number of times each skill was used

were made for each subject on the audiotaped conversations with a

coached student.
Results shbwed that the subjects wno viewed the self-instTuc-

tional videotape'ﬁrograms did' learn the skills and that they were able

to use the skill both in writing a response and -uhen engaging in a

-

conversatioﬁ. Delayed posftest results showed that all three groups
maintai%ed both the abiiity to write a ;esponse and the_ability to use
their ékill in a Eﬁnversation after a one week lapse in time.

Thus, 1t appears that individual communication skills caﬁ be
taught by a self~:v?tryctional videgtape program and that these skills

are learned well enzo3h to be used in making a written response and

well enough to transfer to-a live conversation with a coached student.
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tu use communication skills. A study by Combs and Soper (1963) showed
that b, “Qood" aﬁd "bad" Loacherg knew what a helping relationship
was. The responses of bot! groups cd}relatcd highly with what thera-
hi:ts described as a good relationship. They sugoest that the
-difforonce‘in GI'”CflUPﬂD"? between teachers labelled as '"good" or
"bad" by stgdentu and supervisory personnel lay .ot in the knowledoe
‘of the concept of a helping roiétirnship but rather in the knowledge
of and.the abilit, to Use spocific helping skills.
Amindon and Flanders (1963, p.3) étate that:

The key ta developine more effective clascroom verbs!
behavior is thc opportunity to experiment u1:h and practlce

1 +

desired communication ckills.  Amona the most importamt of

thoce skills needed by thoe tezcher are the following:

(1) ability to accept, clarify, and use ideas, (2) ability to

actept and clarify enmotional expression, (3) 3hility to relate

ernctlonal exgression to ideas, (A) ability te state obl cctlvel/
;int of view, (%) wbility to summarize ideas presented in

group discussion, (7, z5ility to communicate encour agement,

() ability to quer‘lon others uithout‘causing defensive

bohzvicr, and (9) abilitwe to use criticisn with least possible

harm to the st atuf of thz recipient.
In the develiopment of communication skilY¥d in the classroom
- ‘(’v b

at%ention appears:to be a central part of the interaciion betusen

teacher and stucent (Ivey, 1971). Unless the :feacher listens or .
. o ot
attends to the student, littie in the way of understanding will occur.

Tvey (1971) feels that in order to engage in dttending to the students!

S~~~

comhents the teacher must lizten to the content., To understand the
feeling component of a statement. ons qwuct zttend to the feeling that
is being cownunicates.

o While-no definitive research has pointed out the qualities

which make up a good teacher, it appears th@t‘gocd‘commﬁhication skills

.

would be a valuable asset to any teacher-child relationsﬁip.

.



Nature of the Problem

It would seem, then, that there iu_ evidence te suggest that

communication skills u~ulg/ge an asset to teachers.

~.

Q The literature related to ways of teaching communication skills

1

(reuicucd‘inbdetail in Chapter II) reveals that the skills can either

be taught as total concepts or as c_parate, behaviorally defimsd unios.

¥

The literzture also revesls that the skills can be taught by a number
of methuds including (&) lecture, (b) discussion, (c) programmed text,
{d) self-instructional audiq or vidze tapes, and (e) the language

laboratory. Spocific tomrunication skille have been effectively

-

zozht as dis:rmte2 behzviorally defined units by several different

combingtiions of these methods. However, not all of the above methods

1.

N i
zppear tc facllitate transfer of the cognitive knowledge of the skill

Lill e

o the zhility to use the skill in a verbal conversation (Heiserman,

e

71t fMagnus, 1972). It appears that an effective model of the skill
being cc:reétly used £lus a didactic explanation of the skill, when
combined in a program with student rractice and student involvement,

croct the likliest combination of technig. s t: bofh teach the cog-

nics sects of the specific skill and to facilitate transfer to a

. more natural vérbET/Eateraction (Ivey, 1971). -

s rany teachers do not have access to . an instructor-led
: 3 . :
caommunications program or .access to the expensive equipment néeded
. / . ) ° - ) ’ . Lo
for a micro-counseling workshop (Ivey, 1974), there appears to be a

need for a self-instructional program that would allow teachers to

. become knouledgeable in both the concepts and use of communication

skills,



Purpose of the Sﬂgﬁt

Given. the value of effective communication skills in all

...

types of interpersonal interactions and success of the "micro'" concept
of teaching these skills indiuidually,-a study was tormulated to
develop and evaluate the ef‘cctiuénos; of three celf-instruc’ fonal
iﬁdividual skill vidootape programs to troach the skills of (a) para-
thasing, (b) reflecting feelinas, and (c) asking open-ended questions.
Thé\effectivcness £ these programs was assessed both in terms of
ability to urite a résponsp showing the skills-and in terms og helno
sble o use the skiil in a'live conversation. Both an immediate post-
tost and o deldyud-gpsttest one week later were admipistered.
Spucii}fall), the purposé of this study was to develop and
assess the effectiveness of three videatape self-instructional |
bro;r~““ Befcfe this studv could be undertaken it was necessary to

1
ormine if an audiotape or vircsotape

+
%

[89)

run = osrelinidary studdy to d

should be used tc present the nodel of each skill (see Chapter 111).

Definition of Terms
' |

In the previous section outlining the purpose of the study,

several terms were mentioned. The definitions of these terms should

’

" facilitate understanding the nature of the study. These definitions

N

follbu.
~ Paraphrasi”® . Stiting in your ouwn words what a person's
remark conveys tc u. Em-naasis is placed on the content of the
- »

person's statement.

Reflecting Feelinds. Reshonding to the feeling being expres-

sed by reflecting back to a person your understanding of How they .are

c



feeling. Emphasis is placed on the affective, rather than the cognitive,

part of the person's statement.

Asking Open-Ended Questions. Acking a quection which encour-

ages the subject to express her real self or allows her to explore
herself with the suppdrt of the interviewer. An example would be "How

did you foel about that?M.
| 5

Communication Skill. A verbal or nonverbal behavior which is

used in effective conversations and which i operational, repeatabl@ﬁf

trainable, and measureable.

Mccdoled Behavior. A conversation between a teacher and a

student where the teacher is using the communication skill specific to

the program being used.

Implications of the Study -

If the ;elf—inst:uctional‘communicati&n skill progréms\do
teachlthe specific skills so -that they can be used in verbal conver-
Isatiohs, then a basis uoulq e ectablished for testing thsse prdgrams
‘;s helpful aids to actual student-teacher interactions.
Also, if the program skills are retained over time, then it‘may

be useful to deﬁelop other communicaticon skill programs using the same

Basic format.

Limitations of the S:udy

1. Only university students in training to be teachers were
~employed in the study. This makes generalizations to actuzl teacher

populations somewhat difficult. - -

[Sa]
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2. The selffinstructional progrbmgjwere presented on.video-
tapes. Althougﬁ thé prelimipary research (Chapter III) found no
difference in the effectiveness of the paraphrase program whether it
was presented on audio or®videotape, ig is not possible, to say for

certain that audiotapes would be as effective for all three programs., -

3. It is ot possible to generalize the transfer of the skill

from the coached studcit—-ubi-ct interaction to a rezal life teacher~.
student interaction. Other co itons may make the skills used in

; N
the coached student-subject int ons not readily useabledby.é

N

teacher in a.cla;:room settinag.

4. Only specific skills were tauéht} No attemﬁt waé made to
integrate the skills with one another or into an ouefall congersatién.
Therefore, it is not possible to predict whether or not the sybjects
will be able to efféctiueiy intégrate the skill they learned dnto

thoir gzneral menner of conversing. 3

\ .
Overview of the Study _ . ‘ :

The description of the study just outlined progresses as
follows. -Chapter II contaihs a review of literature related to

hodéling, communicatioankills.and types of instructior. This is
folloued-Sy a discussion of the methodolaogy employgd in the study,
includiné résults of a preliminary research projec£ conducted prior
}o the central exp;rimént. The thesis coﬁcludes with a presentation

of the results of the study along with a discussion of the implications

of the results, and sucgestions for further research.



CHAPTER II

REVIEW OF THE LITERATURE
' i 2
. . N ™~
This chapter pfesents a review of the literaturé-on modering

studies. communication skill training studies, and educational media

studies.

Modelina Studies

Mocdeling research has indicated thét Fhe observation of a
mocel's behauior'and the conséquehces to the .model cén result in the
acduisition and the subsequent pefformance of novel respoﬁses'or in the
mod;Fication of existing patterns of behavior (Bandura, 1965,.1969;

.Bandura & Ualteré, 1963 ). '

A basic issue studied (Dalton, Sundblad, & nylbert, 1972) was
whether a}modeled-learﬁing experience was a more effective method of
acquiring'a counselor response than an operant procedure. ﬂndérgradu—
ate uﬁiversity students were divided iﬁto threé groups and éhown a
counselor model on video tape usiﬁg the skill of empathic responées or
given material to read about the skill'or given no treatment. Results
‘ind}céted that thé students exposed to tHe modeling tape displayed a.

signiiicantly higher level of‘Functionihg both on a written scale

measuring empathic responses and in a real life situation Fhan did
those students who either read about the skill‘or who Had no treatment.
These differences uerevmaintained when measured oné month later. The:
use of a model appears to have a valid use in'Leaching skills and

behaviors.



o~

The principles of modeling have been used in a variety of ways

within an educational and counseling framework. The mddels used have

been on film, video tape, audio tape and live.

Myrick (1569) exposbd grade eight students to either a video
. | \ .
tape or audiov tape model of a client in a counseling setting in order

te orient them to the counseling procéss. He found tpat xposure ﬁo
¥

either model increased the number of self roferenmce statements made

during counseling as compared with a no model control group.

Whalen (1969) found that exposureﬁpo a model (on film) of inter-
personal openness, when precéded‘by de “riptive instruction,‘Facilitated
the expression of interpersonal opénness and inhibited impcersonal dis-
cussion in the obserue;s.~ In this study uéing male‘ﬁol;ege students,
Whalen found that neither modél nor instruction ;iO”: were sufficient
to 1ncraace Sglf—disﬁlosure. - , .

In aistudy looking at the effect of a high enpath - model, a low'
empaﬁhy.model, and Eo model* on the acquisition of the skill ¢ makin
an empathic fesponse, Perry (1975)_Found that the subjects ex-

' - —
the tigh empathy‘model were-sighifitantly more empathic mhen Tesnng i g
to a taged client.

P

Goldberg (1970) examined ths effecti%ﬁi ss of an audictaped

.model plus instructions in learning the counseling skill of reflection
i . ¢ : : o i

o

of feelings. Her study consisted of four groups (a) model plus instruc-—

o : , ' . y .

tion, (b) model only, (c) instructions only, and (d) placebc.. Goldbe-g
. , ) -

found that instructions plus modeling proved most effective, followed

“ by modeling only.

‘The above studies shouw that modeling techniques have been used

successfully to deuelop'verbal skills. The comparative effects of



‘ ~

different types of models (audio, videotape, live, and Sound.Films)
ﬁjue not been widely investigated.

Di Mattia and,Arndﬁ\(1974) compared microcounseling which used
videotape models with a reflective listening program which used live
role-playing models. The two programs were b;sically the same except
for thc method of:modal presentation and skill practise evaluation.

Wwhile the microcounseling group were videotaped and gvaluated by

reviewing the tape with a supervisor the reflective listenihg group

.~

discussed what they had done immediately after their practise sessicn

and éompared the most facilitative and least facilitatiﬁe responses.
No difference was found >etween the two approaches in teaching reflec-
tive listening skills.

Myrick (1969) found that an audio tape model was more'efféctive
than a video tape model in orienting studeats to the verbal behauiorlof

a counseling session. He concluded that perhaps students were more

able to attend to the verbal factor when listening to an audio tape

than when listening to and viewing a video tape. The video tape might
introduce too great a number of stimuli on which to'attend.

The use of audio or-vided'tapes to record the intervieuws of

students in counselor training programs has been examined. Poling

(19528 ) found video tapes to be more effective in critiquing the

coungeling skiils of practicum students. Yenowine and Arbuckle (1971)
found video tape plus supépvision helped the students move faster in
their professional growth thah did éudio tape recording plus super-
vision.- Harbach (1973) found no‘differencepih audib or video Eépes in

modifying the counselor's perception of the intervicuy, However, the

video group believed their program to be of greater value than did the

~audio group. ‘ -



1
\Frwﬂ the abovo studies Lt appears that the use of modeling is
\ g .
an offuc%gvc way to teach a verba! communication skill.  Whether the
N
. ",
equipment natgssary to use an audio-video model produtus a tape that
is sioniticantly mozo effective than a atraioht wudio tape 1s not as

clear,

Tvey (1071) sugaested that an audio tape model may be moré
effective than an uudié—video model in teaching verbal skills as there
are feuwer distraciing stimuli. He felt that an audi-z-video model uwas

most effective in presenting ckills thut involved the pf..-ical behavior

ot the stucont.

Communication.Skil! Training Studies

Material can be presented as global skills or as discrete
seanents af a total skill. It appears that short, well-defined units
of behavior are more easily learned than are total concepts uwhich do

not have the composite.skiils well defined (Allen & Ryan, 1959; Gropper,

1Az

m

: Gagnod, lQQS). On this basis several counselor trainers have
cevaloped programs Eo'teach effective communicati;n skills (Iuéy &
Gluckstern, 19745 Cérkhuff, 1969; Danish & Hauer;, 1973). 0One of these
épproaches, that of‘iVey, will be considered in mQFE’detail.
Microtraining procedures, as conceived by Ivey (1971), focus on
spcecific ;killsﬁand behaviors uhicﬁ can be defined, seen 1in opefation,
‘practiéed and evaluated. Rather than confusing the traiﬁee with an
overwhelming amount- of data, the component-skill approach breaks. com-
munication skills intoworkable and observable dimensions. Each skill is

systemztically taught as a separate unit. ' The breaking down of complex

behaviors into a number of discrete, identifiable behaviors allows the



trainees to became auare of whal makes up effective communicablion and

thelr owh areac of il and o ke,

-/
Tvey has develeped 2 onicroceon_cilng andol Tor ftoaching theoo
Y N H N B . o T . N - . - oea ey . . Y -
sholloe This aodel vonodlos o f the toilouwing proaros dve tepn (L) o

five-ninute videotapoed interview betueen the traineo and 4 client,
(2) the traineo reads a mandal wescribing the specific ckil! Lo bhe
Lrataed in the session, (Z) the triinae watches video mode! - of 0
ex;ert demonstratin v specific skill, (4) Lthe trainee i hown i

| N

“initial interview andg clocusscos with his supervisor wher:s he enguued in
or failed to apply the specitic ekill in question, (5) the supervizor

and trainee reviwuw the ckill tegothor and plan for the next counseling

Thic medel of skill preser ation involves cue discrimination

-

1< suagestions for impraovement, videc mocs.: (Bzandura &

[N

anl scac
'Ualzer;, 1923), written materiazls and supervisorts comménts. Operanc
techniques (Skinner, 12t53) are stressed, in thék apprepriate inter-
viewver behavior isireuarded and relatively little attention is paid

to interviewer errors.

Several studies have shoun that this method does teach th:o
component skills of effective commﬁnication (Haase & Di Mattié, 1370;
ITvey, Normington, Miller, Morrcill & Haase, 1965: Keily, 1971; Hiégens,
Ivey & Uhlemann, 1973). They also show that trainées readily learn

these skills when presented as well defined units. This metho- of

skill training invalves bgth expensive equipment andusuperviQSry'person-

N



Using microtraining and other methods speciflc communication

skills have been tauvoht.  The okill of refloction of feelinags has been
tocu»d on inecveral studies.
Perkins and Atkincson (10°2) tount! univercit, resident assistants

how to nake reflection of feoling respon.es as part of 4 proaran in
human relaticnas sk;lls which alaso includedg attandln g behawvicor and cum-—
mari-ation of fenlinjs. They found that this skill could ho taunht by
"4 lecture—discuscion melhod where the subjects iictened Yo an audio
teped lecture and then discussed the qualities of a reflection of
feeling response before seeing a client and by a lecture-model method

where the subjects listened to an audiotape lecture and then sau the

ki1l beins used by a counselor on a videotape before seecing a4 client.

While the skill v+~ successfully taught in a 27-minute proarwm, Perkins
& Athinson felt 4 one exensure to the program would not ensure
cenilinued use of - <211- and recommendad periodic supervised practice

Hzzse and DI Mattia (1970) used the micro-counseling paradigm
in threes 4-heour segmnents, to train support personnel in the skills of
: N

attending behzvior, expression of feelings and reflection of feelings.

Sixteen female subjects, with only one subject having more than a high

test differences showed “hat there was a significant increase in ability

to enjage in the communication skills taught.in this study. Both this
research and & stud, done by Ivey, Normington, Miller, Morrell and Haase
(1%62) emphasize the importance of desc-ibing each skill in behavisoral

tecms that are mezningful to the beginning counselor, teacher or lay

persan.



Anoathoer Communlcs con skl which has bheen taugh! 4o, Specific
SRITD L e OB U S S N S eereied Gquest Done, Canada and [yvach
(1577) developed oopron: o Y mothe deve e o 0 stoeraoor (1)
Iosining oh e N o tioae oo gl detindtion and

. . e . . ‘ oo
eNanp Les, () clocsiiving guetions doapen or o clooed, (3) practicing

. fo . .
Hodne onen—onde s e With Partoen o (L PR Ly o el run
Interiice thore o) Cauisilion vae suslustod, They Toce ! that ths

P DEm Succe st iyl Ty b agohe subjrcty how to ask opea-endad Gaestion.

Hivaing, Teey nd Jhlemann (lf7f} taught couplies o share and

b4 SN T ling s that the. expoarioncoer uhile Ltacother im oa ooyt cf
SO puir. of univercity otydent who were miarried, roommates, enyaqged
L fricnii. They divided “he pairs inta three groups and taught the

’ 2

L \ . . , .
cnilloIn three uave: (1) furl Micro-iraining model, (2) PIoyrammed

Liatoantt vigeo apde) - onieyand (7)) rescing material only., The full

NLToupr shooad the et improvetent in amgunt v dirvot, mutunl

The above Studies shpu that communication skills can be success-

L oas Specific, ideniifiable tasks. Factor analytic studies
of counsvlor CoemMnunications (H]ckncy & Zimmer, 1873 Jimmgor & Andoosen,
1207 ZTismor & Pacle, 13F7) haye identified o*her Specific skills which

OCcur uli“® .Lreat frequency in counselinc intervieus, These skills

verbal stimulus, such as "Iim-hnn" 2) behavior
b4 b

bt

incluc- 2 (1) minima

¢
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tement or paraphrase, (4) unstructured invitatian
to talk, (5) reflection of Teelings, and (&) Summarization of content

Ygsested by Hackney and Zimmer (1370) that these

w

ang feelings., It isg

responce classes can he eperationalized and taught as specific skills

S0 that they becone intear-ted into the counselor's vyerbal repertoire.
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GG, proagramaes test books o Tancuaae Taboratory, seli-inctructional
audlo el vl vt raloo, Davina aronn Dave Bevnoused Lo toach
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Pertin: and Atkinoon (1970) compared the eftectiveness of (1) g
Tosiure-med treatmint uhicr romnined L1 ninc tooo DUeminute Lape-

., .

recorded ooture snd oyiowing a l-minute videotape demonstration of the

. - Losture i
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ch combined the [T-minute tape-recorang
ogoccing of e plasing e ckill, . ane 00
in teaching the wilis of
tion of feelings, anc summation of feelings.
ent agsistants {20 females and 20 males).

5~b"i:t; in =21l three experimental groups maint;ingd eve contact for a
ziznificantly lonoer peri time than did control subjects. FGa2flec-
tion of Teeling responses were oocorded cignificantly creoater porticn
of - for ihe leocture-diccuszion and lecture-mcdeling iLreatments thanv
fc; the cuntccl greup.

The leciore me:ho} was compared with an experlential-videotape
training program by Heiserman (197;). She taught juvenile court case-
worxers to discriminate client feelings and thoughts and to communicate

thzt uncerctancing to the client in two wvays (1) a straigtf lecture

method comoined with audio

tape and videotape models of caseworkers using



the Ckili, D) oan oxperient 1ol videot anoe nothod where thy Casoworkor
3

was cldentaped aning theed shilla with a client. Thee casoworiker had an

Prredlate replay and Jiscussion af theic uae of the oidla. Helsorman

\

tound no dIfrarance 10 the SrTectivenos s ol theso o

methots of teaching.,
. - Y
Hum (19735) comparedg *he efteciivedess of jour methods of toaching

.
-

the skl bl af refleoction of teolings: He vd tha Lanauage Laboratory

tor an audio-videot ipe orcun and arr audiotape group. Ag weli, be had

\

T osuuloot —recortder arow, g lecture-discuscion Jounoond g control
0o - ALl trestaent QFJUWV/%ﬁQQhL the 0 1 of relle vof Veeling,

The Danuace Taboratory aulic aTCLy dio o act display hioo . scores' on

/
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/

several stusiol (Masnus, 17700 DMt tig & Zimmor, 18372: Hicgens,
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tmarsh, 170) nave loosked ot the . )

Iuoy & Zirmer, 1072: jmd 5ol
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pProoarames Qmi:bogkisglamc citi o combined with ¢tiher Leaching tethads Lo
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o Zuemmuniication akild
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- . . . .

. fatmus (18720 dovelered a proarsaned text to improve the abili

49

»

of cchool administ

{ .
ant counselor trainees to understand and

SoZnitiva aspects of empathic understanding ancd communication. Part . II

“237d 2 brunching program format structured around five stimulus

oxpressions to give the learner an opportunity to util’ a2 yhat he had
“ezrnag In Intersction with b text,

Facnus found that thic programmed text effeoctively ‘faught the subjects
Lo discrininate empathic responses from non-empathic statements for -
Botn arcups of sublects. The counselor trainees were also able to
L:ite empathlc responses at a lavel significantly higher than ﬁhe

€onirol group. UWUhile this programmed text had the advaniage of being
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auto-instructional, no attempt was made in the study to determine if
the subjects could use the skill in a real life situation. Only one
of the LQo trediment groups sinnificantly increased their ability ta
uri%e an empathic response. : -

A‘study by Di Mattia and Zimmer (1972) found that a proérammed

toxt was more effective than a video modelling tape with no commentary
, i

or studint involvement in teaching discrimination of deprecesive clues

in people. They felt that a critical difference in the two manners of

teaching was the Fgct ‘hat the programmed text forced student involve-

ment .uhile the v’ » presentation left the student passiva.

Student ;uuoivement in the program appears to be a critical
component in teachiﬁg any skill!. Higgens, Ive, .nd Uhlencnn (1970)
compared the effeckiueness of (1) a mecl2 grour Involving didactic
instructions, modeiling tapeé, subject practice uith/tlients”and
feadback discucsicn uith, (2) a progrémmed text plus(vidéotape models

the skill to see which method more effectively taught sharing and

onging to feelings between coupies. UWhile both me’ ods signifi-

cantly increasad toth treatment groups abil” the target s«ill,
the full media -~catment subjects showed - A cvsment,
Saltmarsh (1%73) combined & - “-inc.. ~unal prc - med

T,
He designed this approach to teachinma <.z components of ths skill of

empathic undefstanding to master degree students. While he fcun? that
subjects who hacd _.e2n'in the program scored significantly higher on
the Michigan Statc ﬁffectiue Sensitivity Scale than the control group

no attempt was made 'to see i. the treatment subjects could display,

through written response or ve:bal interaction, an empathic response.

2
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A study which compared programmed-machine training, leader-led

group training, and video-lecture training was done by Emener (197l);
He taught the ski;ls involved in empathic responses to 56 Qniuersity
students. Both written and verbal ﬁeasures of the stﬁdent's ability
to make an empathic response were made. Emener found that both the
lewzder-iecd Croup trainirme group and the programmed machine training
group significantly improved on both written and verbal measures. The
video-lecture training group were able to communicate verbal empathic
resgonses as effectively as the progrémmed—machinu training group but
not as effr;ﬁiuely‘as the leader-lecd .roup.

Several studies have been done to test oﬁt self-instructional
frocarans (Eisenberg & Delaney, 1989;. Dickerson & Robefts, 1974; Hum,
©77: anc Lsenrath, Cocker, & Martinson,»1972).

Oickerson and Roberts (1374) developed a program of thirty
< : :
- ‘ - . . N - | -
learnind cnilc conzisting of tepe recordings and supplementary reading

material Lo be used as inservice training for employed rehabilitation
counselors. The unit skills were based on information useful.for these
couvnselors to know. The subjects conS}sted of 136 tfeatmE' -2 jects
vho uere giveh the,proéram and left po:progress.at their ouwn- speed anid
£3 cohtrbl.éubjeéts who uefe.giuen né~treatment. The lack of signifi-
cént geins in the ‘reatment group's knouledge of the pfogram skil_.s
‘was attributed largely to lack of motigation on the part of the subjects.‘
They did not work through tQE\ﬁiigigm,qnits. Dickersonvand_ﬁyan-con_
cluded that while the idea of an individuélized packaged program. was
promising the individual units had to be carefully planned so tha£-thé
student felt involved.

L

-/ Hum. (1973) successfully taught university students to make

written reflection of feeling responses using an audiotape program
' , , P
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combined with a written manual. Elsenrath and Cocker (1972) combined

a self-instructional audio-tape with a lecture tg téach the intervieuw
. °

skill of pausing to allow the interviewee time to think and respond.‘

The above studies indicate that verbal skills can be success—
fullyltauéht by a self-instructional program.

A summary of the major findings of the preceding review of
literature would include:

1. "“e concept of modeling is useful in teaching communication
skills.

2. While videotape model., é iotape models and livé models
have been used successful%y, thete is no clear cut evidence aé to which
- method i$ more.effective in presenﬁing é model of a communication skill.

3. Communication skills can be broken down into discrgte,
icentifiable behaviors and taught as sepérate units. '

4. Many methods, including lectgre, disci »3ion group, program-—.
med text bocks, language laboratory, self-instructional audio and'@idedQ
tapes and role-playing groups,'haue beem used to teach specific
. communicati;n skills. No clear cut findings péiﬁt.out which method was
most effe 2 when time reqpired to learn the skill, the abilify to
tranéfer «... skill to real life sitUations, and cost in Eerms of quip—
ment or teachir 3taff are considered.

5. Communication skills can be taught by self—instrdctioeal

programs. One of the keys to the effectiveness of the program appears

to be student involvement in the program as they are experiencing the

i . [

instruction.

_—~A worthuhile topic of study based on the literature examined
c

seemed to involve an examination of the relative effectiveness of an

3

18
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audio tape model as compared to a videotape. Using the most effective
modei, self-instructional programs which taught some useful, specific
communication SkillSlCD;ld - < assessed in terms éf phe effgctivenass
in teaching skills at both the cognitive level of underétanding and at

the practical level of using the skill in a live situation.

Communication Skills to be Modeled

The review of literature revealed several discrete communication
skills that had been taught as separate units. These skilds included:
(a) reflection of Fee%ingg (Perkins & Atkinsaon, 1972; Haase & Di Mattia,
1970; Ivey, Normington, Millér, Morrell & Haase, 1963), (b) open-ended
questibns (Canada & Lynch. 1975), and (c) sharing aﬁd fesponding to |
feelinas (Higgihs, Ivey & Uhleman, 19?0). As well, the factor analytic
studies of counselor communications (Hackney & Zimmer, 1970; Zimmer &
Anderson, lQQE; and Zimmer & Park, 1967) regealed ofher skill; which
could be ope:ationélized and taught as specific skills. These skills
included (l) minimal verbal stimulus, such as, "Mm-hmm", (2) behavior
QEscription;.(S) restatement or paraphrase,'(d) uhstructgred invita-
“tien to t;lk, (5) reflection of feelings, and (6) summarization»of
feeiings; ’

Ivey (1971) has put many of these separately defined skills
into an order which 13 =s up the component skilié of hicrocounselliﬁg.
"~ The firgt three verbal :kills in his order.of presenting the skills

s
are (1) open: 1nv1tatlon to talk or open-ended questions, (2) reflection
.of feelings, and (3) paraphrasing. ‘As tﬁese three skills have been
shown to be: (1) uéed‘by counselors,’(Ivey, 1974; Zimmer & Park, 1967)

and (2) separate, operationally deflned verbal skills, (Zlmmer & Park

1367) they appeared to-be suitable and. useful SklllS to use as the
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- ¢
basis for the beginning units in a program of teaching communication

skills. o

Choice of Modaling Media

Studies have shown that some methods of presenting the skill-
to be modeled have beenvvideotapes, audiotapes, written dialoques and
role-playing.

While writteﬁ program texts have effectively taught the con-
cepts of specific communication skills,uthese texts do not appear to._
facilitate the transfer of. the cognitive understanding of the skill to
use 1in liQe conversations (D'lton,‘Sunblad,'& Hylbert, 1972 and Nagnﬁs,
1972). The combination 6F written material of a lecturé and a video-
tape.modeling the skill has been found to facilitate both cognitive
understanaing and transfer of the skill to live communications (Perkins
&»Atkinson; 1972 and Higgens, Ivey & Uhiemann,V197D). As onefof the
purposes of this study was to develop a seif—instructional proggam, it
seemed suitable to combine intfoductory éidactic explanations of the
skill énd a model showing the ékil} being uéed in several ways all on
one tape. A videotape model was choSen‘on the basis of preiiminary
research which showed that there ma§ no differénce in the effectiveness
of é.videotépe“or auCLotape‘moqgl in teaching the skill ‘of pafaphrasing.
(See Chapter'III);

In sumharizing the research, tHere is increasing euidénce to
indicate th;tlgodeling is an effecfive wa; for learning new behaviors.
It has been shqyn that a number of educators are égperimenting with
séueral instructional methods that incorporate the use of médels.'
Theéé methods include.microcounselling procedures, programﬁed textbgoks

and self-instructional audio tapes and video tapes. In conjunction
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with the use of specific media for teaching skills through the use of
madels, it has been found that specific communication skills can be
tauéht as separate, identifiable units. Howsever, evidence as tp the
effectiveness of certain types of model media, such as audio tapes and
video tapes, when used in self—instructional communication skill

programs requires further investigation.

3%



CHAPTER III

METHODOLOGY

- ]
This chapter preserts a summary of the preliminary research

‘project, the methodology of the thesis research, a description of the

self-instructional programs, and a summary of the research questions.

Preliminary Research Project .

The first step toward conducting the study was the development
Y : - . B

of a preliminafy project. The purposes of this preliminary study were
two fold: (1) to determine whether the audiotape self-instructional
program and the audio-videotape self—instructiohal program are effective

in teaching a paraphrase response, and (2) to determine whether an
P :

audiotape self-instructional program was as effective as an audio-

videotape self-instructional program in teaching a'paraphrase response.

Subiects., Tﬁirty—four sthdentsr(IS males and 21 females)

enrolled in an undergraduate Educational Psychology course were used

in this study.

Instruments. The subject's ability to paraphrase was measured

in two ways.
- ) !
A five-statement questionnaire where the sub jects wrote

"rééponses ﬁhat showed tgat tﬁey uére interested in what the stqdent
was saying" uas'used. This questionnaire was rated indépendentiy by
two trained'raters who judged whethef or not the responses wsrse para-
phrases. Inter-rater réliability on this measure was .93,

22



A thr u-minute videotape clip of the sub ject talking to a
coached client was rated for the number of paraphrases used. Inter-

rater reliability was .95,

' Procedure. A Posttest-Only Control Group Design was used. The
subjéqts were randomly assigned to one of three groups: (1) audio-video
tape program, (2) audio tape program, and (3) control group.

1. Audio-video tape treatment. These subjects watched the

audio-video program individually. Upon tompletion.they filled in the

paraphrase response questionnaire and.then held a S-minute interview

with a coached client.

" 2. Audio tape treatment. These gubjects listened to b;ly the
audio portion of the audio—uideb tape program. Upon completion theyl
filleé in the paraphrase response questionnaire and then hélq:a S5-minute
interview with a coached client.

3. Control .group. These subjects.Fiiled in thé paraphrase
response questionnaire énd thgn held a 5-minute infefviem_uith a
coached client. |

All the subjects were randomly assigned'to the coached Elients;

Neither the person randomly assigning the subjects nor the coached

clients knew which’ group the subject was from.

Nature of the Self-Instructional Program. The :program was 30

minutes in length and consisted of (1) a verbal explanation of the skill

of paraphrasing, (2) two 3-minute demonstrations of a teacher talking

with a stugdent and using paraphrasing, (3) another verbal explanation
of the skill, (4) 10 single verbal interactions between a teacher and

a child to demonstrate the skill as an isolated concept, (5) 10 practise



stat: -'nts where a studeﬁt made a statement, there was é»?b—second
pause for the subject to make a parapﬁrase response, énd“then a teacher
maﬁe a paraphrase response, and (6) 10 practise statements where a
student made a statement and there uwas a ZD—SQCDHG pause for the
subject to make a paraphrase response.

The program was reproducedlon three video tapes and three audio

tapes to allow six treatmeht subjects to work independently at one time.

Results. It was hypothe;ized that both the audio-video tape
program (A-V) and the audiu tape program (A) would effectively teqch
the skill of paraphraéing and tﬁat there would‘bé ho.différence in the

o .
effectiveness qf the two proagrams.

On the subjects ability to write a paraphrase response, the

following results were obtained.
Y .

Table I

“ Means and Standard Deviations on

Uritten Paraphrase Questionnaire

Group . Audio Video Control

Mean 3.79 3.73 .45

5.0. ' .98 . .98 T 1.19

24



Table II

t-Tests for Differences on Written

Paraphrase Questionnaire

Groups df Obtained t
A-V and C 20 6.4%
A and .C 21 6.2% Lo
=V and A 21 .02
< .01

/
1

Using.a t-test compariag fhe means of the A-V gfoup and Fhe
contrcl g:oup; the obtéined t value was 6.4 and the critical t.Qélue
das 2.52%. This t value was found to be significant beyond the =C - .01
leuei, (df:2}). » - . |

A t-test comparing the means of the A group and the control
group obtained a t value of 6.2 and a critical t value of 2.518. This
was found to be significant beyond the «C = .01 level, (gf:ZO).

A t-test comparing the means of the A-V group and the A group
obtained a t value of .02 ana & critical t value of 2.528 (df=21). No
significant t difference was found to exist.

On the subjects! ability to use,parapﬁrasés in a.conversation,

the following results were obtained.



Table 111

Means ond Standard Deviations

on Verbal Intcract?ons
AY

Group Audio - Video Control
Mean 3.37 3.74 .60
5.D. 2.9 3.3 .9

t-Tests tor Piiferentes on Freguency of Usin
|

>

| . . R
Paraphrases in VUerbel Interactions
1
i

i

Groups : df - Obtained

Py
A-V and C 20 3%
A .21 ' 3%
A=V and A 21 .02 -
*n < .01
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Using a t-test comparing the means of the A-V group and the

control group, the obtained t volue was 3 and the critical t value was
2.524. This was found to be significant beyond the »~C = .01 level, (df-
21).

A t-test comparing the means of the A group and the control
group obtained a £ value of 3 and a critical t uaiue of 2.518. This was
found t) be significant beyond the ~C = .0! level, (df=20). N

A t-test comparing the means of tﬁe A—U group and the A group
oBtained a t value of .02 and a critical t vaiue of 2.525 (4f=21). No

significance was found.

Discussion. The treatment subjects learned the concept of
paraphraéina effectively from both the audio-video tape program and
the audio tape progrzm. This learning was apparent in both the written
questionnaire and the verbal interaction. Since no difference was found
betueen the two modes of presenting the model, audio tape or combined
audio and video tape, it appears that a verbal communication skill such
as paraphrasing can be effectively taught using a verbal model.

| Audio tape equirment is accessible to many mofe people and,
therefore, a communication skills program developed on audio tapes
uoﬁld be readily useable by many more paople than a program developed
en vidao tapes. 'The self-instructional nature of the program also
makes it easily used by individuals on their oun time.

The lack of difference between groups in non-verbal attending
skills could be due to the fact ;hat the skill being learned was verbal
in natufe so, therefore, even when a visual model was presented the
subjects éttention was focused on the auditory stimuli. Also, as no

mention of these skills was made, the subjeéts may have resorted to
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typical personal befavior in the briet verbal interaction which was
video taped.

Uhile 11 but two treatment wubjects used ot least one para-
phrise in‘thﬂir oral interview, there was a great difference iﬁ number
of paraphrases used. It appeared that some subjects were more able to
U lhc newly acquired skill than othoers.  In oo future study 1t would

f waluable to find out why come subjects chose to use the skill in the

L

orul intervi-w and some did not. It could have been partly duec to the
instrcucticns aiven to the subjects prior to the oral interview. More
¢irwct instructions to use paraphrases v, be needed to see 1f they

have internalized the skill to the place uhere they could usc it in

conversation.

The results of this study indicate that 1t would be &§§thghilu
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tionsl prourams on eitnher audio tapes or audio-

video tapes to teach saraphrasing as welil as other communicaticr skills,
o] p

Implications of the Prelimipary Research

The results bf the preliminary research influenced the nature
of the thesis research in the Follouing wéys: (a) It was shouwn that
“here was ne difference in an audiotape model and a videotape medel in
teaching the communication sk. .1 of paraphrasing. As a result, it was
decided to -develop the three thesis program skill models on uiaeotapes.
Videotapes were chosen for two reasons. Firstly, once the programs
were made on video tapes it was an easy matter to maké the audio tapes
by taking the sound tracks from the video tapes. 1In this way, bbth
audic and audio-videc progréms would be available depending on the

equipment available to the person usinc the programs. Secondly, the

video tape form of the programs appeared to be more exciting to parti-
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cipate 1n, even though they were not shown to be more effective than
audio tapes in teaching tho skill of pqrdahfﬂ ing. {(b) Some sub jects
used tho‘skill in the verb.! d;;cuusion with the couached student and
some Jdid not. It wes docided to make an ingquiry with _.ome subrjects
immediatoly after “the verbal post test an with all subjects immediately
after the delayed post test to see if recasons for this difference could
N - .

be tounc. (c) TWe formut of the self-instructional Program success-—
fully taught the skill of paraghrasing. It was degided to uce *he

same pioagram format uhen developing the thesis program tapes.

ot
@]
—
[
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males 2nd 50 femalecg) attending Spring_ Session

.2t the University of Albearta.

Recvarch Des..n. A pco test-only contra. group design was used.

This desion was selected in an attempt to control for the possibi'‘ty

O

f task learning end reactivity effec*s through pre-<testing (Campbell &
Stanley, 1965). Further, this design lends itself to obtaining a

measure of how freguently the program skills are actually used after a

A

suc‘ect had worked ‘through the program. Subjects were also given a

b

delayed posttest one week after they had gone through the program. This

Qzve a2 measure of retention 2 skill over a short . period of time.
onn completion of the verbal posgtest, two subjects from_each i

GILoup were cuestioned about their use of the program skill in the live

interaction situations. This was done to get subjective data oq/why

the subject used or dic not use the program skill. Further information

was sought as to the impressions the sub jects have of the programs.
/ .

s
!



Upon completion of the verbal delayed posttest all treatment subjects

filded in the inquiry form.
Instruments., The sub jects! ability to use the program skills
. . v )
was measurgt in two ways in order to test the recall and transfer

dimensions of the programs (Gopper, 1975).

A five-statement questionnaire which was made up of five
"student-like" statements was used (see Kbpeﬁdix D). The subjectg
wrrte a respohse,to each "student~-like" statement. This questionnaire
was filled in during both the posttest and the celayed raosttest. The
questionnaire was rated independeniiy by two trained raters. EaCH
subjptt’s responses were rated for all three skills. Inter—;ater
reliability is reportec in thaptef Iv.

Eacﬁ“éubjecL held 3 S-minu‘ec live conversation with :.coached

. : ’ !

stucent. These ccnversations were audiotaped. FEach conversation was

- . . '

rated in the following marner. Forty-five seconds.at the becirning of

[

each conversation was dismissed as a warm-up phase.\ The number of
times’the program séill was used in the next three minutes were counted.
Both trained raters independgnt%y counted the.number of time;:each
‘program skill was used du?ing the thrée'minutes.‘ EFach subject's
~re-sponse’s were rated for all three skills. Intef—rater ;eliabilitiés
on ratér behavior counts are péported in Chapter IV.-- |

A-third form of inqbiry was aaso used.  This ccnsisted of a
questionﬁaireruhich.uas designed to fimd out why the subjec did or did
not use the skill and to get some feedback on the programs (see Appendix

“F). Two subjects from each experimental group were interviewed immedi-

ately after the posttest conversation with a coachec student. ‘All
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other subjects in experimental groups filled in this inquiry form-after
their delayed posttest conversation with a coached student.

"Subjects who were interviewed individually after the posttest

conversation with a coached student were.not included in the delayed

posttest measures.

Data Analysis. This,study yielded two types of data. These

were: (1) the judges' ratings of subjects' interviews with coached
students,and (2) the Jjudges' ratings of written respdhses. Each type
of datg was anal;zed using a one-tailed t-test. A Welch t-test
adjusted for unequal variance was usgg to take into account any dif-

ferencec variance found in between group comparisons (Fergusbn,

54

1965),

.The difference between groups was considered significant if

this difference had a probability of less than five chances in one

hundred of being due to chance alone (p< .OS).

Nature of the Trained Raterc aﬁd‘Coached Students. The two
raters, a s?udent in ‘counseling and‘the'researcﬁer,,were_trained to
iéentify the program skills until an inte;—ratér agreement’of .9 was
achlieved. This training consisted of bogh ratiné Qritten responses
and rating'audiotape.statements; The yai, .y of the ratinés was
checked by includihg responses ratedvas eithérvparaphrase, reflection

of feeling or open-énded question by an expeft rater.- The two trained

raters consistently rated ese responses in accordance with the

expert rater.

The three coached undergraduate students underwent an hour.

training period where they practiced the statements they were to presént

. . . N
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to each subject that they saw. The coached students used the same
problem with each sub ject that they saw. They made many short state-—
ments and paused frequently to give the subjects an opportunity to

respond.

Procedure. Subjects were randomly assigned to ane of four
groups. There were ‘three treatment groups énd'one control group. The
groups were (1) paraphrase program group, (2) feflection of feelings

program group, (3) open-ended question program group, and (4) control

-

group.

T/‘ Each of the treatment groups listened to the videotape self-
in:tructional}program that they had beén'assigned to. Upon.complétion
of the program the} made written respohseé to the five statehent
questionnaire of typicaiagtudent statements. They then held a five-
minﬁfe interview with a coached sfudent. , _ - ‘ . ~

The control group, filled in the five statement qQéstiongaire

and h;ld a five—minuté in£ervieu-withna coached student. | )

. ;-

All#subjects were randomly assigned. to the coached students.

- &

Neither the persaon randomiy assigning the subjects nor the coached
SLUden£S xnew which group the subject was from.

Two SUbJECtS from each treatment group were lntervlewed 1mmed1—
ately after thelr interview with a coached tudent_(see Appendix F),

One week later subjecks were agaﬁn measured for théir ability
to use their program skill in both a wriiten forﬁ‘and in an interviey
with a coached student. SubJects who were glven the 1nqu1ry after the
“firgt verbal measure were not 1ncluded in the delayed posttest group:

(See Figure 1 for Procedure Outline. )
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Figure 1

Research Procedure for Treatment and Control Groups

Group

Procedure

Paraphrase
Videotape Program

Reflecticn of Feelings
Videotape Program

Open-Ended Question
Videotape Progranm

'

l. Saw the 25 minute self-instructional
program on paraphrasing. Filled in the
check mark sheet during the practlce
phase of the program.

2. Made written responses to S typical’
student statements.

3. Held a S-minute live interaction with

a toached student.

4. One week latervrepeated the-uwritten

~response sheet and the S5-minute live

‘araction with a coached student.
F_ d in the inquiry questionnaire.

"1d the 25 minute self-inst}uctidnal
piogram on reflection of feelings.
Filled in the check mark sheet during
the practice phase of t?ﬁ program.

2. Made Qritten responsés to £ typical
student statements. .

3. Held = 5-minute live interaction with
a coacheao student.

4. One week later repeated the written
response sheet and the S-minute live
interaction with a coached student.
Filled in the inquiry questionnaire.

1. Did the 25 minute self-instructional

~

program on asking open-ended- questicns.. -

Filled in the check mark sheet during
the practlce phase of the program.

2. Made written responses to 5 typlcal
student statements.

P

3. Held a S—minute live interaction with

a coached student.



Group

Procedure

" Control Group

4. One week later repeated the written
response sheet and the S-minute live
interaction with a coached student.
Filled in the inquiry questionnaire.

<

1. Méde written responses to 5 typical
student statements.

2. Held a 5-minute live interaction with

a -.coached student.
3. One week later repeated the wfitten
response sheet and the S5-minute live

interaction with.a coached student.-

-

Subject Cistribution

Figure 2

Control group

Group Posttest n Delayed Posttest n

Paraphane
treatment group 6 - O 13
Reflecticn of >
feelings treatment - ;
group . 17 . 9
Open~-ended question ) 4
treatment group 18 10

11 ' 11
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The droé in the numbér of subjects taking the delayed pésttest
measure as compared to the posttest measure was due mainly to subjects
being unable to fit.the délayed posttest interview into their busy
timetables. - In all but two cases sub jects wﬁo did not take part in
the delayed posttest measures stated t%at they would be unable toAbe
present for the second‘testing:i The following table of mean scores on
the bosttest measure for those people who did not take fhe delayed
posttest measure and for those people who did.take the delayed posttest
measure shows that there was no significant difference in the. two

groups. (See Figure 3.) Therefore, it is uhlikézygthat the delayed .

posttest results were Significantly influenced by the dropout of subjects

a

after the posttest. measures.

Figure 3

[

Mean Scores on Posttest Measures For Subjects Who Did

And. Did Not Do The Delayed Posttest Measures

N2

X Score X.Scare

Measure ' .. (Delayed Posttest) (No Delayed Posttest)

Paraphrase ) .

(written) v T 4.2 v 4.0
Paraphrase . : .

(verbal) 2.0 ‘ 2.7

' /

Reflection of feelings .

(written) 3.4 : 3.1
Reflection of feelings

{verbal) 1.7 , ' - 1.5

. Open-ended questions .
(written) : 3.9 o 3.9

Open-ended questions :
(verbal) 2.8. . 2.5
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Nature of the Self—Instructional'Programs. The self-

instruction -1 programs were presented on videg tapes. Video ﬁapes

were selected after the preliminary research found no difference in- -
the effectiveness of an audio—ﬁideo model as compared tolan audio only
model. Video tapss were cﬁosen for two reasons. Firstly, once the
programs were made on vidso ﬁapes it would be an easy matter to make
the audio .tapes by taklng the sound tracks from the video tapes. 1In
this way,'both audio and audio-video programs would be available to

the person using the proérams. _Secondly, the .video tape form of‘the'
program appeared to be more exciting to participate in. The praegram
when presented on both.audio tape and audio;video tapg taught thelskill
of paraphrasing. Therefore, the sams program format was used in the
three communi;atidn skills programsbbeing tested in this.study.

' The programs.wéfe made in the Audié Visual Department ét the
University‘of Alberta'by professional teleuiéion personﬁel. Grade six
students from Brander Gardens Elémentary School and an éleméntary
teacher provided the verbal interchénges for the pfograms. Both the
students and the teacher were tréined in the type of statements and

fesponses to make which would best illustrate the_program skill being

demonstrated. A professionally trained commentator did the didactic

instructions.

whilé a broad, integrative concept of programming is Frequently
encouraged (Lindvall & Bolvin, 1967); Langg (1967) points out thaty
Fhere is value in effective educational modules that can be used for
specific purpcses and conditions. By developing specific Sklll programs
it becomes p0551ble to evaluafe each segment of what later may be

integrated into & ccrplete series of skill progfams. Also, by develop~- .

\



ing each skill as a separate unit, the user is able to easily repeat
the procram or segment of i% to meet his own needs and time schedule.

The programs were based on a aual taxonomy for characteriﬁing
behaviors to be learned and éxhibited which was'cdmpiled by Gropper |
(1975). This tafonomy sets out’two‘conditions of performance (a) recall,
aﬁd (b) traﬁsfer. The compohent skills are (1) discrimination, (2) gen—
eralizations,‘(3) associations, and (4) chains. |

| ‘Specifically, the program was set.out to be efficient as méll
as effective. The following neéessary'program rquirements, as set out
by Gropper, uwere iﬁcorporated:‘(a) enough exposure to target behavior
before practice so that thg taréet behavior was clearly delineated,
(b) exposure ﬁo a-uide variety andva su%ficie‘ Aumber of sahples tq
allow for easy;genéraliéation, (c¢) practice during instruction to
facilitate recall, (d) feedbéck about correctness or incorrectness of
responses, and (5) practice of the total criterion behavior.

Thé individual program uideo,tape% were approximately 25 minutes
in length and consisted of (1) a verbal explanation of the skill, (2) a
3-minute demonstration of a teacher‘talking with a stUdent and using
the skill, (3) another verbal e*planatién of the skill, (45 8-10 verbal
interactiéns between a teacher and:a child to demonstrate the skill as
aﬁ isolated concept, (5) 8-10 practice statements where a student made
a.statement, éheré is a 20-second pause for the subject fp make ‘a
response,. then a teacher made a response using'the progréﬁ skili.ﬂ The
subject compared his responée to the teacher's to détermine if they
used the program skill. (6) A'fe—étatemenf of the program skili, |
(75 10 practice'statements Qhere a stgdent made a statement and the

s

subject made a response using the program skill. For parts 5 and 7 of

37
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the program, the subjects gave themselves a check mark each time they
felt they had made a successful response. This helped insure subject .

involvement in the program. This method wis shown. to be successful in
a study by Verplanck (1956) (see Appendix D).

N
I3

Research Questions
; .

To evaluate the effectiveness of thé three self—instructional
communication skill programs and to see if the skill acquisition held

up over time, . six specific hypotheses were constructed. These hypoth-

eses were tested with both posttest and the delayed post measures.

Question I

Paraphrase program group subjects will use significantly more

paraphrase responses on the written guestionnaire than will control

.

- Qroup subjects. N ’ v _ e

Question II

<

Reflcection of feselings program group subjects will use signifi-

cantly more reflection of feelings réspoﬁses on the written question- -

naire than will control group subjects.

Question III
Open-ended question pror:am gfoup cubjects will use significantly
more open-ended questions on'the wi.*. 0 questionnaire tﬁan will control

group subjects.

Question TV

Paraphrase program group subjects will use significahtLy‘more
paraphrase responses in the live interview than will control group

subjects.
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Question V
Reflection of feelings proaram group subjects will use
significantly more reflection of. feelings responses in the live inter-

'

view than wi'l control group subjects.

Question VI.
- Open-ended question program group subjects will use signifi-
cantly more open-ended questions in-the live interview than will

control group subjects.



CHAPTER 1V
RESULTS AND 1SCUSSION

Thi o chapter deals with the rcliability of the judges on both
the written and verbal measures, the findings as related to each of
the hypotheséé, and a summarization of the sub jective data gathered by

the inquiry questionnaire.

Relizbility of Raters

Basic to the consideration of the data cullected in terms of
differential treatment-effecis was an 1nvastig§tidn into the geliability
vith which written ro;ponses and verbal statemeﬁts emittgd by +sub jects
curing a di;cussion coulc be counted. As indicated by»Tables 5 and 6,
1t was found C5ap the judgo: could reliably rate both written and
»uerb;l responzes. This was expected in view o he high interiudge
reliabilities found in the pr;iim;nary ;ese;rch project describecd in

Chapter III.

Treatment Effects on the Posttests

The following null hypotheses were genera.:.- to test tﬁe treat-
me~t effect as displayed on the written_bosttest.

1. There will be no significan® dif%ergnce bet@een the mean
nurver of paraphrases used by subjects in the exp;rimeqtal and-control
arcups on the written response pésttest.

2. There will be no .ignificant difference between the mean

number of reflection of feeling responses used by the subjects in the

® :
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Correlation Coefficients

Table v

Scores on Posttests

of Raler

Moasyre

Skill

Co:relation*

Written Response Sheet

- —_ - T LR
dzl Inceraction

Ver
Behavior Count

Verbal Interaction
Behavicr Count

Paraphrase

Open-Ended Question

Refleétian of Feelings

Parachrase

Open-Ended Question

Reflection gof Feelinas

*Pearson ¢

e

.97

<95

.98

PN

—



Behavior Count

/
Table VI,
Correlation Cuefficients of Ruter Scores
on D-.ayed Posktwsts
=
Measure ' Skill Correlation™
7
Uritten Hesponse Sheet : Paraphrase | A%
Writien Response Sheot Open-tnded Question \ .97
|
Uritoen Ré:pon:e Shaat , Reflection of Feelincs .97
Verbal Interzction Paraphrase Q7
Benavior Count
" Verl=l Interaction ' _ Open-Ended Questicn .S3
Behavior Count
Verbal Interaétipn Reflection of Feelings .98,

© ¥Pearson T
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experimental and Eontrol groups.on the written response posttest.

3. There will be no sighificant Jifference between the mean
number Df);pen-endéd question responses used by the subjects in the
experimental and control groups on the writteﬁ response posttest.

T;test analyses using the We ch t-test (Ferguson, 1966)
adjus;cd for unequal variance was carried out (see Table 7). On the
measure between the open-ended question graoup and control group a
significant difference was found (t = 21.8; p<.01). No t-scores
could be comput;d in the comparison of the paraphrass group and thé
control group and in the comparison of the reflection of feeling group
and the control group as the control group made no scoreable responses
in either case. Houwever, uith'mean scores 0% 3.8 for the paraphrase
group an& 3.4 for the reflection of feeling group, it seems reasbnable
to assume that the treatments were effactive. vThe maximum passible
mean score on the written'response measure was 5.0. Therefore,- for all
thfée hypothasesvthe null hypothesis was rejected.

j-The following null.hypotheses were éenerated to test the )

. . / q
treatment effect displayedlbn the verbal behavior count posttest.

1. There will be no signifi: .nt éi%farence,petueen the mean
‘nur. & of paraphrases used by subjects ;ﬁ the éxperimental.and control
groups on the verbal behavidr count paosttest.

2; There will be-no significant difference between the mean
number of refléction of,Feeling responses used by the subjects in the
expe;imentai and control groups on the verbal behavior count posttest.

3. There will be no significant difference between the mean

number of open-ended questianc used by subjects in the experimental

.an” control‘groups on the verbal behavior count posttest.
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Means,

Table VII

.

Standard Deviatidns and

t-Tests on Posttest Measutres

44

Skill

Zmaximum possilile mean wa- 5.0.

ok .
< 01

p =

Il

.01

Experimental Control df t
Written “UWritten’

° n X2 5.0. n X 5.0.

: - ol :
Paraphrase 16 3.8 1.4 11 0.0 - - - w
Reflettion of o
Feelings’ i* 73 17 3.4 1.6 11 0.0 - - -

:‘:;i »y . .

© 0Op n éh' ) .
Question 18 4.2 1.5 11 .09 0.5 21.8 g.8*
. <
o ‘
Verbal Verbal
n 52 5.0. n X“ s.D.

2 : -
Paraphrase 16 2.1 1.7 11 0.4 0.7 23.1° . 3.5%
Raflectién of i o , 2
FTeelings ' 17 1.6 2.1 11 0.9 0.3 17.0 2.8%%
Opéh-Endedv , o . :
Question 18 2.7 1.8 11 - 0.9 0.2 16.7 5.9%

1 : e ’ *
Degrees of. freedom adjusted by Welch test for % variance. b



T-test 'apalysis using the Welch t- test adJustﬁd% T unequal
variance was carried gut (see Table 7). 0On the measure bggueen the
experimental paraphrase group and the control group a t score r. 3.5
(p<.01) was calculated. ‘Qn the measure between the experimental
reflection of.feeling group and the control group a t score of 2.8
(p = .U1) was calculated. on the measure between the experimental open-
ended question group.and the control group e t score of 5.9 (p<.01)
was calculated. This indicates that all three treatment programs were
successful in teaching the skill‘and that the skill could be trans-
fe}red into a live conversation.

The large etandardhgeuiations when'compared to the means

- o , ;
calculated for the paraphrase g:oup (X = 2.1; 5.0. = 1.7) and the
reflect;on ofvfeeling group (X = 1.6; S.D. = 2.1) indicates that in
the treatment groups a few subjects were making a relatively darge
number of countable skill TEesSgonses uhlle many subjescts were making a
.relatively small number or no countable skill responses. This f{hding
shows that while a few subjects transferred the program skill very
effectively to the live convereatlon settlng, many did nof‘ Possible

reasons for this. flndlng wlll be discussed further under the sectlon on

SUbJECCer reports.

Summary of the Re 1ts of the’ Post est. The self-instructional

videotape programs appeared to be effective in teaching the .il° -
.allow the subjects to use themasuceessfully both in makiag

. responses and-when engaging in a live conv=rsation. Thus, ¢.. 12

" major goals of this study, to develop an. effective, self-instructional
programs to teach the communication skills of paraphrase, reflection of
2 :

feelings and asking Qpen—ended questions was satisfied.

“
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The number of scoreable verbal responses made during the three
minute behavior count was found to be significantly higﬁer for the
treatment groupg than for the control groups. While the actual number
of mean responses made was relatively small (paraphrase, X = 2.1,
reflection of feelings X = 1.6, open-ended questions, X = 2.7) it
appe  od that the subjects did master the skills té the egtent that
they could use them in a live conuersatiqn. Whether the number of
skill responses would increase or decrease in a less structured, mare

Ce

relaxed atmosphere is not ansuwered by this study.

Treatment Effects on the Delbyed Posttest

The following null hypotheses cre generated to test the
treatment effects as displayed on the written cdelayed posttest.

1. There will be no significant difference between the mean

- number of paraphrases used by the subjects in the experimental apd
‘cont;cl groups on the written response delayed postiest.

2. fhere will be no significant difFerenéé between the mean ,
number of‘reflection of feeliﬁgs responses usedﬁgylthe subjects in the
experimentzal and control groups on the britten response delayed post-
test. v .

3. There wiil be EO'Significadt difference betwéen thé mean
number of ope 2d questions used by the:subjects ih‘the expe:imqntal
.and control groups ﬁn theiuritten resporse delayédbpost;ast.

T—tesﬁ'anélyses using the Welch :—teséladjusted for unequal
uariancé was carried out (see Table 2). On ﬁhe’measure betwéen the
paréphrase group and control groupva significant difference was found
(t = 6.1; p<_.01). A significant differé‘ri{ uas also found on the . g

measure between the opentended question group and the control group



47

Table VIII

Masans, Standard Deviations and t-Tests

on Delayed Posttest Measurass

Skill . Experimental . Control dfl t
,-/ .
N Written ' Written
n X 5.0. n__ X2 5.0.
Paraphrase 13 2.8 1.3 11 0.3 0.6 18.8 6.1%
Reflection of
Feelings 9 3.6 1.3 11 0.0 - - =
Open-Ended ,
Question - ‘10 4.2 1.6 11 .09 ' 9.7 7.9%
Verbal " Verbal '
0 X S.0. n_ X2 S.D.
Paraphrase 13 2.5 2.2 11 0.1 .4 13.0  3.6%
Reflectiun of , : .
Feelings 9 1.7 - 2.2 11 0.0 - - -
. . '
Oper—-Ended ' _ .
Question 10 2.8 2.4 1z 0.5 0.8 11.2 - 3.0%*
lDegrees of freedom adjusted by Welch test for £ variance. ?
. 2Maximum possible mean was 5.(. " ’Jf
p< .01 _ : ‘ ¥
p = .01 ;: s
1 ‘,g

L
-
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(t = 7.9; p<.0l). No t-score could be computed in the comparison of
the reflecfion of feelings growp and control Qfoup as‘the céntrol
group made no scoreable responses. Homever? with the mean score of
3.6 for the reflection éf feelings group, it seems reasonable to assume
that the treatment was effective. The maxiﬁum possible mean score on
the written response ﬁeasure was 5.0.‘

The Follou}ng null hypotheses were generated Eo test the treat-
ment effect displayed on the verbal‘behavior count delayed posttest.

.1. There wiil be' no significant difference bétmeen the mean
number of paraphrases used by subjécts in the experimental and control
grcups on the verbai ' ehavior count dglayed posttest. |

2. There will be.no-significant differencé between the mean
Aumber of réflection of feelings response: used by the subjects in the
Egperiﬁental and control groups on the uerba;'behauiorrcount d;layed
pésttest. o | -

3. There will be.noAsignificant difference betueenﬂthe mean
numbef of qpen—ended-queétions used b9‘subjects.in the experimental and

control groﬁps on the verbal.behauior count delayed posttest.
T;test analysigrusing the Welch t-test adjusted for unéqual -
~iz-ce was carried oUt'(sée.Table 8). On the measure between the

simental paraphrase droup and the cantrbi g;oupva t score of 3.6

(pfﬁ.Dl)‘was calculated. The f score>calculated between the oﬁen- »

ﬁgded question me;sure and the control group was found to be 7.9 (p<
.01). No t score could be coﬁputed in the comparison of the reflection

‘of feelings sroup and the control group as the control groﬁplmade no

scoreable fesponses. However, with the mean score of 1.7 for the

reflection of feelings group, it seems reasonable to assume that the

<@ soaT
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treatment was effective. This indicates that the treatment programs
were successful in teaching the skill of paraphrasing and asking an
open-ended question and that these skills could be transferred to a
live conuersatioh.

The large-standard deviatidns‘when cbmpared to the means cal-
culated (paraphrase X = 2.5,'5.0. = 2.2; reflection of feelings X = 1.7,
5.0. = 2.2; open—endéd guestions X = 2. S5.0. = 2.4) indicates that
in the tréatment.groups a feuw subjécts were making a relatively large
number of counfabI§Tskill respohses while many subjects weére making a -
'relativclyvsmall number or no eountabie skill responses. This Finding
'shous that while a Few“subjectsltransfe:red the program skill very |
effegtively-to the live conversation setting, many did not. Possible:
reasons for this finding will be discﬁssed further Qnder the setfion on -

subjective reports. ) . .

Summary of Results of the Delayed Posttest. The'selffinstrUc—

tignal videofabe programs appeared to be effective in,teéching the »
skills so.that the subje;ts could - use them correctly, both on the

. .written.response sheet and in a2 verbal conuersatioﬁ, one week after

sgeing‘the skill program. Thus, it appéarsithat.the éfiects of the

‘program held up over time. o |
There was no signif%cantAdifference in the mean scores of the 2\

.groups on fhe posttest measures and on.the delayed posttest'meaﬁures. ‘B
“The numbé; of scofeable verbal re;pdnses‘made during the three

minute behavior count was found to be.significantly highér for the |

’trgatﬁent groups than for the control groups::'Whi;e the actual number

of mean responses Eade izs relatively smallf(paraphrase,'¥ ; 2.5;

reflection of feelings, X = 1.7; open-ended gquestion, X = 2.9) it
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' appeared that the subjects did master the skills to the extent that
they could use them in a live conversdtion one week after having been
exposed to them. Whether the number of skill responses would increase
or decrease in a less structured, more relaxed atmosphere is not

Snjuered by this study. : o

Posttest—Delayed Posttest Comparisons

The means for each of the three experimental groups and the
control group changed very llttle from the posttest to the delayed
posttest measures (see Table 7 and Table 8). Due to the very slight
change ln the means no statlstipal analysis was carried out. It

-appeared that the subjects who saw a self-instructional yldeotape skill
program were able to use the skill as well after a week internission as

they were directly after viewing the program.

Summary of Ratings on All Three Program Skills

s l.The responses of each group, both on the written neasure ano’:
in~the behavior count of skill useage,'were scored on -all, subjects'
responses for all three skills (paraphrase, reflectlon of feellngs
and open—ended questlons) A summary of these results are set out in

_Table 9 and Table 10.

| SeJeral obseruations-are possible. Subjects who were in the
,open—ended’qpestion group tended notlto use skills other than open-
ended questions while filling in the urltten ~Tesponse forms. The only

skill other than open- ended questlogg that they used in the live
conuersatlons were paraphrases. They used more paraphrases on ‘both
the posttest and the delayeg posttest than dld the control group.

SubJects who were in the paraphrase group used malnly paraphrase

responses both.on the wrltten response forms and in the verbal conver-



Table IX

Number of Skill Responses of Each Group

Rated on All Three Skills (Posttest)

Open-Ended

Group n Measure Paraphrase ‘Reflection of
N : _ Feelings Questiaon
n X n X n X
Paraphrase’ 16 Uritten 61.5 3.8 0 0 0 0
Response
Sheet
Reflection of ‘ - ‘
Feelings 17 12,5 - L7 59.0 3.4 1.5 .09
-Upen—Ended
Questions 18 0 0 0 0 75.5 4.2
) ' ' _
rol 11 0 o 0 0 1.0 .09
Paraphrase 16 Verbal - 34.5 2.1 4.0 .25 1.5 .09
" Behavior :
Counts
Reflection of .
Feelings 11 26.5 2.5 28.0 2.6 ° 3.5. .3
Open-Ended o S ‘
Questions 18 13.0 .7 0.5 .03 47.0 2.7
Control 11 4.5 .4 1.0 1 1.0 .1

51



Table X

Number of  Skill Responses of Each Group Rated

On All Three Skills (Delayed Posttest)

Reflection of

Group n Measure ' Paraphrase Open-Ended
Feelings Question
X n X n X
Paraphrase 13 Written 3S. 2.8 6.5 5 8] 0
Response
Sheet
-
Reflectfon of
Feelings 9 3.0 .33 33.5 3.6 5.5 .6
Open-Ended , _
Questions 10 D 8] 0 42.0 4,2
Control 11 3 0 o , 1.0 .09
Paraphrase 13 Verbal - 33.0 2.5 4.5 36 .5 .04
Behavior
Counts
Reflection of : :
Feelings ' 9 17.0 1.9 16.0 1.7 2.0 622
Open-Ended ' o
Questions 10 7. .7 0 0 29.5 2.9
11 2.0 .18 o 0] 5.5 .5

Control

&
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sations. Some subjects, however, did uée rcflectioﬁ of feeling
responses.

The major FindingAshoun by scoring each gfoup on all three
skills was seen in the reflection of %eelings group. This group
used almost as many or more paraphrase responses as‘rgélection of
feelings responses in the verbal conversation. Alsoj on the written

response form this group used a noteworthy number, uf paraphrases. The

reflection of feeling group also used some open-ended. questions. This

. . S )
use of multiple skills has at least two possible explanations. Firstly,

the natpre of the scoring criteria used was such that many responses
which did not have a direct reference to feelings and, therefore, could
not be scored as a reflection of feeling response, had endugh.conteht
in them to be scored as a paraphrase. Secondly, some of the,@odeled
responses oﬁ the réflection of féeling.videotape were very close to
being paraphraséﬁ. Thus, if these respohses were used as thé merl‘by
the subject, it is likely that a paraﬁhrése response wo@id'résdltf
Other unexplained %actors could also be resppnsible for the wider.ﬁse

of other skills by the reflection of feelings group than by the other

two ‘'experimental groups.

The Inqpiry Questionnaire

In the preliminary research it was found that many more subjeéts

used the prbgram skill on the written response form than in the live

conversation. It%uas not possible to determine if faétoré other than
the lack of transfer of the skill from the undefstanding stage to
useab;g/stage were involved. Also, it seemed¥desirable to obtain feed-

back from the subjects on the program that they saw. UWith these two

objectives in mind a number of inquiry questions were set out (see
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Appendix F). These questions were asked individually to two subjects
‘from each of the treatment groups immediately after the posttest
interview. All delayed posttest subjects {iiled in the questionnaire

‘upon completion of the delayed posttest conversation with a coached

student. No differences were found between the type of reéponses made

&

in the individual interviews and those written by fhevsubjects them- =7, ]
selves. Therefore, all of the information gathered will be considééednl
toge?her. | : ' | ' o ’ B iy
‘A total of forty-one inquiry forms were filled in. Thirty—qne
subjects said that they used the program skill in their conversation
with the coached studentz while seven‘said they did not and three were
uncertain whether they hadvof not.
Typical student comments to the ques&ioh "How did'you_feel about
using 1t?" were as follouws: ”qncomfortable",'"awkwardﬁ, ”artifici;l”,
"self—concious”, ”relaxed”.\ This suggests that one of the reasons
suojects were not using the skills as well in the live conuersations_as
tﬁéy did in making urittegﬁfESponées was due in part to the strain they
felt mhén being plaEEd in the position of having to engage in a farced
conversation. Perhaps in a more.relaxed situation they would have felt
freer to use the progrém skill. - | : -
Another question asked was, '"How did you‘Feei abOQt_the program
) .

you saw?''. Representative subject statements for each communication

skill program follow.

Paraphrase

"It was clear and informative.'
"Well prodiced as a learning tool."

"l felt that it uaé useful. Paraphrasing takes time to develop."-



Reflection of Feelings

"The program did raise my éommunication awareness."

"At first it seemed very rehearsed, quite unreal and overdone.
However, I nouw see how one can make this skill effective uhen used'in
one's own fashion."

"It's a good idea."

Open-Ended Quesé;ons
C

-"It was a bit long and si “otic "

"I felt I learned someth classroom teacher."
"Good -~ too long - point wi&: r L across well."

Frdm.thé above comments it appears Ehat the programs themselves
vere well received and perceived by many of the subjeé£s as being |
uébful. | ’
Informaiion was gained through the subjects! response; to the
last question ("AAy other comments") which would be useful to consider
in eithoer revising the present self—insﬁructional videg—-tapes or when
: deuelopiﬁg further.ékill tapes using the éame basiq program model.

Some of these comments will nob'pe liSted.”

"I mOQid have appreciated clearer directions at fhe beginning
as to how to use tﬁe,c5~ © -k sheet." .

"See it as use!’ . © .people having trouble communicating,
particularly beginning teachers."

It appea:éd that a.major reason for,sﬁbject§<not'using the skiil.

more in the conversation with the coached .tudent © due to the '"arti--

ficial" and "forced" nature of the conversation.
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CHAPTER V

SUMMARY .AND CONCLUSIONS

It is the purpose of this final chapter to present a b-ief
overview of the study conducted as well as to postulate implications

of the results &nd to propose areas of future related research.

Overview and Summary of Results

The original purposes of the study involved the'1ullowing
activities: (a) to determine if an audiotape or videotape self-instruc—

- tional program using skill.descriptian‘;nd modeling procéddre§ could
teach the skill of paraphrasing, (b) to see if there was a differeﬁce
in the efféctiueness with which the audio£ape program and videotape
program faught the skill ofyparaphrasing, (e) to develop three other
self—instructionai videotap?‘programs to teach the commurication skills:
'bf paraphrasing, reflpction of feelings, and asking épenvended quéstions,
-,(d) to determine if the three videotape programs taught theip réspective
skills =* both the recall and transfer level of usage, and (e) to
determine if the acquired skill was maintéihed over a period of tims.
Considering the first concern Jjust outlined, it was found in
the'preliminary research that both the‘self—instructional audiotape
program énd the self-instructional vidéotape praogram successfully'taught
the skill of péraphrasing. Secen;i1 ate! 5ignificant difference’ was |

found between the audictape group and the vidéotape group on either the

written response measure or the live conversation measure. As a con-
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sequance’of this preliminary research, the thesis research deuelopad

thres self—ihstructiona} communicationlékills programs- using videotape

as the presenting media and using the sams basip prograp format aa was

used in fhe initial research.

Two measures were us ed to determlne if the three self-instruc-

tional videotape programs taught‘their respective skills at the recall .
level and at the transfer level of usage. It was found that tha skills

of pafaphrase, raflepyion of feelings and open-ended questions were

, K :

used significantly more often by tha’axparimental group who Qorked

through the skill prpgpam than by the‘tpntrol group. This was_true'fopkf ,¢
all thres ékili groups in thevliva‘conversation mheru the npmber pf tipas
ithe skill was used was counted. A siénificant differente was also Eound
between the open-ended quéstion group and the control group_qh the

pumber of uritteh responsés made on a.five-item list of studént—iikav;
statements. No statistiaal anaiyses could be made between the written
responsg_measuremggt of tha'parapﬁ}ase group and the control group and
between the wrltten response measurement of the reflectlon of feellngs
%roup and cthe control group as the control group made no scoreabla

response in either casa. Howsver, with mean scarss of~3 8 for the
paraphrase gfoup and 3.4 for the reflactlon of feeling gropp it seems “ﬁ
llkely that SUbJeCtS who viewed the programs learned hou to writa a
response illustrating tha skill. The maximum meap sc&re on the wriﬁten
measura was 5.0. L ‘ f . /

The above rest'ts indicate that the skill programs did teach:
: . - ,

the skills to the extent that subjects viewing the program tapes could .

Bl

use ‘the skill in a written response and could transfer the skill to the

structured situation of a conversation'with'a coached student.

~
—
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The final purpose of the sfudy was to determine if tﬁesa

2 ™ ) -
skills would be maintained guver time. A week after the immediate .

" posttest a delayed posttest was carried out. This consisted of both

a uwritten measure and a verbal measure of the skill being used in a

s

conversation. The experimental paraphrase group and\bpen—enqed ques—
tion group used their raspectiﬁe skills¢sibnif@cantly more'often than
the control group on the written response form. No statistical analysis

could be done to compare the reflection of feéeling group and the control

"group as the control group made no scoreable responses. Howsever, as

the reflectlon of feellng group had a mean score of 3.6 on a flve—ltem
©

Lquestlonnalra, it appears likely that they, too, had retained‘the
ability to use the skill in a written response.

, R On thé measure to se. if the experlmental SUbJeCtS had retained
. ‘

“the ability to use thelr respectlve skllls in a conuersatlon:wrth a -

¥

coached student, it was found that both the paraphrase group . :d “pén-
. ‘ v . s

ended guestion;group QSedvtheir skills significantly more of-=- thah'
the conrrai.group.,~A9ain,;tﬁa reflection of feeling group could notvbe
looked-at sfatistically as the coatrol.group made . no scoreabls res-
ponses. |

The above findings suggest that the skills wers haintained.éver

time. " No statistical comparisons were made betweenfthe pasttest scores;r

4

measures dlffered very lzttle. Thls suggests that th_ Sklll usaga f

level as'dt.was immediately after the pragrams“wera coﬁﬁieted.

In both the prellmlnarx;study and the thesis research, somg




during their conversation with the coached student while other

experimental subjects used their 'skill infrequently or not at all.
A subjective inquiry after the conversation with the coached student

2

revealed that many experimental students felt uncomfortable and tense
while in the convérsation setting. It is possible that the strain

experienced during this taped conversation i<pribited ‘some of the
B \ CLSd . . .
experimental subje¢ts and, thus, made them-feiybtant to try out the
. L
Al

s

new skill they had just learned.

Sub jective ments on the programs themselves were found ,to be. .

i 4

genera%ly favoraphle, with many subjects finding the skili they learned’

to be use%ul.

Implications of the Study
iﬁ ngmodel,develqudyby Ivey (1971) showed thatnspecific'commpni;”
cation skills could be.effeﬁtively taught,by a method termed &icro—
cognseiing. Thi;&%étﬁbd requi:ed‘abbroximately fogf hours of sgudenf
and instfucﬁor'time for each skill taught plus expensive Uidebtgpe
camera.andkﬁlaybéck equipment. Stpdents Qho learned sﬁacific communi- -
;ation,skillé were,foﬁnd to be able tc transfer them to .an-interview
‘uith a coached student (Higgins; Ivey & Uhlemann, 1970). THithhesié
rgsﬁgrch has shown_tﬁat.three companent skills of communication
ST g ] ) :
(péfapﬁrasing, fefléqtion.of feelings and open-~ended questions) can be. .
taught in a period of 25 minutes by a self—instructional”videotape'
'program. Studgqté uiewihg;tﬁese pr~grams can also transfer the.skill
“to anﬁinterﬁieu witﬁ a &oabhed stﬁggnf. Tﬁis indicates that it gs
possible tq acquire the above skill§ in situations where.a person does

not have-zccess to a communication skills workshop. This factor seems
) : : - ' : o c0y

- . : ) . ¢
_important considering tha large numbers of teachers *o live and uqu _

.



ih areae or situations that do not permit them the time to fit into an
organized workshog. With a self-ipstructional prograh, the teacher can
fit use of the program to their own time schedule.

As this.study was done using Uideotapesias fhe medi * program
presentatidn the finding in the prelihinary resesarch that there was no
difference in the effe reness of a videotape presentation or an audio-

tape present%}ion in teaching the skill of .paraphrasing. Since the

“three thesis programs were developed using the same basic fqrmat as the

one used in the preliminary research, it seems likely that the thesis

[l

' programs cculd- have been as effectively taught usrng audiotapes as

Y

using v1deotapes If this proved to be true, then the only equinment

'neednj to use the programs would be an audid tape recorder. This would

grently increase the useability of the self-instructional communications

. ‘ Y3 : : ’
skill programs. - » .

Suaéestidde for Further Research
The theels ;esearch looked at the transfer of the progra 'ills'
to a canversatlon with a coached student It dld not look at whether
or not the sklll would transfer into the subject's everyday conver—
sations. Future research on the transfer of the prdgram ehills;
edecifical;y the transfer of the skills into ' .acher-student ;nteractions
seems to be indicated. S S , e |
fhe program skills were taught as secarate.units with no attempt
made to sec if the program gkllls when taught as ssparate unlts would
integrate with each other and become useable parts of ah overall method
of commdnlcatlon._ Future research could let subJects see all three

program tapes and then evaluate the SUbJECt'S overall.effectiveness in

communication. = Further top integration, .these specific programs may:have
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a more useful effect if they became part of an overall program which
included other means of instruction including an introductory lecture

and role-play prartice.

(4

Thé'i?fgﬁiion of the skills was checked out after only one week's
. . N#ﬁlég s . .
intermissidn~fPom the time the subjects saw the programs. It may be
desirable in future research to check skill retention after 2 longer
intermission and to include a§¥oilow—up tovthe main program that would

SR
reinforce the knowledge and’ useafe®of the zkill.
: . - . ' :
As these self-instruction®k-videotapes were successful in

teaching specific communication skills it may be useful to develop

further skills using the same model. Also, ﬁesting out the programs!
) i

effectiveness‘when presegteq on audiofape would give supporf to the
findings of bpe_préiimiégry rnuuarch.’

Anothef factor influencing how-successful a prﬁgram is in
teaching » specific skill involves the attigudinal set of the,persoh
‘viewinqvthe proéram. It is likely that the results of this thesis
research would have Seen_even'morg successful if the subjects involved
iaféheiStUdV were there.becéu$e of a desire to learn the skill rathgr
than because they were interested in being involved in a Pesearch
project., Fﬁture research could compare tgevdifférence in skill attain-
mentvgy people.who'séught to learn the skills and by people who were
learning'the skill as a secbndarxgmotivation. » |

'Though\this researchlhasvprovided a partial answer‘to the
'QUestion of how fb téa&p three of the,éomponentvékilis in communication,
no zttempt was made to exahing.thg effec£s the "~~~ of these skii;é

would have on classroom behavior. Research is needed. to uncover the

possible effects cf the use of these ski’_s in the classroom.



I

REFERENCES .

Allen, D., & Ryan y K. Microteaching. Massachusetts: Addison-Wesley,
1969.

P

Amindon, E., & Flanders, N. The role of the teacher in the classroom.
Minneapolis, Minnesota: Paul S. Amindon & Associates, 1963.

Bandura, A. Behavioral modifications through modeling procedures. In
L. S. Krasner & L. R, Ullman (Eds.), Research in behavior modifi-
cation. New York: Holt, Rinehart & Winston Inc., 1965.

Banuura, A. Principles of behavior modification. New York: Holt,
Rinechart & Winston, 1969,

Bandura. A., & waltors, R. H. Social learni&g and personality develop-
- ment. New York: Holt, Rinehart & Winston, 1963.

Campbell, D. T., & Stanley, J. C. Experimental and quasi—eiperimental
desiyns for research. Chicago: Rand McNally and Company, 1963.

Canada, R., & Lynch M. Systems techniques applied to teaching listening
skills. Counsellor Education and Supervision, 1975, 14, 40—47.

.Larkhuff, R. 'R. Critical variables in effective counselor tralnlng,‘
Journal of .Counseling Psychology, 1969, 16, 238-245. . .

‘Eg%khuff ‘R. R. Helplng,and human relatlons: A primer for lay and.
profe851onal helpers. Toronto: Holt, Rinehart and Winston, 1969.

Carkhuff, R. New directions in training for the helping prafessions:
Touard a technology for human and.community resource deyslopment.
Counselling Psychologist, 3, 1972 12-30. :

,Cbomos, A., & Soper,'D. The helping relationship as-described by "good"

and "poor" teachers. Jeur@al of Teacher Education, lﬁ,‘lQGB, 64-867.

Dalton, R., Sunolad, L., & Hihbert, K. An application of principles of
social ,learning to train®Ag in<communication of empatHy. Jourpal
‘of Counselling Psychology, 1973, 20, 378;383. :

.

Danish, S., & Hauer, A. Helping skills: A basic tralnlng program.
‘New’ York' BehaV1oral Publlcatlons, 1973. .
Dickerson, L., & Roberts, R. The effectlveness of prepackaged lnstruc—
tions for the inservice tralnlng of rehabilitation counselors.

Counselor Education and Superu181on, 1974, 14, 133-139.

Di Nattla, D., & Arndt, G. A comparison of micro counseling and-
reflective listening techniques. Counselor Educatien and Super-
vision, 1974, 14, 61-64. . : '

a LS

62



63 -
X

0i Mattia, D., & Zimmer, 3J. Comparison of tfaining devices for tceaching
emotional discrimination. Counselor Education and supervision,
1972, 12, 17-23.

Dunt.in, M., & Biddle, 8. The study of teaching. New York: Holt,
Rinehart and Winston, 1974,

‘Elsenrath, D., Coker, D., & Martinson, W. Microteaching intervieuwing
skills. Journal of Counseling Ps,chology, 1972, 19, 150—155.

Eisenberg, S., & Delaney, D. VUsing video stimulation of counseling
for training counselors. Journal of Counseling Psychology, 1970,
17, 15-19,

Emener, W. A cdmparison'of programmed-machine traihing and leader-led
group training on interpersonal behavior. Unpublished doctoral
dissertation, University of Geargia, 1971. - v

Gagn&, R. The conditions of learning. New York: Holt, Rinehart and
Winston, 1965. o ‘

Goldberg, E. K. Effects of models and instructions on a verbal inter-
. viewing behavior: An analysis of two factors of a microcounselling
paradigm. Unpublished doctoral dissertation,’Temple University,
1570. ‘ .

Gropper, G.“Diagnosis and revision in the development of instructional
materials. Englewood Cliffs: Educational Technology'Publications,
1975. . )

:

Haase, R., & Di Mattia, D. The application of micrdcounselling paradigm
to the training of support personnel in counselling. Counsellor.
Education and Supervision, 1970, 10, 16-22.

“

Hackney, H., & Zimme:;'J. Relationship of trained counselor behaviors
to empathy and positive regard. Unpublished manuscript, Purdue
University, 1970. ; '

¥

Harbach, R." Egunselars' perceptions of theif counseling and mode of -
feedback: A comparison. of audiotapes and videotapes. Unpublished
doctoral dissertation,. University of Wisconsin, 1972. '

Heiserman, M. 'The effect of experiential-videotape training proceduras’
compared to cognitive-classroom teaching methods on the'interpsfgonal
communication skills ‘of juvenile court caseworkers. . Unpublished -
doctoral dissertation, Michigan State University, 1971.

Higgens, ., Ivey, R., & Uhlemann, M. Media therapy: A programmed
approach to teaching behavior skills. Journal of Counselling

P;xchologz, 1970, 17, 20-26.

Hum, A. Language labo.atory use in the training of counselors: An
exploratory comparative study. Unpublished doctoral dissertation,
-University of Alberta, 1973. ' . , '

PRt B L . L



AR

e v

Tvey, A, Microcounseling and media therapy: State of the art. . Counsselor

Education and Supervision, 1974, 13, 172-183. .

Ivey, A. Microcounseling: Innovations in ;nterviem.tfaiz ig.  Spring-
field: Charles C. Thomas, 1971.

Ivey, A., & Gluckstern, N. Basic attending skills: Particinant manual .
Massachusetts, Nicrotraining-Associates, 1374,

Ivey, A. Normington, C, Miller, C., Morrill, W., & Haase, R. Micro-
counseling and attending behavior: An approach to prepracticum
tounselor training. Journal of Counselinn Psycholdgy} 1968, 15,
Monographed Supplement to No. 5, 1-12.

Kelly, 3J. Reinfbrcement in microéounseling. Journal of Counseling
Pszchologz, 1971, 18, 268-272.

Lange, P. (Ed.) PBrogrammed instruction. Chicago: University of Chicago
Press, 1967. : ' v

Leuis, W., Lovell, 1., & Jessee, 8. Interpersonal relationship and

. pupil progress. - Personnel and Guidance Journal, 1965, 44, 396-401,

Lindval, C., & Bolvin, J. Evaluation as a taol in curriculum'develop—
‘ment: The IPI evaluation program. "Chicago: Rand McNally, 1970.

Magnus, R. Development of an individualized éutoinstrubtioﬁal'program
to -imprswes the ability to understand and communicate empathically.
Unpublished doctoral dissertation, Mississippi State University,
1372, ' :

~

Myrick, R. Effect of'a mbdel on verbal behavior‘in counseling. Journal
- of Counseling Psychology, 1969, 16, 185-190. .

Perkins, S., & Atkinson, D;v Effect of selected te;hniqueslfor’tfaining
resident’ assistapts in human relations. Journal of Counselling

Psychology, 1973, 20, 84-90.

3Perry; M. Modeling and iq@;rhctions in‘training for counselor empathy.

Journal of Counselling”Psychology, 1975, 22, 173-179,

Polihg, E. Video tape recordings in counselling practicum: II -
critique considerations. Counseling Education and Supervision,
1968, 8, 33-343. S ’

Saltmarsh, R. Development of empathic interview skills through program-
med instruction. Journal of Counselling Psychology, 1973, 20, 375-
377. . ) .

Shoemaker, J. . Micro lab Versus didéctic'training oF'counselor behaviors.
Unpublished doctoral dissertation, University of Missouri, 1972,

§kinner, B. Science and human behavigr. New York: Macmillan, 1953.

64



A

Verplanck, W. The control of the content of cohversation: Reinforce-
ment of statements of opimion. Journal of Abnormal and Social

Psychology, 1955, 51, 668-676.

Whalan, C. Effects of a model and instructions on group verbal
behaviors. Jodrnal of Consulting and Clinical Psychology, lgﬁQ,
33y 509-521. : B

~

Yenowine, G., & Arbuckle, O. Study of the use of videotape and audio-

tape as techniques in counselor education. Journal of -Counseling -

Psychology, 1971, 18, 1-6G.

Zimmer, J., & Anderson, 5. Dimensions of positive regard and empathy.
Journal of Counseling Psychology, 1968, 15, 417-426.

Zimmer, J., & Park, P. Factor analysis of counselar communiications.
Journal of Counseling Psychology, 1967, 14, 198-203.




APPENDICES

Etay

66



AYETNDIX A

COMMENTARY ON THE PARAPHRASE VIDEO TAPE
EFFECTIVE COMMUNICATION SKILLS

SKILL ONE: PARAPHRASING

Single person facing camera (commentator)

.

Paraphrasing is a skill to help you understand what someone has said

It lets you check to make sure that you understand another person'
1deaa, 1nf0rmatlon, or suggestlons as he 1ntended them.

Paraphrasing, then, is stating in your own way what a person's
remark conveys to you. It is more than merely trying to say the
same ‘ng in different words. ‘A paraphrase reflects what a
-persc . statement means to you. Thus, if you have misunderstood
the person becomes aware ©f the discrepancy between his intended"
meaning and your understandlnq

Effective paraphrasing is one way of showing YOur interest in
ancther person. UWhen you take care to understand what a person is

saying it lets th person know that you arc interested in him. His

“ideas, information, or suggestions are worthwhile understandlng
correctly,

: : “o o
‘You will naw hear a teacher talking with-a student and using para-
phrasing ta/sheu interest in what. the student is-saying and to
clarify what has been said so that the teacher knows if she has
understood the student and the student knous if the teacher has

understood him.
3 minute interaction between a teacher and student SPLIT SCREEN
single person facing camera (qommentator)

You- have just heac-d. how paraphraSLng can be used in an everyday
conversatlon betw=en a student and a teacher

Students will now make short statements. A teacher will paraphrase
what the student has said. As you listen to the student think of
how you would paraphrase what has been said.

Notlce hom the teacher listens carefully to what the student s
saying and checks out with the student whether or not the meaning
they understood is what the student has intended to convey.

- 10" single interactions between-a teacher and child SPLIT SCREEN
5 SECONDS BLUE AFTER EACH SEGMENT
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Single person facing camera (commentator)

You now know what a paraphrase is and how it is used. You will

nuw have a chance to practise paraphrasing.

A student will make a statement. You are to paraphrase what the
student has said. That is, put in your own words the meaning you
derived from the student's statement. After you have made your
statement a teacher will paraphrase what the student said.

-Think about ypur'response. If it was a paraphru..e give yourself a

check mark. See how many check marks you have by -the end of this
section. '

12 student/feacher interactions

student makes statement
wait 20 seconds with camera on student
teacher responds

5 SECONDS BLUE BETWEEN EACH SEGMENT

Single person facing camera {commentataor)
How many check marks did you get? Great. You will now have a-
chance to practise paraphrasing on your own. You will hear a

student make a statemert. Paraphrase that statoment. 3

If you feel your paraphrase was successful give yourself a ‘check

.mark. No teacher response will be heard so you mlll Jjudge your own

response.

lD single student statements
student holds om screen for 20 seconds after segment
5.SECONDS BLUE BETWEEN- EACH SEGMENT :

Single person facing camera (commentator)

How many paraﬁhrases did you make? Great. You now have an effectlue
method to make sure that you understood the meanlng another person
wished to convey.
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APPCNDIX B

COMMENTARY ON THE REFLECTION OF FEELINGS VIDEQTAPE'!
EFFECTIVE COMMUNICATION SKILFS
| SKILL TWO: ZREFLECTION OF FEELINGS ‘
1. Single person "acing camera (commentator)

Many statement that people make to us have a feeling component.
These feeling: in be directly stated ar implied. By listening
carefully to what a person 'is saying, Ve can acknowledge these
feelings by reflecting back to the person how we perceive thay are
feeling. . That is we attend to the feelings being expressed rather
t byt tending solely to the content. :

R 111 of showing another person that you understand their
2€11ings and- internal ‘emotions is called reflection of feelings.
N
Reilection of feelings is a skill which is appropriate to use at
any time regardless of whether the feeling expressed is positive,
negative or ambivalent. 1% hclﬁs you, the listener, keep in tune
with .the persop who is Speaking. Your goal in reflecting feelings
- is to .tune in on emotions. ) ' a ' A

x

T
f

Refléctionfof feelings is one way of showing a person that you are

“interested in him. .. Yhen you take care to understand houw a persan
is feeling, it lets that person know you are really listening to
him. : - c

You ‘will now hear a teacher talking with a‘studenﬁ and reflecting
feelings. The emphasis is on the emotional portion of the statement
rather than on the content. . -

2. 3 minute interaction between a teacher and student _ SPLIT SCREEN
3..5ingle person facing camera (commentator)

You have just heard hou reflection of feelings can be used in an

everyday conversation between a student and a teacher.

Students will now make short statements. A teacher will reflect

the feeling expréssed by the student. As you listen to the. )

student think of how you would respond to the feeling part of what
" has been said. ‘ A : ’

- Notice how the teacher listens carefully to what the‘student is
' 5§ying. She lets’the'student know that she understands the feelings
underlying what  they are saying. -

N
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10 single interactions between a teacher and child SPLIT SCREEN
5 SECONDS BLUE AFTER EACH SEGMENT

Single person facing camera (commentator)'

Now you know what a reflection of feelings is and how it is used.
You will now have a chance ta practivelreflecting the feelings
underlying what a studcnt is saying.

A student will make a statement. You are to reflect the’feeling
'rment of what the student has said. That is, put into your oun
L. the feelings you associate with the student's statement.

Aft you have made your response a teachet will reflect the feelings

che student's statement. Think about your response. If it'did_
veflect the student's feelings, give yourself a check mark. See houw
many check mark you have by the end of this section.

12 student/teacher interactions , ﬂﬁQ§§
student makes statement ' J ot

wait 20 seconds with camera on student
teacher responds

5> SECONDS BLUE BETWEEN EACH.'SEGMENT

Single person facing camera (commentator)

How many check marks did you get? Greét. You will now hake a
chance to practise reflecting féelings ON your own. ’

A student will make a statement. Reflect the feelings that you
hear. .If you feel that your reflection was successful, give your-
self a - heck mark. No teacher response will be heard so you will
judge your ouwn responses. : ' '

10 single student statem:znts
student holds on s.reen for 20 seconds after statement
5 SECONDS BLUE BETWEEN EACH SEGMENT

Single person facing c- 'mmentator)

How-many check marks ?  Good. You now know how to shouw

a person. that you are e feelings underlying what they

are saying. This lets -son know that you have truly understood -

their feelings. Reflecting feelings is a helpful skill to 'us= in
all typgs of conversations. ‘
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APPENI

COMMENTARY ON THE OPEN-ENDED QUESTION VIDEGTAPE
EFFECTIVE COMMUNICATION 9KILLS

SKILL THREE: DPEN—ENDED QUESTTONS

Single person facing camera (commentator)

One effective way to help people express uwhat they are thinking and
feeling is to give them an open invitation to talk. That is, through
the use. of open ended questions you can encourage a person “to keep *
talking without guiding the direction of the discussion.

An open-cnded question, then, is a question which shoms the person
that you are interested in what they are saying. It does not zero
in on one particular part of their statement but rather acts as a
“general encourager for the person to keep talking.

Could you.tell me mote about that? B ) et

How do you feel about that?

are two examples of open-ended auestions. ' o
These questions are designe 1p a person clarify his or her
own ideas. They are not inu to provide information fpr the -

listener. Open- ended questions are useful in a number of dlfferent

situations. \

. They help to beginta conversation.

They help to get a person to elaborate on a point.

They_help to elicit examples of specific behavior so that .you
are better able to understand uhat the person is descrlblng

Thev help Focus the persnn S attentlon on hlS or her feellngs.

You will now hear a teacher talking ulth a student and. ésing open-
ended questions, to encourage the student to keep talking.

3‘minute interaction between adteacher and student SPLIT SCGREEN
Single person facing camera (commentator)“

You have -just heard how open-ended qu ~%ions can be used in an
everyday conversation between a stu: ad a teacher. '

Studenté will now. make short statemei.s. A teacher will encourage
the stwdent to continue talking by using an open-ended guestion. -

4y



. 9. Slngle person Fac1ng camerd. (commentator)

i]

As you listen to the student think of how you would . phrase an open-
ended question in response to the student's statement. '

Notice how the teacher listens carefully to what. the student is )
saying. She show her interest in the conversatlon by asking an
open- ended quesdign.
j .
4. 10 single 1n§eradt10ns betueen a teacher and*chlld SPLIT SCREEN
5 sr:cowos BLUE ER EACH SEGMENT ’

A w

5. Slngle personfoblng came;a (commentator)
Now you Know w‘;t an-open-ended question is and hou it is used ’YUU’
will now have-& chance.to pract’ 51ng open—~ ended questlons.
; PRSI ﬂbv ¢ - ’ >
A student uigg make a statement. You are to ask an open- ended
" question in spohse. to -this statement1~ JThat is, ask a question
which will efcourage the student ‘to k ep talking. This question i
should not abk for, specifig detalls, rather, should be an open !
“invitation ¥o COﬂtanB talklng in any,dlrectlon that they choase.' .

!

. e ¢ .
After*youjaave made your respons@} a qgﬁcher Ulll ask an open-ended
- question response to the student's statement. Think about your .
responsed If it was ‘an open- -ended-question give yourself .a check
mark. Sée how nany check marks you hav ‘e by the enq%of th1° sectlon
6. 12 student/teacher 1nteractlons . s & . %51,
student makes statement . :
wait £0 .seconds ‘with camera on student
‘ teagﬁer responds ;
.5 ?§CDNDS BLUE BETMESN EACH SEGMENT

N

%{ngle person fac1ng camera (commentator)

. / .
. /How many check marks did you get? Great You will now have a chance

to practlse a;klng open ~ended questlons on your own.

“

A student will make a gtatement. Ask an open—ended questlon in
’response to that statement. If you feel that Yyour question was open, '
: glﬁe yourself 'a check mark. WNo teacher response Wlll be heard so

" you mlll Judge your own’ response. . :

!

"8. 10 single student statements EEE \ﬁﬁ/‘

student holds on screen for 20 Seconds- after each statement
W‘S SECDNDS BLUE BETwEEN EAEH SEGMENT ' » -

>

'_How many check marks did you get'7 Good. You now know.an.effective
way.of encouraglng a person to express what they are thinking ~ahd

4

P feellng . L AR . .

. E i . . e
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APPENDIX D
. i
CHECK MAQ&_SHEET T0 AQPDMPANY EA&HVIDEdTAPE PROGRA A ' ol
Ty ) >
‘;343.; > v .
Name Number L
e {4

Check Mark Sheet

o g
PART ONE (Comparison with teacher requpse).

Give: yourqelf a check mark each tlme you feel that your
response shows ‘the program Sklll

’ PART TWO (Sélf—ébaluétién'of reépbnse) o . & “
. ) : R e
BRI
o Y - Give yourself a check mark each tlme you Feel; that ygur O
; ’ response shouws the program vekill. ) S . E

4 B -~

i
1
!
Pl
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APPENDIX E-
WRITTEN RESPONSE QUESTIONNAIRE
Name . : Number
Write a responSe‘to the following stutents' statements.
‘l. I'm terribly concerned about my trouble in math. I'm not .sure what
- to do. The teacher confuses me@ and I feel lost.
K
i
* 4 N . )
" e &
r2.~My parents are on me all, th&® time. I St ued up tha money to buy a Ly
" car, but they wori't even let me get a lidgnse. : o
,‘A y ‘.,‘ . . 'Aru"&"
. ety 7 o ls%

3,vf made a new friend this winter. we both.like to skate and play
- basketball. I sure hope he doesn't move away .

%

¥ ) v -
[N . .
4, 1 hate winter. I always have to ‘shovel the snow off the driveuway.
Bo?, do I get cold. : s :
,v 4. ) ) [ '.

'5: I think that this is a very pogr textbook. I can't understand if.

4 N

e

L5

£ .



1. Did you see a skill program?

" APPENDIX F

"FOLLCW-UP INQUIRY SHEET™

«

Name Loty Number

2. If so, which program?

3. Did you uéevthis'skill during 'your conversati%nfuitﬁ the rtesearch

student?

4. How did you fgeBl about using it?

& ‘ : v
o » G : o

RSN

-~

5. If you did not use the skill, why not?
- s e ’ . * BN .

o ,,;“
L5 S0
[N o
s o
AY »
) -
’ Y

—
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6. Jf you had been tald to uise the skill when talking with the research
student would you have used the skill more than you did?

- . h .
. e - '
N . | - B e
| - SRR Lo £ - .
7. How did you feel/ébout the proe+aon that you saw? e w
- | | ! i
. N -
.- . X
‘Q - N
" N b/' =
8..Any other ¢ énts
b4 T P
a
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APPENDIX G

ey @ COACHEN STUDENT IMPRESSION SHEET

’

CSTUDENT IMPRESSION SHEET

Subject Number

1. Did you'enjoy talking with this persbn?

B

0id you feel that you would have liked more
time to contlnue the conversation? :

/.3. Did you feel that the ;ggﬁéct was interested

4, Did their ghversation ‘segm artificial or

in what you mere say}mg? - . L

unnatural? < .
h .
- i, .
. -y
o
1]
W .
g
4
1!
. -/‘
% /
L
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