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Abstract

™~ The purpose of the present study was to develop a microcounselmg

4

workshop and to evaluate its effecttveness for tra\ning pre—sewlce
!

teachers in the use of basic communication skills., This 12~hour v\orkshop

was a modification of the lvey microtraining paradigm, A total of 54

students in an educational psychology course were assigned to one of

! three workshop groups. ertest{ng and posttesting consisted of video=

3

taping subjects acting-a téachers conductir_\g discussion groups while
‘peers roleplayed‘elementary [ ents, Videotapes of tt‘we group sessions
were rated on the following iables which had been tayght in the workshop:
eye contact, closed guestions, posture, gesticuldtion and non-verbal
minimal encouragers, verjbal following ar®l 'm‘mimal, verbal encouragers,

%pen-—ended questions, paraphrasing and teacher talk time. Resu howed

] .

that the three groups in the study used 7 of the 8 skills presented m

4

frequently following treatment, however, subjects demonstrated fewer

‘ / > :

Pposture changes’ following treatment. The combined pre-test/p t
.groups significantly increased use in 6 of the 8 variables while the
pre-test/delayed posttest group increased significantly in the use of eye
contact, paraphr‘asihtand teacher talk time. Handbooks for trainers and
traimees were developed and revised; they are designed for use in this

workshop and similar workshops for the training of teachers in the use

_of more effective classroom communication skills.
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Chapter 1

Introduction

. ]

I'raditional teacher educat‘ton has been primarily osented towards
v ) [
cognition with limited emphasis on affect, however, scholars have existed
.
throughout the history of education"who believed that a feelinq as well as
a thinking child comes to school and that this child must be dealt with as
a whole person (Barden & Bennett, 1974; Brown, 1969, 1975; Dewey in
A .G, Wirth (Ed,), 1966; Flanders, 1970; Holt, 1964, 1972; Mead, 1934;
i
Q . : I3
Rogers, 1969; Sullivan, 1953; Taba, 1942; Weinstein & Fantini, 1970),
Attermpts to incorporate the affective component into the educational
Y .

system necessitated changes in the role of many teachers and their inter-
actioMs with stu?dents. In the last 10 years, classroom communication
systems were shifting from one-way, that is teacher control and dissém-
inatjon of academic material, to a two-way system in which input flows
between student and teacher (Gordon, 1974),

Programs in basic interpersonal skills such as communication
training for teachers seem an important area to investigate in order to
more adequately deal with both the affective and academic components
of the learning process. Teacher training in communication skills can
have a positive effect on students in the classroom, For ihstance,
Gordon (1974) reported that teacher training in basic communication
skills improved classroom management., He also reported improvement

in student self-image and interest in achievement through more effective

classroom communications (1974), Formal affective educatiaon programs
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\

(htARmeyer, 1973, Palomares & tiatl, 1974) can bhe more o easfully
tmplementsd 1n'the clasaroom when teachers, have comnmumylc atton tratniry,
Gnott (1969) hypothesteed staadents feel hetter U"\(’t‘r‘-tcn(’ when the teadher
demonstrates well developed communic ation Skills,

Pigher level teacher communication Skills an the o Lz, room atlow
Studdent s to Lecome Mmore selfediredted and Chtain a greater [)L)‘:'ltl\/t" YO
regard as well as becoming more intere sted an ek ol and attatning more
academic success (Coleman, Campbell, Hobson, Mcbortland, Moxd,
Weinfeld & York, 1966; Rogers, 1359), Coleman, et al, (1966) al .o, fournd
that positive feelings and attituden' of students facilitate achtevement more
than factors such as class size, teacher salaries and type of -chool fac=
ilittes, thus stressing the need for emphasts on communtcation training.

Teacher education has recognized the need for communications as an
important part of training 1n the preparation of classroom teachers., Taba
(1942), however, reported that the training recetved in teachpyr tratmng
programs is primarily aimed at providing the teacher with ~kills which

L
allow successful delivery of information, Taba's position was supported

in an extensive study by Chadbourne (1979) which examined over 5, 000
S .
clagsroom statements of student-teacher interactions taken from modeling
films of expert teachers., It was found that teacher-student communica-=
,
tions generally dealt with subject material on a content level, ChadbourQw
(1975) found that 94% of teacher statements focused on topic, 5% focused

on students and 1% on the class as a whole, Similarly, student focus was

94% on topic, 4% on themselves and 1% on others. During the entire



> | Y

Y ae -_ I
research period, only one reflection of foeling statement yyas offered by
. § - ”

expert teachers and the studeé expressed f@'mg'only Yo of the time,
Adams ahd Biddle :1967) demonstrated that less than one—half of 1% of
classroom time 'was allo'tted to dealing Qvith feelings. Similar percentages
were recorded by Flanders and Amidon (1967) and French and Galloway
(1970). “Teacher‘ talk tinjé. was a significant variable in Chadbourne's study;

4

the teacher is truly 'i'n‘cl"‘\ar‘ge' talking 73.2% of the time. This percentage

[
\

- ) VA !
agreed with Flanders (1970) who fdund that in the field, teacher talk time is
I ) .

about 68%. The research seemé',éo demonstrate fhat as the teacher talks
more, student self—expr‘essior:\;‘is inhibi—ted.. The students assurme minimal
verbal responsibility in the classroom when the teacher talks the majority
of the time.

Further studies indicate that classroom teachers have difficulty
expressing feelings. For example, Gorman (1974) offered the following
hyb;thesis concger‘ning lack of affectivity in the classroom: ''Teachers,
like other adults, have learned to suppress (communication of feelings)
and to indirectly teach suppression to their students because they have
also come to accept such bottling up ‘of feelings as normal” (p. 68). This
L 4
indirect teaching of suppression of feeling might be an example of what
Goldhammer (1969) defines as "hidden curriculum" or incidental learning.
Incidental learning is not intended, as it occur without teachers' aware—
ness, but is a direct result of teachers' behavior.

Research into studeM—-teacher interactions in the classroom pro-

vides insight into teacher behavior. Methodology, or how to teach more

\
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effective classroom communications pecomes a problem. Gordon (1974)
felt}.the primary reason for problems in the classroom is the dysfunctional

v
communication pattermns between the teacher and the class. Gordon's
- . -~

Teacher Effectivenes's Training (T.E.T.) places he’avy emphasis on effecs
tive communication skills as a prerequisite for acquisition of specific
classroom operations such as conflict-resolution. The need for more
effective communica.tions in the classroom has been stresseqbbwthers
(Glasser, 1969; Rogers, 1959),

A number of programs have Qeen developed to Help teachers com-
municate more effectively (Allen & Ryan, 1969; Flanders & Amidon, 1967;
Ginott, 1965; Glasser, 1961). Each of the programs has met with varying
degrees of success and acéeptance. ”One approach, microteaching seems
to have promise; it is widely used, r‘e.ported to be effective in training
t&achers (Allen & Ryan, 1969) and has led to the development of a system
to train counsellors called microcounseling (Ivey, 1971). Allen and Ryan
(1969)'discuss microcounseling (Ivey, Normington, Miller, Morrill & Haase,
1968) as an innovative program in which counsellor trainees systematically
practice coyponent skills of counselling. In these early studies (lvey, et
al., 1968), microcounseling proved to be successful in aching beginning
counsellors attending behaviors, reflection of feeling and summarization
of feelings. ‘b

While the microcounseling paradigm utilizes the theoretical con—

structs and concepts of microteaching, it varies from micréteaching in

format and approach. In micro‘E’bunseling, the trainee interacts with a



client rather than a group of students, Microcou:seling is geared towards
training beginning counsellors rather than providing teachers with skills
for presenting academic material as in_micmteaching. Wh‘ile initially
successful in counsellor training, microcounseling has' b’eeﬁ used to teach
specific skills to a variety of individuals. Focus of microcounseling tends
to be much more specific on\_one par*ti;ular skill versus a short segment
of microteaching. For example, the microcounseling paradigm has been
successful in the instruction of junior high students in attending behavior
(Aldrige, 1971) with pa;a-professionals (Authier & Guftafson, 1975; Haase
& DeMattia, 1970) and paf,ents (Gluckstern, 1973) in teaching human rela-
tions skills (Rdllin, 1970) and with beginning éounsello'rs (Welch, '1976).

Allen, the developer of microteaching, in referring to micro-
counseling's contribution to the field of human relations, ;tates Ivey uses
microcounseling "to teach individuals the aeveIOpmental skill of being
people” (Allen, in lvey, 1971, p. xi). ’

Ivey reporfs that recent evidence indicates that microcounseling
can be effective in group programs. Studies indicate a need for training
teachers in helping skills. "It would seem that the use of some micro~
counseling skills might;assist teachers in listening more effectively to
childr*en, particularly if education is viewed as a two-way process" (Ivey,
1971, p. 91). The available research to date indicates that microcoun-—
seling methods are as effective or more effective in teaching helping

skills than other training techniques.

Seemingly, the approaches used in microcounseling could be of



benefit to teacher education in helping student teachers or in—-service
teachers to learn appropriate communication skills, Allen writes in the

introduction to Ivey's Microcounseling: Innovations in Interviewing

Techniques:

He (Ivey) has developed :.':inother role for the teacher which

has not 'been fully stresséd in microteaching to date — the

role of"' the teacher as listener, as facilitator to the growth

of st;udents. Ther‘e is a need for teachers to learn listening

skills, such as attending and reflection of feeling, if they

are to understand pupils and help them becom;e more fully

human (Ivey, 1971, p, xii).

Although microcounseling has been extensively used in teaching
communication skills to a number of different groups, it has yet to be
adapted and evaluated in the teaching of teachers in an experimental
study (Ivey & Gluckstern, 1976),

Purpose of the Study *

This study is based upon review of the current literature which
stresses the importance of basic communications in the classroom.,
The purpose of this study will be to develop a microcounseling workshop
and to e\:aluate it's effectiveness in training pre-service teachers in the
use of basic communication skills,

The Ivey paradigm (1971) will be modified to develop an iﬁétmc—

tional package to teach teachers communication skills. This program

will be geared towards basic communication training, more specifically

»



v

listening skills, modified for the classroom and consisting of three
. v .
major skill clusters; attending, focus and paraphrasing. Attending

and®focus will be made up of specific components and each component
skill in these clusters will be acquired as a separate entity and then

later combined as a composite skill,

.

Attending will consist of acquisition of good eye contact, appro- A

v

priate gesticulation and posture and accurate verbal following. Focus
dwill consist of the following components: open and closed questions,
verbal and non—verbal minimal encouragers and reduction of teacher talk

time., Attending, focus and paréphrasing incorporate non-verbal and

verbal coméon'ents and are seen by the author as forming the necessary

basis from which more complex and sophisticated communication skills

may be practiced and demonstrated.,

Therefore, the major emphasis of this stud;)involves the develop—

ment of a microcounseling workshop., The first step in development was 2

the pilot project which tested t{\e f"e:asibility of the modified ﬁ‘ormat for

use with pre-service teachers, The pilot consisted of a 12-hour com-

munication workshop which utilized the microcounseling approach. This

workshop was included as a part of "Introduction to Guidance", an
) e

Educational Psyclhology course at the University of Alberta. The sample

consisted of 54 students, 35 fermales and 19 males, The pilot focused on

program, adminis;r'ation, technical requireménts (VTR) and accéptance.

On the basis of the successful results of thg pilot project, a

manual was geveloped for use in this stuc/!y. This manual appears as

[ -



Appendi;x A lﬁ .is expected that further trainee manual revisions as well
as a trainers handbook will be dev’eloped. Curriculum, handout materia’ls,
lectures, lecture videotapes, m;deling vldeotapes\anc; videotape recording
procedures were organized for use' in this study. For more elaborate
digcussion of the modified microcounseling workshop, see Chapter Inr.
Overview

In Chapter 1, the topic of the study was introduced by setting out
it's needs and purpose, In Chapter 1l a brief hi_;,torical review of thc; liter—- -
ature relevant to the study with an gmphasis on research if\'mic}‘ocwnsel-
ing will be presented. The development and implermentation of the listening
skills workshop and the actual pmceéures employed in the exper{ment will
be described in detail in Chapter III, The hypotheses will also appear
there. The analysis of data and results .of tht_; study will be reported in
Chapter IV, In Chapter V the results will Be summarized, the limitations

of the present study will be examinéd and the chapter will conclude with

 suggestions for further study . s
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¢ ‘ Chapter [1
The importance of communication in the classroom has long been

L
recognized as one of the critical ingredients in the learning process.

Traditionally', éhe..'c‘ommunication be'tween'teacher‘ and student has been
viewed as the vehicle for imparting knowledge (Taba & Elkins, 1966),
however, others (Brown, 1969; Cooley; 1955; Dewey, ‘1938; Flgnders &
Amidon, 1967; Ginott, 1965; Gordon, 1974; Holt, 1964, 1972; Meaa, "1934;
Rogers, 1959; Wetnstein & Fantini, 1970) considered the process from a

more global perspective,

Historical View of Communications

As'early as. 1895; John ﬁgwey recognized the importance o'f class~-
room ;ommunications as the medium through which the séhAool might co-
ordinate the psychological and éocial growth of the child (Dewey in‘A.G.
Wirth (Ed.), .1966). Dewey viewed the child as socially constit;Jted since
all modes of communications were considered to #e expressions of social
communications rather than thought. Cognitive materials were important
to the child only if they'wer‘e relevant and useful in achieving higher
levels of social competence or a{:ceptance. Dewéy (1966) said th;a child
must be stydied individually and be allowed the freedom to use all his
powers, so eventually he will be capable of expressiné himself in> a way
which facilitates interaction with society. The goal of education was seen
by Drewey as the co-ordination of the child's personal growth and his

grovx'/th towards being an accepted contributor in a society (Dewey in A.G.

Wirth, 1966). : -
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During this early period, Dewey was attempting to legitimize

* ’

"
education as a university discipline, rather than a technical occupation.

He was influenced and supported by the social psychologists, Mead and
; _ Y .
Cooley. Cooley's (1956) 'looking glass' concept stat)ed we develop ideas

of ourselves from our perceptions of others' reactions tous. The impli—’
. . .
cation for the classroom is that the most significant other, besidls the

parents, is the teacher, Therefore, the important role of providing feed-

back makes the teacher a profound influence on the child's developing self-

L J
concept. The students' perceptions of teacher feelings towards her students
. \‘ s

-

exert a great influence on the students' self-image. This mirroring con-

cept of relative perceptions is' viewed by others as a most important part
N

of the development oflheal»thy ‘interpersonal relationships (Sullivan, 1953;

Laing, Phillipson & Lee, 1966;‘Montague',\1?/1). The classroom teacher

<

must be sensitive to the child's interpretation of his behavior and be able
to act on both his verbal and non-verbal cues. )

Further support for Dewey's social e'ducation comes from Mead
(1934) who viewed scl:oo;als as existing pr;'i;narily for spcial functioning.
There is no existence of self without othérs aﬁd normal development is
impeded if social int‘e'r-actions are not favorable. Sullivan (1953) went a
_step ﬁ.mther*“and asserted that many forms of deviant behavior were the
consequence of disordered interpersonal .r‘elationships .

Sullivan (19523), a social psychiatrist, viewed development of

personality as a function of relations between people. Communication

was the medium through which these‘relationships are carried out.

10.



Self-identity and personifications of others takes place through commun-—

ications (verbaf and non—verbal) and various patterns of interpersonal

interactions were aimed at person&'l’ satisfaction and sécurity. Sullivan

e .
emphasized the importance of the human prganismsd experience with the

&nvironment of the physical and social world, The point of interaction

o

was termed the "nexus", the basis of experience, It is the "nexus' of

-

interactional process in human communication which influenced other
4 - “

-

communication theorists (Laing, et al, 1966; Rogers, 1957). Sullivan
dvefined personality a;s "the relatively endur‘inc_‘; pattern of recurrent inter—
?Jersonal si.mations‘%‘ick{ c‘nara’cterize human life" (1953, p. 111). The
classroom teacher, as a most significant other, who has more contact
with the child than anyone except the parent, ié a continually involved
counterpart in the ""nexus",

Laiﬁg, et al. (i966) agreed with Sullivan stating that a person
cann'ot be abstracted from their interpersonal interactions. Crucial to

' . v

interpersonal relationshibs‘ were how each person perceived and inter=

preted the behaviors of othérs, People may agree on the actual behaviors

*

yet differ dramatically in the interpretations,

L TR

An individual's action toward ar‘o-ther‘ person is based upon the
g;thér. pe}"son's experience of him and the other's experience of himself
as-well as the actua-l behavior. Interactions are also infllenced by the
perceiver's self-identity, one's view of oneself, and his meta identity,
how one perceives another's view of him.

The concept of meta perceptions was the basis for development

AN
[
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of the Interpersonal Perception Method (1.P.M,) (Latng, et al,, 1966).

The IPM was designed to measure and understand how an individual's

assumption about others view of him affected a dyadic relationship.

During the 1960's, researchers applied theoretical principles of inter—

<

personal interaction to the‘evelopment of human relations training
programs (Carkuff, 1971; Combs, 1969; Ivey, 1971; Kagan, 1976; Rogers,

1957).

Human Relations Training

The study of buman behavior has been traditionally carried out
from an external poinf of view, Perceptual psychology views behavior

as a "function of the perceptual field of the behaver at the instant of

action" (Combs in Avila, Combs & Purkey, 1971, p. 289).

The studies in perception conducted at the University fof Florida

(Combs, 1969) revealed that people who are effective helpe have a

number of commc;n kinds of perceptions., Effedtive helpers yvere gener=

ally people oriented; they viewed the people they worked withNpn "essen=—
\
tially positive ways as dependable, friendly and worthy people" (
k] . .
1971, P. 293). E ffective hﬁper‘s see themselves as together w%th t
L

ila, et al.,

rest of the world, sharing a common fate while having a positive self-

image. The task is viewed by the effective helper as a freeing rather

/

than a controlling experience.
It is Combs' contention that in the training of teachers or coun-—

sellors,’#t is not so much the adoption of the "right method, but a question

of the helper discovering the right method for him" (Avila, et al., 1971,



p. 295). The authenticity of the methods used distinguish between the
N ®

effective and non—effective helper, Only authentic or personally natural
skills will become part of an individual's behavior repertoire, - The
implications for training seem to be that skill acquisition and use is
dependent upon thé trainee's internal frame of reference (Combs, 1969),

Empathy, gernuineness and unconditional positive rega‘nd were
considered by Rogers (1957) as the ""mecessary and sufficient conditions™
for client personality change. Truax 'and Carkuff T11967) developed an
experiential-didactic training program to train counsellors to communi-
cate these conditions, This approach was further systematized and

) -

cate§orized in later studies. The result was Systematic Human Relations
Training (SHRT). This model teaches the specific skills involved in the
counselling process, The approach is developmental, that is, skills are
taught one at a time, A

Initial training involves trainees learning to establish a solid
rapport with the helpee. Trainees are taught to use the core conditions
of empathy, respect and warmth in rapport building, Effective attending
behavior is stressed and non—judgmental listening is taught to the
trainees, Trainees are then taught to observe the client's non—vgrbal

S

" behaviors, to make reflection of content and reflection of feeling state—

mments to the client, This developmental process continues until the
helper ultimately utilizes higher level skills to facilitate action on the
part of the helpee.

a

The program is conducted by a trainer who models the core



condition skills, A dtscr*tminatlon-comrrun'lcaﬁ&)n instructional method-
Nology s the basis of the program. A rating scale was developed which

defines the facilitative conditions at five different levels. These scales

are used to assist trainees in defining effective levels of functioning. This

program has been used successfully in training teachers (Hefele, 1971)

as well as other lay and professional groups (Waters, Fink, Goodman &

Parker, 1976).

Another training model is that provided by the National T raining
Laboratories (N.T.L.) Institute for Applied Behavioral Research., N.,T.L.
associates develop and conduct laboratories for industry, governmerit,
school executives, classroom teachers and others, The N.T.L. work-
shops involve demonstrations, skill practice and lectures with clearly c'je-
fined trainer and trainee roles,

Butmar, a N, T.L, associate, states the Interpersonal Communi-
cations Program provides trainees competencies in:

- paraphrasing to assure understanding of what others are saying.

- behavior c_iéscr*iption as a skill tC.) enable others to identify and

recognizé a specific behavior to whic; an individual is res-

ponding.

- describing, as distinguished from expressing, feelings.

- checking one's perception of others' feelings or intent.

- identifying non—verbal communication cues.

- applying guidelines to giving and receiving feedback,

identifying the effects of expectations on communications.



- identifying the effects of feelings on communications,

- applying the concept ;:f matching of behavior with in-

tentions in communicating,

-~ identiflying freeing and binding behaviors which affect

openness of communication,

- applying the circular process model of int‘er{)év sonal

relations to identifying behaviors of one's own style of

communicating.,

- tdentifying the ef’feéts of directionality on communications,

- identifying patterns of communication,

/ - identifying the influence on one's personal style of com-
municating under pressure.

- applying techniques of assessing one's knowledge and

skills in interpersonal conr;munication. .

- developing interpersonal support for improving commun-—

ication skills (Paley, 1972, pp. 37-38).

Two other N, T . L. programs are of interest to this s‘tudy:
Communications: Speaking Precisely and Listening Carefully (Nylen,
Mitchell & Stout, 1967); and One and Two-way Communication, Both
programs call upon the learner to participate actively in experiences from
~hich he can draw his own inferences and conclusions. Each exercise
is presented in the form of a lesson plan in order to maximize potential
use to beginning trainers or instructors in related fields., The N.,T.L.

approach is similar to that used by Carkuff (1971), it is a systematic



approach, ' -

Another program destgned for counsellor traintng ts Interper-
sonal Process Recall (IPR) (Kagan & k rathwohl, $&6), This madel
employs extensive use of videotape feedback as a tratning tool, Welch
(1976) cleeb;ly autlines the procedure: '

Two participants enter a room and beqgin thetr interview,

. .

When the interview 1s concluded, Uu.a tape 1 rewoundd and

prepgred for replay. The counsellor leaves the room and

the inquirer takes his place, The recall session involves

replaying the original session over a television monttor,

A remote control switch permits eisher the subject nr the

inquirer to start and stop the videotape machine, The

inquirer's function is to facilitate the subject's elf-analysis
of his underlying thoughts, feelings, imaqges, expectations
and general pattern of interaction with his counsellor., T he
inquirer attempts to avold the formation of another coun-
sellor—client relationship by keeping the client focused -.olely
on the feelings or content of the original relationship. The
inquirer must posseas clinical skill in order to h;elp the
subject recognize underlying feelings, but he must act more
like a clinical inquirer than like a counsellor or therapist,

(p. 17).

Kagan's model concentrates on the helper—-helpee int@®raction

rather than teaching discrete skills, Certain skills are considered



importar; to effective counselling, however, Kagan feels that training

in those skills is only a part of training in counselling effectiveness.

In describing his training model, Kagan comments further on
skill acquisition; "Skills are not enough. If people are frightened of
each other then simply teaching thern ways to get closer may have
limited utility." (1975, p. 92).

Tre [IPR model is a flexible model which has been used success—
fully in conjunction with other systematic human relations training pro-
grams such as microcounseling (Ivey, 1971). There is some guestion
as to the effectiveness of the IPR approach., Kingdon (1975) reports that
altk%ough clients in an ‘IF’R group increased in selffexploration levels,
they were no more satisfied with the counselling experience than clients
in the comparison group. '"'Clients reacted negatively to having to relate
to a thi%d person, thus affecting their overall satisfacttonmh the
counselling experience' (Kingdon, 1975, p. 356).

These studies in human relations programs demon'strate the
importance of training for counsellors and others in the helping profes—
sion. This emphasis on the process of inter‘personalk interaction was
also found to be important in the classroom (Amidon & Flanders, 1963;
Bales, 1.951; Glasser, 1961; Gordon, 1874),

Classroom Interaction Research

Bales' (1951, 1970) injeraction process analysis (IPA) focused
in on people working in small groups. IPA was based upon cbservation

of the actual interaction in which the "emphasis is laid upon first hand

17.



observation in natural situations as the starting point for understanding
personalities, rather than upon tests, questionnaires or experimental
sitvations" (1970, p. V).

A S!imilarly, studies of the role of the interaction of students and
teacher in tbe classroom were conducted (Amidon & Flanders, 1967;
Flanders, $'970). Flanders' interaction analysis systematically abserves
teacher verbal behavior in the classroom settings, The purpose of the
analysis is to provide teachers with pertinent behav‘ioral feedback so that
they may obtain a better understanding of their own behavior. This in-
formation is then utilized by the teacher to develop more effective?ass—
room verbal behavior.

f\
Flanders defines the most important skills needed by the class-
room teachers as follows:
(1) ability to accept, clarify and \.;se ideas, (2) ability to
accept ar\d clarify émotional expression, (3) ability to

relate emotional expregsat to ideas, (4) ability to state

objectively a point of

iew, (5) ability t@ﬂect accurately

the ideas of others, (6) pbility to summarize ideas pre-
sented in group discuss’ions, (7) ability to communicate
encouragement, (8) ability to guestion others without caus-
ing defensive behavior, and (9) ability to use criticism

with least posgible harm to the status of the recipient,

(Amidon & Flanders, 1963, p. 3)

Interaction analysis classifies all teacher statements as direct

18.



or indirect. A direct teacher statement minimizes the freedom of a
student to respond. An indirect.teacher statement m:aximizes the free-
dom of a student to respond. Results of research involving direct and
lindir*ect teaching styles, as measured by interaction analysis, indicated
that all -type_s of students learned more working with the more indirect
teachers tﬁan with the more direc':t teachers (Amidon & Flanders, '1961).
The implications of these early studies for the classroom
teachers stress the need for more effective social skills of communica-
tion. Direct teachers use less effective communication skills, how-
ever, even indirect teachers usage of effective communication skills is
sparse. Also, "the befter teachers showed a variety of patterns of be—
havior, while poorer teachers showed patterns that were much alike"

(Amidon & Flarnders, 1961, p. 60).

The implication of these results for teacher training necessitates

19,

the development for "some type of human relations training” (Amidon, et al.,

1963, p. 61) as well as qualification in subject area, This training should

allow the teacher to be supervised by a skillful trainer who models the
communication skills and is "indirect" in his approach,

While Flanders recognizes the need for teacher qualifica-
‘tion in content area, he stresses the need for human relations training.
The following abjectives are offered:

... first the ability to use social skills of accepting, clari-

fying, and using the ideas of students in planning work and

diagnosing difficulties; second, knowledge of those acts to



influence that restrict student reactions and those that ex-
pand student reactions; and third, understanding of a theory
of instruction that can be used to control teachers' behavior

in guiding classroom communication. (Amidon, et al., 1963, p. 61)

[

-

In a study which examined classroom behaviors of model teachers
from a human relations framework, Chadbourne (1975) combined Flan,s‘!ers'
Interaction Analysis (FIAC) and the Ivey Taxonomy. The Ivey Taxonomy
(IT) is based upon specific skills used in counsellor and paraprofessional
training (Ivey, 1971), Model teachers demonstratirtg microteaching skillé
were analyzed. The results of this study indicated that even model
teachers appeared teacher centered since &ey were limited in the variety
of their behaviors and tended to focus on content to the excluéion of student
affect. For example, Chadbourne found that "student behavior which is
only 16.5% talk time for teachers clearly rev;als that the teacher is 'in
charge' as Flanders (cited in Wilkelms, 1973) sugé;bsté. Flander*s'(1970)
points out that in the field, teacher talk timé is usually 68%" (1975, p. 161).
The 'in charge' teacher and the predominant focus on topic (9@.3%) was
found to be related to lack of attention to affect. The teachers in
Chadbourne's study failed to express their own feelings, did not reinforce
 student focus on feelings and failed to use basic human relations or coun-
selling skills in their classroom interactions.

In effective communication, the student must be viewed as a viable'

contributing equal so that the enbalanced goal of a two~way process can

be achieved. Effective communication has generally included a two-way

20.



process in which the student is a viabte contributing e-qual (Allen, 1975; |
Brown, 1969; Dewey, 1938; Dreikurs, 1964; Ginott, 1965; Glasser, 1969;
Gordon, 1974; Holt, 1972; lvey, 1971; Kagan & Krathwohl, 1967). Al-
though the idea or concept can generally find rational agreement, studies
such as those done by Chadbourne (1975) and Gordon (1974) reported

earlier, indicate that the classrbom communications cgntinue to be one-way,
dominated by a directive teacher. In order to chang@Xhe ineffective com-
munication systems found in many classroohws, teachers need to be aware
of the skills and‘behaviors of effective professional communication,

Programs for Effective Classroom Interaction .

Teacher Effectiveness Training (T.E.T.) was developed .t:o provide
teacher*s' with more egctive classroom communication skills (Gordon,
1974). The student is seen as a contributing and respected part of the
communication process. Through the T.E.T . program, teachers are
made aware of the impact of their communication on the students in their
class. Gordon states: !

Each message adds another building block éo the relation—

ship you are constructing with that stL::der’wt. Each message

reveals what you think of him and defines what he, will ulti-

mately think of himself. Your messages today becomg his

self—concept tomorrow (1974, p. 50).

Almost all the teachers involved in T .E.T. programs respornd

ineffectively to student questions, concerns or problems before train-—

i'ng. The responses typically fall into a category of one of Gordon's

21,



ntwelve roadblocks" to communications. These roadblocks tend to be
unacceptance messages, that is, they ';block further commun\ications;
they slow down,‘inhibig, or completely stop the two-way proc;ss of
communication" (Gordon, 1974, p. 47).

In order to increase the effectiveness of classroom com‘munica-
tion, teachers receiving TLE.T. are taught to use communication facili-
tators; "passive listening (silence), acknowledgement responses, door
openers, invitations to talk and active listening (feedback)" (Gordon,

1974, p. 87). These facilitators shift the focus from teacher to student

and permit a more open two-way communication. '

¢

.

Other educators and psychologists stress the importance of open
communications between student and teachers. Rogé.rs (1969) applies
his "necessary and sufficient conditions of therapeutic ‘personality change™
(1957) to the classroom. Rogers submitted that if educators are inter-
ested in functional learnings that are impactful upon the person and his
actions, then the approach of client centered psychotherapy might be im=
plemented in education as "student centered” learning. The necessary
and sufficient 'condition_svar*e seen by Rogers as allowing the teacher and
student to deal with relevant problems of their .existence' in a classroom
climate which facilitates growth. This; atmosphere aof gcceptance ard
caring allows for self-actualizing on the part of the student., As the self-
actualized student initiates an interactio;'w with his teacher, he will re~

quest knowledge and will not need it forced upon him.,

A .

The author (Rogers, 1959) reported that there is a paucity of

L)
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research into the studgnt centered type classropom approach, However,
factual and curricular learning was found to be roughly equal to l.:he reg-
ular approach. Student centered classes show significant gains in per-
sonal ad;justment,i self’-initiated“extr‘a curricutar Ieamtng,/in creativity

and in self-responsibility. Using this latter approach, the "self-actualized"
student will use the teacher as a resource.person to turn to for materials
and information in order to accornplish the requirements for his curri-
cular decisions. Ir) order for this shift in responsibility to take place,

the student should t;e made to feel that he and his ideas or conCerns are
ighportapt (Rogers, 1959).

Student self-responsibility cannot be attained through teacher
edict, ie. "you're junior high students now, so begin acting like young
men and‘.women". Movement of responsibility from teacher.to student
is accomplished by changes in the structure of classroom communications.
The shift of responsibility, such as "owning the problem™" as in T.E.T.
(Gordon, 1974), is the focus of other programs geared towards improving
communications (Brammer, 1973; Carkut“:f, 1971; Gazda, 1971; Ginott,
1965; Glasser, 1969; Morrison, 1977). Important in all these programs
is that the teacher demonstrates care and genuine concern and that
the student perceives a;‘\d feels that teach'er* really does care and is
concerned., .

In helping educational "losers" to become "winners", Glassev;
(1969) views iove and positive self-worth as the basic ingr*edie_ants ngces=

sary for a successful school experience. Following the concepts of



' Reality Therapy, the teaché( must initially establish a warm and per—

-

sonal relationship with the student. This relationship then forms the

foundation from which the student is free to (1) make value judgments,
P~

(2) form a plan, (3) be committed to it, (43 not make excuses and (5) be .

free of punishmebnt. Glasser sees behavior change as arising out of a
process which brings success and responsibility to the student without
permitting the student to experience faill.are. To accomplish this "winner"
attitude, teacher training may require changes. Glasser suggests that
university teacher training programs include open—ended seminars in
which trainees will learmn teaching strategies in addition to management
alternatives. His second suggestion is for student teachers to. take
fewer courses ar;d instead spend time in additional practice teaching,
acquiring and practicing skills under stervision (Glasser, 19638), It
seems that Glasser and o.ther‘s view'the acquisition of effective communi-
cation skills as a prerequisite to implementation of programs gear‘uéd to-
&
wards students.

One benefit of more eﬁ’ecti.ve classroom communications is to
allow Fovr‘ a more pos.itive student self-image (Ginott, 1965; Glasser,
1969; Gordon, 1974). Classrnoom behavior problems are more easily
worked out when communic:ations are functioning at a high level
(Bramfmer, 1973; Carkuff, 1971;>Ginott, 1965; Glasser, 1969). When
the class atmosphere ‘is %ree and open, when feeling as well as thinking

is important, academic achievement will increase (Coleman, et al.., 1966;

Glasser, 1969; Rogers, 1959). . ‘.

-
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Communications traihing would be one way to increase the level
of success in tmplementation of formal affective education programs
(Dtnkmeyér, 1973; Glasser, 1969; Palomdres & Ball, 1974). These
authors agree that teacher training should incorporate programs which
. pr‘ovide teachers with specific skills for improving their ability to com-
municate in the classroom,

The information gathered in the review of the literature illustrates
the value of commpication training in teacher preparation. Therefore,
programs aimed at teaching teachers more effective corfmunication
fkills are impor-tant.A The»literatur‘e indicates that as the level of eﬂ'éct—
ive classroom communication is increas.ed, the following student)teacher
benefits can be anticipated: -j‘ !

1. increase positive student stelf-image,

2. increase in teacher level of classroom management,

»

3. increase academic achievement,

Microteaching .

One approach which seems promising in teaching specific skills
is miggoteaching (Ailen & Ryan, 1969). It has been shown to be ‘effective
in-teaching teachers academic instructional techniques in a short time.
Microteaching'focuses on training for specific tasks., The tasks have
been the practice of instmctignal skills, the practice of techniques of
tee;ching, the mastery of certain curricular materials or the demonstra-

tions of teaching methods., Microteaching has been met with broad accep-

tance. Johnson's survey (in Allen & Ryan, 1969) showed about one-half
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(53%) of all teacher—education programs used this paradigm wi!hz% of
tye schools surveyed r‘epor‘tincj "extensive use"‘./ The microteaching
approach has been used successfully in Au‘stralta (Turney, Clift, Dunkin
& Traill, 1973), in a scierx;e methods course (Ashlock, ,1968), in eval-
uation of teaching (Waimon & Ramseyer, 1970), in speech methods
courses (Gibson, 1'568), for-Aéstablishing pre-service confidence (Huber
§« Ward, 1969) and in modification of teaéher.behavior (Koran, 1969).

MicroteacHing was designed to overcome many shortcomings in
teacher education programs and to increase teacher understanding of
.the téacr;ing/learning process (Perlberg, 1972).0 Microteaching s a
laboratory technique in which the complexities of the normal classroom
teaching are simplified., The trainee teaches a class of three to five
students. The lesson is about 15 minutes long and is used to practice
one particular teaching skill - such as lecturing or gquestioning. PThe
lesson is r*ecorded' on vidéotape, then the trainee and his advisor view
the lesson and restructure it. The trainee either repeats the lesson im-
rﬁediately, or after several days.

o

As presented b’y Perlberg (1972), the microteaching paradigm
/
provides the teacher trainee with the following components which sim-
plify the complexities of the teaching process:‘
1. Technical skills of teaching: a repertoire of teaching skills
such as lecturing, questioning or leading a discussion,

2. The feedback element: the trainee receives feedback from

his trainer or advisor immediately following his micro session.
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Accurate feedback of behavior is critical to the improvement of teacher
effectiveness,

3. Safe practice grounds: microteaching offers a safe practice
ground for student teachers,

4, Teaching models: the trainee can view tapes of experienced
teacher‘s‘whi-ch aid in development of personalized ‘techniques.

5, The research laboratory: the microteaching laboratory sim-—
plifies the act of teaching and provides opportunity for controlled re-
search, -

However, Perlberg (1972) and others (Allen, 1975; Brown™&

Armstrong, 1975; Copeland, 1975; Edwards, 1975) state that micro-

teaching is only intended to be one aspect of a teacher education program,

It should not be used in isolation but in conjunction with established
teacher training approaches and newiy developed techniques.

One reason why one cannot rely solely on microteaching can be
found in the research conducted by Copeland (1975) which examines the
relaonship between microteaching and subsequent classroom perform-—
ance, Thi:ty—six students were randomly assigned to four different
groups, Two group; were taught the target skills ::f "asking higher
order questions" = Experimental and control groups were then field
tested 8 to 20 weeks after training was completed. The re;ults of test—
ing for both target skills indicated no significant difference between

groups.

Copeland (1975) discounted simple forgetting as the main factor
) »



for lack of group difference., He believes that the practice teaching
situation differs from tha microteaching environment in two fundamen-
tal dimensions. The interaction of the behavior of the supervisory
teacher and the (ncreaé.ed number of pupils in the classroom hinders the
transfer of the skills learned during microteaching,

Copeland's main conclusion is that microteaching has been under-
taken with a rather simplistic attitude which disregards the reality of
the classroom, He further suggests that skill acquisition has been over-
emphasized., Copeland (1975) goes on to state that other incidental
benefits such as increased insight, ability for self—evalu;tion and self-
confidence observed during the mi-ér‘qteaching experience deserve re-
search scrutiny., C

In an earlier paper, Copeland and Doyle (1973) implied tha't skill
training alone may not be enough for effecting skill performance in the
classroom. Also, in another study measuring effectiveness of micro-
teaching in developing acmél classroom use of questioning skills,
similar results were obtained (Peter‘ser), 1973). Petersen (1973)
found little difference between experimental and control groups in
their frequency of displaying the desired behavior in the field. He
concludes tléat Btudent teachers may have been too busy during their
first week of field experience to concentrate on using the specific )
skills, '

The implication of the Copeland (1975) and Petersen (1973) research

*is that microteaching should not end in the laboratory setting but rather



R
be m ‘or comtinued in the fleld. However, these results do not
negate the need w},tw the complexities of the classroom in a labor—
atory setting using the microteaching approach. Therefore, evidence
from the literature indicates that though microteaghing provides a an-
ber of benefits, it should be used in conjunction with field experience
and other teacher training approaches.

The preceding section has suggested that microteaching is suc-
cessful in a number of settings (Ashlock, 1968; Gibson, 1968-; Huber &
Ward, 1969; Turney, Clift, Dunkin & Traill, 1973; Waimon & Ramseyer,
1970). On the other hand, some researchers (Copeland, 1975; Copeland
& Doyle, 1973; Petersen, 1973) found that skills acquired in micro-~
teaching were not demonstrated in subseqguent classr@m performance,
However, even this group considered microteaching as valuable in pro-
viding trainees with increased insight, ability for self-evaluation and
self-confidence, About one-half of all teacher education programs use
microteaching. Researchers indicate the approach is best applied as a
component, of the training program rather than as a substitute for field
training experiencge (Allen, 13975; Brown & Armstrong, 1975;
Cope'land, 1975; Edwards, 1975; Perlberg, 1972).

Microteaching has been general{y accepted as an effective
method of acduiring teaching skills by teachers and it has generated
much research, One approach which evolved out of microteaching re-
search is microcounseling which provides specific skill training for be-

glnning counsellors (Ivey, et al,, 1968). This approach is of interest

~
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Hecause 1t stres e the importanc e of fleld use of spec it e kills n -
order for then to be \ncorporated as regular behaviors, 1 would seem
that the microcounseling parad g might provide answers to (guestion:,
ratsed carlier reqgardung generalizability of specific Skalls tn the clasa-
room, For instance, inherent 1n the "do", "use", "teach" approach an
microcounseling (lvey, 1971), field experience and utitlization of S kills
s important,  "Learned -kills only mamntatn thermselve . tfused o
extended 1nto other environments' (Ivey & Gluckstern, 1974, p, 7).

Microcounseling

-

Ivey (1971) defines microcounseling in the following manner:

Microcounseling 15 a scaled down sample of counselling in

which beginning counsellors talk with volunteer Client -

during trief S—muinute counselling ses510ns which are video=—

recorded, The scaled down sesstons focus on specifio

counsetling skills or behavior, Microcounselin ) provide -

an oppourtunity for those preparing to counsel to ubtawn

a liberal amount of practice without endangering clients.

(p. 1.

[Vey (1971) outlines several essential propositions of the micro=
4
“ counseling model:

1. It is possible to lessen the complexity-of the counselling

-

or interviewing process through focusing on single .

skills,

-

2. Microtraining techniques provide important opportunities



. .
for self-obsegvation and confrontation.
3. "Interviewers can learn from observing video models
demohstrating the skills they are seeking to learn,
4. Mi;:rocoun§eling 1s a method which can be used to teach
interviewing skills in a wicde area of divérse theoretical
< ’
and practical frameworks.
5. Microtraining sessicns are real 'mtervlewing.. {(p. 8)
The basic micrccounseiing mecel inccrporatas centributions frem
a numéer cf theoretical positicns. Carkuff {in [vey, '971) states that

microccursaling 'is a preferred technigue of skills aczulsiticn. for
- ]

1t 1s Tasec upen the principle of practicirg that which. we wish to effect!

&
]
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[vey's zasic mx:r-ccounselin.g mccel .::rovices
prcogressive stecs:

1. The trairnee receives INSIruCticns 1O enter a rocr ‘Anere

he will interview a client, DepenciMg on the situaticr the

tocpic may or may not ce defined. Similar instructicons are

given to the vcluntéer client with the exception that he 1s

.

told re is acout to be interviewed.

2. A 5 = minute diagnostic 'se'ssion (with the trainee inter-

viewing the client) i{s then videotaped.

3. The client leaves the room and completes an evaluaticn

form @ may be interviewed by a second supervisor. These

data are then available for the supervisory session with the

-
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trainee,

4, The trainee reads a written manual describing the )
specific skill to be learred in this session. The superviscr
talks with him about the session and about the manual,

5. Video mocdels cf an expert demonstrating the \specific

skill are shown. There may be a positive and a negative

mocel of the skill.

3, The'trainee is shcwn his initial interview and discusses .
this with his supervisor. He is asked to icdentify examples'
w~vhere he engaged in or failed to apply the sgecific zkill

n cuestion. .

7. The sugervisor ang tratnee review the skill tcgetrer

anc plan for the next counselling Sgssion.

8. The trainee reinterviews the same client for five

minutes,

9. Feecgack and evaluation on the final session are mace

available to the trainee., (Ivey, 1971, p. 38)

This tasic microcounseling model allows for many possible

variaticns. Cne variation is the use of the paradigm in groups in
which vicarious learning would be a component part. This approach
allows for maximizing workshop time in that skills are learned con-
tinually and then demonstrated and made more effective by trainer/
trainee feedback and irteraction. Ivey stresses the role of relation-

snip skills on the part of the trainer: "most important, the super-—



visor in a microcounseling training session must model the skills he.is
teaching" (Ivey, et al., 1974, p. 7).

The paradigm provides the framewd@rk for learning specific‘skills
experientially, The microcounseling model is flexible, it allows the
student_to practice and demonstrate the skill he has learned. Like
micro}eaching, the microcounseling paradigm has generated research

in a wide variety of training situations. €

Related Literature in Microcaunseling

Microcounseling research began in 1968 when Ivey, Normington,
Miller, Morrill and Haase studied the use of video as a method of training
counsellors in basic skills of counselling within a short period of time.,
Three groups of beginni'r'wg counsellors were taught three different skills
using the microcounseling approach. Counsellor trainees demonstrated
significant ttmprovement in attending behavior, reflection of feelings and
summarization of feelings. The research focused on attending behavior
which is the interpersonal skill of attending to a person both verbally
and non-verbally, Results of the research indicated significant differ—
ences between 2xperimental and control groupg on eye contact and verbal
following components of’ attending behavior. Counsellors in the experi-
mental group were rated significantly higher than clients interviewed by
control group counsellors. A 5-poi»r‘ating scale was us'ed to rate the
non—verbal components of attending behavior.

LY

Numerous studies of the systematic approach of the microcounsel-

ing followed the 1968 work of Ivey et al. Ivey (1971) presents an
A
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extensive review of microcounseling research in which he cites over
100 references. These references form the practical and theoretical

4

foundations‘of the training pFocedure. )

One study conducted to v-alidate outcome of the,.attending skills
training program involved ieaching attending behavior to junior high
school students (Aldrige, 1971). In attempting to prove experimentally
that younger people could learn counselling skills, Aldrige used fre-
quency counts of behaviof (beha\ioral countsf ?

Aldrige (1971) designed an eight hour rater training program,
.90 or better inter-rater reliability was reached on behaviorally defined
observations. Students who had :eceived microcounseling training had
fewer eye c;ontact breaks,uless bodily movement, less speaking time
during the interview and less frequent topic changes. The microcoun-—
seling students were rated as more effective than the controls by those }

)
whom they interviewed., These behavioral counts‘ obtained while
teaching the skill of attending béhaﬂoglm junior high school students
(Aldrige, 1971). The movement to precise behavioral counts avoided
the subjectivity of the five point scales. Ivey reports:

A variety of studies Have examined single skills and *

dimensions of modeling and instructions. " The sum and

substance of these studies has been to validate that the

constructs mentioned within the attending skills training

1

program do in fact exist and that skills can be taught

systematically . (Ivey, et al., 1976, p. 1)



The microcounseling model has been used In work with resident
psychiatric patients (Donk, 1972), work with children (Ggshko, 1973),
in training parents (Bizer, 1972; Gluckstern, 1972, ) and with a -
wide range of professionals including teachers (Chadbourne, 1975;

Hemmer, 1975; Ivey & Rollin, 1972; Kerrebrock, 1971).

Hemmer's Research . One important study, since pre-service

i, )
f elementary education students were used as subjects, was conducted by

Hemmer (1975). Due to this study's pertinence to the cur‘ret:\t investiga—-
tion, it is necessary to discuss Hemmer's work in detail. The specific
objectives we;“e: "(1) to increase teacher trainee effectiveness in inter—
personal helping skills; and (2) to demonstrate the feasibility of a 'per—
sonalization' model, as part of teacher education (Hemmer, 1975, p. 1).
The bur‘pose of the study was to determine whether a brief communica-
tions sk‘ill training proéram using the microcounseling x\néﬂl would
.significantly Y crease response repertoire of teacher trainees and sub—
sequently increase their level of effecti(@ness in communication skills,

Hemmer's (1975) subjects (41 female, 5 male), all student teach-
ers, were randomly assigned to experimental and control groups. Two
f:ontrol 9roups received no treatment and served as a comparison for the .
two experimehtal groups in evaluating t‘reatment.

Hemmer administered programmed materials called "open mutual
communications” in the microcounseling paradig‘;m as follows:

1. AIll 46 students were videotaped by pairs in'a 5—-minute

diagnostic communications task.



2. The 26 experimental subjects next completed.the brief pro-
grammed training using videotaped models, text discussions and {prac-
tice of the communication skills taught. Trafthing was focused upon speci-
fic behaviors such as attending to feeling as well as to content, sharing
of personal experiences, talking in the "here and now" as opposed to past
or Fuugr'e, utilizing non-verbal cues, us{ng verbal followihg behaviors,
listening skills and personal reférents.
hRE 3. Following the presentation of programmed materials, the ex-
perimental subjects viewed their own videotaped interview with a randomly
assigned counsellorin a pr'ivate, structured self—confnontatior‘w session in
which the behaviors being taught were modeled by the counsellors and‘
selective reinforcement was giveQ by the counsellors for the subjecté'
appropriate behavio‘r‘s on the initial tapes. Alternative responses were
suggested where appropriate as prompts for learning the skills.

4., Second videotaping sessions were conducted in whiqh the ex~
perimental subjects engag'ed in another 5-minute interaction by pairs
to demonstrate the skills they had learned.

5. Another private feedback and self-confrontation session with
the counsellors was held in which the second videotape segment was,re—
viewed and skills: of communication were practiced further.

6. As a final step, subjécts demonstrated the skill in a third
videotaped interview with "strangers" ( peers from other clas.ses, but

not acquaintances of the participants )}(p. 4). Each member of the exper-

imental group received approximately six hours of treatment (1975).
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Four data sources were used in evaluation: videotape rating, a

L

semantic differential scale to evaluate the effectiveness of the interview,

the Affective Sensitivity Scale and frequency counts of specific respon‘se
classes.

. \
Findings indicated that teacher trainees signifﬁﬁ?&impmved

in their facilitative ability in the interview situation on five of 14 mea-
sures. The most important finding supports the concept of training pre-=
service teachers in specific communication skills. "Ratings on two
essential dimensions of facilitative conditions in helping relations,
empathy and respect, evidenéed that the trainees were superior to their
untrained controls in actual interview sit\‘.nations" (Hemmer:, 1975, p.8).

Hemmer noted confusion on the part of some student teachers,
some anger was expressed by those who felt that learning methods of
disciplin%omtrol over students would be more useful in the class~
room. However, other student teachers expressed a fee{ing of com ~
pleteness at having”the training in human relations after being trained
as primarily a teacher of Fac‘ts. "The emphasis upon content and

methods seemed to have excluded the communication of the 'human' or

personaf side of what it means to become a teacher'" (Hemmer, 1975,

. 11, .
P ) {
In another study, in-service teachers received microcounseling
training in three different skills; attending behavior, reflection of feel-

{ng and expression of feeling (Kerrebrock, 1971). Thirty-six high
L]

school teachers who were academic advisors were r'andomx assigned
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to experimental and control groups. Controls conducted iffitial 5-
minute videotapes with a student and a final S-mlnute‘videotaped
session., The experimental groups receivéd microcounseling training

in the three skills, Results showed the‘exper‘imental groups significantly
different in reflection of feeling and expression of feeling while there

wgre no significant differences in attending behavior between experimen=-

tal and control groups.

Following development of the ski}]l of interpretation by Moreland
and Ivey, Rollin (19.;10) used {nterpretation training with teachers
who were to develop alternative r‘es.ponses to the _classr‘oom situation.
Ivey (1971) cites Levy's (1963) definition of interpretation:

To sum up psychological interpretation, viewed as a_ "

behavior . . . consists of bringing an alternate frame

of reference, or language system, to bear upoc’a set

of observations or behaviors, with the end in view of

making them moré amiable to manipulation., (p. 7)

Rollin (19;/0) found that systématic training of teachers to provide
them with alternate response categories was effective. Experimental
group subjects generated more responses than the untrained controls.

Summary . -

, =
The microcounseling paradigm provides one framework in ich
° -~
specific skills can be acquired in a short period of time. The study by
Chadbourne (1975) cited earlier stated "Skills of human relations such

as reflection of feeling, paraphrasing and self—disclosure could enrich
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the teaching process" (p. 164). Ivey believes that "the first job of
'r'\elpers is to listen carefully to the helpee and to facilitate self-explor-
ation and decision making" (lvey, et al., 1974, p. 3). This basically
cl‘ient-center‘ed approach is supported in ti:\e literature (Brammer, 1973;
Brown, 1969; Carkuff, 1971; Flanderé, 1970; Gordon, 1974; Holt, 1964)
by psychologists and educators. As cit‘ed by Ivey (1971), numerous
studies have examined the overall effectiveness of microcounseling.
However, it should be remembered that listening skills provide only the
initial foundation for more sopi.wisticated helping skills, for example,
self-d{sclosure and problem solving. Ivey states that "moving beyond

a level three Carkuff réesponse using only attending skills ... couid be
considered to put microtraining at a disadvantage" (Ivey, et al., 1976, p. 4),

The studies cited here suggest that microcounseling is an effective N
approach to communications training. The system‘ is open, that is, it
calls for chaqge or adaptation for training different people in different
~ situations . Specific skills of listening can be taught and measured and

'4 .
microcounseling "stands up well in systematic tests of changes in h:alper*s
and helpees" (Ivey, et al., 19‘;6, p. 8).

It has been seen in the review of the literature that microcounsel-
ing shows promise, however, more information pertaining to the
paradigm's use with teachers is needed. Questions have been raised
concerning the acquisition of specific skills, pre-service teacher con-

fusion as to the tmportagce of communication skills, the effect of video~

tape recording on performance and the amount of time required for




successful skt.ll acquisition, Althbugh ;ome of the studies guestion the
effectiveness of the micro approach, the majority of the research stated
" that microtraining is a valid and effective approach towards skill acqui=
sition. Therefore, this study will examine the effectiveness of the,
microcounseling paradigm in teaching communication skills to pre-
service teachers.

Research Questions

The prihﬂary question of this research may be stated in the
following way: following participatior: in a modified microcounseling
workshop, will pre—servicé teachers demponstrate increased use "‘of the
skills presented? The specific research questions w%re as Follows.':

1. WIill there be a significant difference in subject use of attend-
ing skills (eye contact, posture, gesticulation and verbal follpwing)

: N
between pre—test and posttes!/ideotapes?"

2. Will there be é sign.iﬁcant difference in subject use of the
skills of focus (open, closed questions, non—verbal and verbal minimal
encouragers, and teacher talk time) between the pre-test and posttest
videotapes?

3. Will there be a significant difference in the number of para-
phrases subjects use‘ in the pre—test and posttest videotapes?

4. Will there be a significant difference in each of the three
general sl:ill areas: atter'\ding, focus and paraphrasing between the

posttest group and the delay group videotaped following a one week

delay?
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- ~ Chapter 111

Design and Analysis .

v

The studils cited in the review of the related literature have in-

b

dicated a need for basic comghunicatipns training in preparing teachers
for the classroom, The present study was designed to provide additional
information regarding the effectiveness of the microcounseling paradigm
by maodifying it for use with groups. Therefore, the purpose of this
study was to develop a microcounseling workshop and evaluate its effec—
tiveness in training teachers in basic communication skills,

The microcounseling paradigm (Ivey, 1971) was modified to *
develop an instructional p-ackage to teach teachers listening skills. Tﬁ.e
program was incorporated into a workshop Forma‘t and consisted of
three groups of listening skills; attending, focus and paraphrasing.

~
These basic listening skills were selected as they provide the foundation

from which more sophisticated communication skills might be acquired

(Brammer, 1973; Ivey, et al., 1974),

‘-

Program Development
Selection of the listening skills to e, included in the program was
based upon the review of the literasure (Aldrige, 1971; Brammer, 1973;
Chadbourne, 1975; Hemmer, 1975; Ivey & Gluckstern, 1974). For a
detailed description of the listening skills, refer to the section in
Chapter 11l entitled "Description of Variables for Rating" and Appendix A,
The original microcounseling paradigm is a strﬁctural or metho—-

dological approach which provides a framéworls from which specific skills
>
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might be acaquired systematically. The framework allows for skill ac-

quisition regardless of theoretical orientation, although the paradigm

. .
»

eclectically incor‘por‘ates'leamihg, discrimination and relationship skills

into the procedure.

The modified format differed from the original Ivey approach

LY . /
in that the subjects in this research were trained to v36r~k with groups
rather than individuals. That is, the subjects practiced and developed
the skills of more effective listening while working with small groups of
A .
peers roleplaying elementary students rather than the "one-to-one"
. \ !

approach used in the microcounséling model. Allen (1971) advocated such
adaptations and modifications as an integra/l part of microcounseling re-
search. "Rathér than using these procedures in a set, prescribed manner,
experiment and develop microtraining in your own unigue fashion" (Allen
in Ivey, 1971, p. xiii). N\

The workshop consisted of a total of 12 hou.rs divided into two 6-
hour periods held o;‘m consgcutive days. It included brief lectures, hand-. s
- outs, roleplaying, individual videotaping, individuaI‘ group critique and’
discussion.

The workshop Followe.d the general model(developed by Ivey and
Gluckstern (1974) with adaptations made to make it more relevant to
teachers, It Was also adapted so that up‘io 15 subjects could participateo -
at any one time. The program was designed so that it could be used

either in conjunction with a university course or as an in-service work-

shop for practicing teachers., A more detailed outline of the workshop

-
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and précedures used can be found in Appendix A. On the basis of this
study, some refthements to the program were expected and these were
incorporated into a final revision of the workshop (Appendix B).

Workshop Format

Introduction = micro—group assignment
- videotape recording - introduction

Attending - eye contact, gesticulation, posture, verbal following

Focus - open—ended questionsf, closee questions, non-verbal and verbal
minimal encouragers, teacher talk time

Paraphrasing — stages - verbatim, key words, essence

Summary - videotape - importance of skill use in field .

Brief Summary of the Workshop Format

\
rd

The workshop was. divided into five sections (introduction,
attending, focus, paraphrasing and summary). The introduction con=
sisted in part of a brief wglcome followed immediately by a random
assignment to micro—groups for initial VTR familiarization. Micro-

4
groups refers to the small groups formed within the workshop wheretn

specific skills are practiced and demonstrated using VTR, Basic know=

ledge of equipmerit set up and operation ’of VTR in addition to brief in-
formal individual videotaping was required of all mer:ﬁber‘s of each
workshop group.

The infroduction consisted of a discussion of the Ivey format
followed by axjdeotape lecture prepared specifically for the workshop.

This lecture/modeling tape was designed and deyeloped for use in each

of the five segments mentioned earlier. Each of the component parts
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\
of attending, focus and paraphrasing were first disc Ussed 10 a video
lecture, then each of the components were demonstrated tn a video
m(xjenvq tape. The maodels were a‘teacher and a p;ycholoqlst who were
taped interacting with elementary schoolthildrén who had voOlunteered
for the médeltnq sequences,

The attending section began with each subject individually video-
taping their idea of ineffective teacher attending behavior. This is an
effective group icebreaker and generally brings the group together mKo .
a relaxed atmosphere, After a brief group viewing of the ineffective

i
attending tapes, a discussion on effe/ctive attend‘ing was conducted.
A brief lecture was followed by indclassg reading of the attending

14 N\

handout by all subjects. The videotape lecture and modeling tape on
{

effective attending was presented, A brief discussion of the attending

tape and behaviaoms ?ount chartin s held before the workshop was once

- “

again divided into micro-g rticipants remained in the same
micro-group throughout the workshop period. Specific component parts
of attencﬁ’ng were practiced in dya_ds in the smaller groups. Individual
videotapes were made by subjects demonstrating each of the specific com-
" ponent parts of attending. The ir_wdividual tapes were recorded durimg a
m\cro-group discussion in which subjects roleplayed upper elementary
.SChOOl children. One member acted a teacher in demonstrating the com-—
ponent attending skills while conducting a simulated classroom discussion.
The discussion topics were selected by the group and were chosen as to

,
/

their appropriateness in the upper elementary milieu,
A ]
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Each of the individual videotapes were playéd and critiqued by

the individual, trainer and the micro-group using the behavioral rating

, e . .
charts. Successful videotape demonstration was expected by each subject;
those who experienced diﬁ‘iculty in demonstrating the behaviors or who
requested additional work made a second or third tape until each of the
attending behaviérs wege acquired. This procedure of demonstrating the

’ .

required behﬁ\;ior‘s was followed for each of the listening skill areas.

The focus segment began with a brief lecture, reading of the focus

™~
ha?xdout, videotaped lecture and modeling demonstration tape. The micro-

groups at this point yver*e familiar with the concept of a microtraining
éituation and utilized time more efficiently, The program was structured,
calling for a hig;) level of co-operation within the micro-group in. order to
meet time commitments and adequate levels of skill acauisition by each
subject. ‘

It should be noted that although the program was a str‘uct:Jr‘ed Sys—

tematic approach to acquisition and demonstration of specific discrete

skills, it also involved highly personal individual and group interaction

with the trainer, The importance of relationship skills on the part of the ~

trainer or supervisor is stressed throughout the microcounseling litera-=
. | S B
ture. "A friendly, warm and gernuine attitude on the part of the individual
. Y

-

supervising a microtraining session is essential. Most important, the

- ¢
super®isor in a microcounseling training session must model the skills

he is teaching" (Ivey, et al., 1974, p. 7). ' ‘

In this workshop it was found that many¥of the subjects had not

45,
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previously used VTR and had limited experience in group process and
organization. Therefore, it was important that the trainer take an active
role in allaying "camera anxiety' and facilitating a warm, unthreatening
atmosphere in each of the g'_r;oups. Basically, the format was structured
and behavioral in approach, however, it was found that the trainer's skill
o :
modeling, enthusiasm and rapport with subjects was a critical part of
the workshop's effective functioning.

Dyad roleplaéying in pr*apticing the component parts of focus Wwas
followed by individual videotaping by each subject. These individual video-
tapes were then viewed by the trainer and the individual with the micro-
group scoring the behavioral rating chart during the viewing. At times
the videotape would be stopped and replayed to point out a particularly -
effective or ineffective behavior which was noted by the micro=~group or
individual whose tape was being viewed. Focusing on the individual's

stréngths and demonstrations of effective listening skills was readily

“accepted by the group. The subjects whose tapes had just been viewed .

would generally initiate discusston on personal skills which needed im-
[ 23

provement., This approach of positive suppor‘t' from the group allowed for

-
more self—disclgsure by the individual and insured a nonthreatening at-

~

mosphere .

As with all the basic listening skill segments, it was required
that all subjects of each group successfully demonstrate on videotape each
n

of the specific component behaviors of focus., Those who experienced ,

difficulty in skill demonstration or requested additional taping timn\ade

46,
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) sgcawd or third tapes with the help of oth‘er‘,group members. A brief dis=-
cussion of the component skills of focus and the noting of particularly
effective demonstration tapes ended the segment.,

The fourth part of the workshop and last of the specific listening
behaviors, was paraphfasing. A brief introduction to paraphrasing, read-
ing of the paraphrasing handout, viewing of the videotape lecture and
modeliné videotape we?&; presented. Paraphras;ing was practiced irt dyads.
Upon the completion of the "stage learning” (Appendix A) procedure of
paraphrasing, -the group met with the trainer. The trainer roleplayed an
elementary school student and randomly called upon subjects tc; para-=
phrasg his state;ments. Individual videotapes were made by each subject
acting as teacher while group members. roleplayed upper elementary stu-
dents participating in a group di\SCuSSiOH. The individual videota;;es were
then replayed §pd discussed by the subjeict and the trainer with the group
using the behav}or rating charts. Paraphrasing was considered the highest
level skill presented in the workshop. A number of subjects made addi-
tional tapes in order to successfully demonstrate eFfect‘we paraphrasing.

The summary portign of the workshop began with a brief review of
the three basic listeping skills; attending, focus and paraphrasing. This

was followed by a brief lecture videotape and a modeling videotape. Each

subject was yvideq ped cc}nductihg" a’gmall micro-group discussiton with
: 7
ngw topics prp\.ﬁed by the trainer. (This taping acted as the posttest
4 o

which isgiscussed in the section on procedure). After viewing and dis-

wussion of the last individual tape, the group viewed a final videotaped

o
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discussion with the professi-onal and elementary student models. %ihe . . y
ideotape consisted of the trainer modeling the listening skills involved
i'n the workshop in eliciting candid reactions about actual classroom
communications from the elemeptary students who had appeared in the
modeling tapes prepared for the workshop. The workshop was concluded
with a brief re—emphasis on the "do", "use", "teach" concept (Ivey, 1971).
. 1

Participants were reminded now that they had learned the skills, it was

! » s, ”‘ {._'

important that they be Y

egular basis and it was recommended

that they teach the basi li;stfaniﬁs ~;kills to their students.

A detailed description of the program and the procedures used
can be found in the Workshop Handbook: (see Ap;)endix A).
Sa;nnple

-

The subjects for the study were 54 students enrolled in an undeﬂ*“
graduate course in Educational Psychology at the University o/f Alberta en—‘
titled "Introduction to Guidance". All subjects volunteered to participate
in the communications program and were assigne'd to 1 of 3 workshops
according to personal preference and availability. Subjecfs were asked ™.
to submit in writing which of three rkehops they were able to attend.

Those who indicated availability for twg/or more of the workshop dates®

were then randomly assigned to groups.

Table 1
Numbers and Percentages of Males and Females in the 3 Groups
Males Females Total
Groups N % / N Yo N
Group 1 5 29% 12 71% 17
Group 2 5 25% 15 75% 20
Group 3 9 53% 8 47% 17

Total 19 35% 35 65% 54



The famlltamzatu{n period mvolved acquamtmg the workshop par—
ticipants with the operation of the Vigotape equipment. As a great deal
v
of emphasis in the workshop is placed on the use of the VTR, it was

essential that at least one person in each group was familiar and com-
fortable with it's operation.

-

Treatment Conditions - Précedure

h Treatment conditions for all subjects consisted initially of a 5-

minute videotaped discussion session with group members who roleplayed

»

upper elementary students. The subjects selected a topic from a list pro-

vided by the trainer and were instructed to conduct a discussion withya

small group of students., A list of current events topics, appropriate for

upper level elementary stydents was compiled.,®The list of discussion

topics was thg same for all subgyects and appeafs as Appendix F, These

initial videotapes precedecgtr‘eatment (the workshop) and were retained
N -

as pre-test data. ’

QFollowing tr‘eatmen;, two o}’ the workslfp groups once again were
videotaped conducting a discussion session with group members r\.bve—
playing upper elementary students. The subjects selected a different
topic from the list provided by the trainer. Subjects were given the same
instructions as in the initial taping, that was to condgct a discussion ses-
sion with a small grbup of students. These 5-minutekvideotapes were re-
tained as posttest data.

The third workshop group was req;:ested to return one week follow-

ing treatment. Subjects selected a topic from the list provided by the
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@ trainer and were given the same instructions as in the initial taping,
‘that was to conduct a discussion session with a srﬁall group of students,
These 5-minute videotapes were.retained as delayed posttest data.

- The camera angle and position for each of the individual video-
tapes used in pre-test, posttest and delayed posttest were the same. The
camera was placed behind the roleplayed elementary students; the camera
angle provided for videotaping of the subjects middle and upper trunk.
This type of camera picture was decided upon because it allowed for the
necessary level of detail for rating the subjects' behaviors. Only the sub-
ject appeared on the videotape although the audio portion included both the

subject and the roleplayed students, -

’

Reséarch Design -
Two grc;xJps Were &jminister‘ed a pr*e—'test as part of the workshop

and a posttest immediately after treatment. The third group was admin-

‘ister‘ed a pre—test as part of the workshop and a delayed posttest.one Qeek

after treatment,

v .
Table 2
Research Design g
Treatment Delayed
. N Pre-test (Workshop) Posttest Posttest
Orig. Rev.
Group 1 17 14 0 x % 0
Group 2 20 14 o) X 0]
Groug?3 17 10 0 X o)
Rating

Two graduate students in the Department of Educational Psychol-

ogy at the University of Alberta were trained to rate the dependent variables.
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The judges had previous rating experience using the Bales Scales (Bales,
1951) and were trained to rate the fr*equ.ency of occurrence of each of the
8 variables for this study. Each of the variables wér*e behaviorally de-
.Fined as an important; aspect of E\is study was to use beha\z/ioral counts to
measure the verbal and non-verbal components under investigation.
Training involved the use of 13 sample tapes which were rated separately
and together by the raters; this process was continued until agreement
was réached in scoring for each variable. Following training, 39 segments
were randomly selected and scor‘ed‘ by ﬂw;l*wo independent raters. Inter-
rater reliability as compiled using a Pearson R was .88‘for~ all variables,
The_inter—rater reliability for each variabl.e and measured by Pearson R
‘ap ears in Table 3, The behavioral rating sheet used by the raters
appears as Appendix E ard a desi::iption of the dimensions upon which
judgments were made appears below.

Table 3
Inter—rater reliability compiled for each variable
and measured by Pearson R

Variable
. Eye Contact .95
Closed Questions ' .95
Posture 84
Gesticulation
Non-verbal minimal encouragers .83
Verbal following and
verbal minimal encouragers .84
Open Questions .78
.Paraphrasing o .93

Description of Variables for Ratig

The focus of the rating was the, vior of the roleplaying teacher

who is referred to hereafter as the sub .
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Eye Contact. Eye coptact was defined as the number of eye contact .

breaks,' that is, any lqoktng by the subject (roleplaying teachers) to the

side, up or down, when being spoken to by an individual (roleplaying

student), or any looking to the side, up or down, by the subject when

speaking to an individual. When speaking to the group as a whole, an
» »

eye contact break was defined as any looking up or down, Each time

the subject over‘teé his gaze else‘wher-e, the raters recorded this

movement,

Closed Questions. Closed questions were defined as the number

-

of questiéns by the subject which ohan%efi e students topic of discussion

or requested specific information. The key to the definition of closed

cquestions was focus, that is, closed questions focus on information of
interest to the subject rather than the student.

Posture. Posture was defined as the/nur'nber‘ of movements towards

an individual who was speaking to the subject or movement towards the

.

group or an individual whén che subject was speaking. This movement

o *
s 7

could be a newly initiated forward trunk jean, a lateral position change

moving closer to speaker or group, or a change tn posture which

)

opened towards the group. Each time the subject's posture changed

towards the group, the raters® recorded the movement.

4
Gesticul Non—verbal Minimal Encouragers., Gesticulation
L]

and non-ve

al encouragers were combined for rating under
the same hea The number of facial expressions, hand and body

gesticulations used by the subject to encourage ‘ﬁadent to contirue



to ‘;é&b{*ess his idea or c;oncem were included in this variable. This
v
con:t;lnatlon was Qeftned for rating as any non-verbal gesture by the
subject which is followed immediately by a verbal response by the
student. Raters also were instructed to score this variable when a
student pausgd or was silent, and then after a gesticulation or non-
verbal minimal encourager, the student continued his verbalization.,

b
Verbal Followiggand Minimal VVérbal Encouriggrs. Verbal

following and minimal verbal encouragers were combined for rating.
" This combination was defined as the nurmber of statements made by
the subject which focused on the student's previous statement or any
word or combination of words by the subject which is immediately
followed by a verbalizaﬁon by the student,

Examples might be:

"go on" "Umm=humm?"
"l see" "uh=huh"
S
"okl "fishing's fun' (following a student statement on
how much he likes fishing)
¥

The statement or word emitted by the subjett must be directly related
to the student's topic; questions or the introduction of new material by

the subject were not scored by the.raters.

Open-Ended Questions. Operended questions are broad questions

which focus on the student and give the student choices in answering.
According to Ivey (1971):

Open invitation to talk may be viewed as an extension of



A

attending behavior in that {t directs attention to the client's
needs and wishes rather than to those of the interviewer,
By focusing attention on the client's communic;tton, it be-~
comes possible to understand him and his ideas more fully.

- ﬁ\i}

(p. 53 ’
Questions which might begin with the words,@hat, Thow'! and "could"
-
would normally be counted as open questions.
Be‘ng'amin (1969) differentiated between cpen and closed questions |
quite clearly: |
The dpen question is broad, the closed question narrow,
The open cuestion allows the iqter'viewee full scope; the
. closed guestion limits him to a specific answer, The open
question invites him to widen his perceptual field; the
closed question.‘cur-tails it. The open guestion solicits
his views, opinion, thoughts and feelings; the closeq
question usually demands cold facts only. The open ques-
tion may widen and deepen contact; the closed question may
circumscr*it?e it, In short, the former may open wide the
door to good rapport: the lattee keeps it shut. (p. 64)
Open-ended questions were defined as the number of on topic
auestions by the subject which focused on the students previous ver—

balizations and which did not change the topic or recuest specific

information.

4

Paraphrasing. Paraphrasing was defined as the number of



statements made by the subject (teacher) which reflected back to the
roleplaying student the essence of his ve‘rbal cortent. The subject's
paraphrase shox_;ld indicate to the stfent that the subject understood the
essence of the content of the statement. Raters counted paraphrases
directed towards the group as a whole or individuals in the group.

Teacher Talk Time. Teacher (subject) talk time was defined as

the subject's total verbalization throughout the segment., Raters used a
stopwatch to measure the duration of subject utterance.

Analysis of Data

The sample was divided into three experimental groups. Groups
1 and 2 (posttest grod’ps) were administered pre-test prior to treatment
and posttest immediately following treatment. Posttest data were re-
corded approximately 1% days (3t hours) after the pre-test. Group 3
(delayed posttest group) was administered the pre-test prior to treatment,
posttest was recorded one week (7 days) later, The purpose of the one
week delay for Group 3 was to measure the short term effect of the
treatment,

The original sample for this experiment consisted of 54 subjects.
Therefore, 54 pre—test and posttest tapes were planned totalling 108 taped
segments. Due to VTR malfunction, audio and video distortion, 32 tape
segments were not conéidered of sufficient quality for rating. Therefore,
a total of 76 tape segments randomly assigned to master tapes wére aval-
uated by trained raters. Further discussipn of implication of the unuse-

¥

able tape segments appears in Chapter V., The subsequent changes in

55,
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grou/N's appears under "Rev.," in Table 2 (p. 50).

Subjects were differentiated according to.the level of entry skills
in communication and based upon‘pr-e-—test'scores, were assigned to high

. | & {

or low level groups for each variable. lassificatiop was determined
by relative pre=-test performance. Convenient breaks in the range of

. : ’
scores roughly dividing ‘subjects into the two groups and »maintaining re- "

quisite N for statistical analysis were considered of importance when
Y Y

- "

carrying out this division, R

The original subject tapes were of approximately five minutes
(300 seconds) duration for both pre and posttest, For purposes of rating,
this segment ler,wgth was reduced to 3% minutes (210 s\econd/s). The first
45 seconds and the lést 45 s?conds on each tape were edited out. This‘
editing was necessary to allow for continuity and objectivity in providing
a representative behavioral sample for rating. In r © -egments, the
initial part of the tape involved introduction of the topic by the éubject.
The subject behaviors inherent in the introduction of topic were not con-

%]

sidered as representative of the communications behaviors being rated
in t}\is study. It wa;s further decided that the last part of each segment
which generally involved summation by the subject, should also be
deleted. The subject behaviors iﬁvolved in sl.:mmation were not con-
sidered as representative of the corpmunication behaviors being rated in
tr;is study .,

The results were analyzed for difference between post and delay

groups using a one-way analysis of variance with repeated measures.
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One variable (gesticulation) v;ras tested using a "t" test. The "t" test
fo.r- this variable was necessitated due to lack of variance in the p':‘e-test
scores. In all cases of analysis, in this study, significance was set at
the 0.05 level. (Appendix D)

% -

In addition to the one-way analysis of variance which tested the
major hypothesis, a two—-way ANOVA was.use-ed posg;hoc to examine the
relationship be tween ;Lbjects in posttest and delay groups entering the
workshop with different levels of communication skills, It was felt that
the additional information der‘ivei" from the two-way ANOVA would add
clarity to hypothesis testing.’

Hypotheses

“The following are a list of null hypotheses tested %\ the study:

1. There will be no significant difference between the pre-test
and posttest scores on eye contact (as defined in the s\ection entitled
"Description of Variables for Rating") for the experimental groups.

2. There will be no significant difference between ‘ﬂ,‘xe pre-test

and posttest scores on closed questions (as defined in the section.entitled

: . Q-‘ %
\ . . N Sy . ‘0,
3. There will be no significant difference between the pre'*'-t»%é L d

"Description of Var/}ables for Rating") for the experimenta gr*otﬂﬁ;
. .." .l“x Y .

[

\,’ 3 " . ‘
- * ‘_ R P . ’h.' 7.?‘
and posttest scores on posture (as defined in the section entikled "Dlés- ! e
N " : . o i kY A
,';4 .. “ws . :-‘,. “ ’; ed '*
cription of VVariables for Rating'") for the experimental grdbips,” > = » L
4, There will be no significant difference }:etween the pse—tes't / -.t";:i_‘\
| S " -
e Lo
and posttest scores on gesticulation and non=verbal {gimal encouragers .

(as defined in the section entitled "Description of VAr{ables for Rating™)

1ald
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for the expe"rlmer;tal qroups,

5. There will be no significant difference between the pre-test ’
and posttest scores on verbal following and minimal vertal encouragers
(as defined in the section entitled "D'escxption of Variables for Rating')

for the experimental groups.
<

~

6. There will be no significant difference between the pre-test

and posttest scores on open—erxded questions (as defined in the section
entitled "Description of Variables for Rating") for the experimental groups.,
7. There will be no significant difference between the pre-test .

and posttest scor@()\ paraphrasing (as defined in the section entitled

"Description of Variables for Rating") for the experimental groups.,

8. There will be no significant difference between the pre-test
. .
and posttest scores on teacher talk time [as defined in the section enti-
2

/7
tled "Description offVariables for Ratindg'") for the experimental groups.
9

38,
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Chapter IV

Results and Conclusions

In this chapter, a statistical analysis of the results of this sﬁady

is'given. The discuseion deals with each hypothesis in turn and gives

~ .
appropriate data and resulting conclusions. Three analyses were carried

out on the dat; for each variable. Two one-way analyses of variance
(ANOVA) with repeated measures assess'eéj the difference between pre . -
and posttest scores of each group. (Groups 1 and 2 considered together
and Group 3 V(delay) considered independently.) A two-way ANOVA with
repeated measures dealt with differences in level of communication entry
skill, differences between posttest and delay groups and the interaction
effect between them. Due to the absence of variance in pre-test scor®s
on variable 4, "t" test statistics were c-ilculqted to assess differences.

7 .

Group means and standard deviations for pre—test, posttest scores
‘ b

for Groups 1, 2 and 3 are contained in Table 4 which appears below.

59.



Table 4

Group Means & Standard Deviations for

GROUPS 1 & 2

Variabnle

Pre -Te]s

Eye Contact

Closed Questions
Posture
Gesticulation and
non=erbal minimal
encouragers
Verbal Following &
minimal verbal
encouragers
Open—-ended questions
Paraphrasing
Teacher Talk Time

Eye Contact

Closed Questions
Pasture
Gesticulation and
non—verbal minimal
encouragers

Verbal Following &
minimal verbal
encourdgers
Open-ended questions
Paraphrasing
Teacher Talk Time

>

9.483
9.862
7.552

0.138

2.379
1.000
0.345
114,448

10,444
6.667
6.111

O0.111

1,444
1.222
0.556

126,000

sS.D

8.002

6.085

3.358

2.497
1.050
0.657
33.843

9.202
4,853
3.212

0.314

1.770
2.148
0.496
47.595

.
Delayed
Posttest Posttest
X s.D. X S.D.
3.103° 4.349
4,483 2.884
5.586 1.884
1.759 1,869
3.690 2.627
2.103 1.748
3.759 1,976
61.414 31,092
1,556 j.342
5.556 3,303
4,778 1.617
0.556 0.831
2,778 1,227
1.444 1,706
2.778 1,227

61.414

19,587

60.



Null Hypothesis #1

u

Null hypothesis #1 states: Then:,'will be no significant difference
Setween the 'pre—test“ and posttest scores onu.é/e contact (as defined in
the section entitled "Description of Variables for Rating'") for the exper-
imental groups. .

uFindings. | A one-way ANOVA" with repeated measures assessed
the difference between pre-test and posttest scores of Groups 1 and 2 for
eye contact. A significant difference t:etween th'e rrweasur\;s of the depen—~
dent variable was found which exceeded the F ratio for the 0,05 levél of
significance which was the criteria for the analysis in this study . (Refer

to Table 5)

Table 5

Summary Table for one-way ANOVA - Groups 1 & 2 - Eye Contact

Source of sy Sum of Mean F Probability of
Variation ' Squares DF Squares Ratio Significance
Between People 1691,51 28 60.41

Within People . 1304.50 29 ,& 44,98 : -
Treatments 590,08 1 . 590.08 23.1272 0.00005
Residual 714,41 28 25.51

Total 2696.01 57 L) ,

.’

*

<

A one-way ANOWVA with repeated measures assessed the differ—

L4
ence betweervpre-test and delayed posttest scores of Group 3 for eye
~ .
contact. A significant difference between the measures of the deperdent

variable was found which exceeded the F ratio for the 0.05 level of sign-

ificance. (Refer to Table 6)
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Table 6

I S
Summary Table for one-way ANOVA - Group 3 - Eye Contact

Source of Sum of Mean F Prdbability of
Variation Squares DF Squares Ratio Significance
Between People 443,00 8 55,37
Within People 691,00 9 76.77 . |
Treatments 355.55 1 355,55 8.4796 . 01953
Residual 335.44 .8 . 41,93
Total 1134,00 17 > (
’T ~
Conclusion. In view of the apove findings, Jypothesis #1 is

: y w
rejected, Following treatment, Groups 1, 2 and 3 demonstrated signifi-
cantly fewer eye contact breaks,

Null Hypothesis #2

.

Null hypothesis #2 states: There will be no significant difference
between the pr_-e—test and posttest scores on closed questio‘ns (as defined'
in the section entitled "Dedcription of Variables for Rating") for the ex-
perimental groups.

Findings. A one-way ANOVA with repeated measures assess‘ea
the difference between pre-test and postgest scores of Groups 1 and 2 %or;
closed gquestions., A significant difference between the measures of the -
dependent variable was found whicr; exceeded the F ratio for the 0,05

level of significance which was the cu;jteria for the analysis in this study.

(Refer to Table 7) &

» »
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¥ o Table 7

Summary Table for one-way ANOVA - Groups 1 & 2 -~ Closed Questions

Source of Sum of Mean F Probability of
Variation ) Squares DF Squares Ratio Significance
Between People 594,27 28 21,22

Within People 1130.00 29 38,96

Treatments 419,58 1 419,58 16.5374 0.00035 {
Residual 710.41 28 25,37

Total - 1724,27 57

A one—~way ANOVA with repeated measures assessed the dif‘l'er-
ence between pre-test and posttest scores of Group 3 for clésed questions,
- No signifi/c);?at&t difference between the measures of the d‘ependent variable
was fouw' which exceeded the F ratio for the 0.05 level of significance.
(Refer to Table 8) 4

Table 8

Summary Table for one-way ANOVA - Group 3 - Closed Questions

Source of Sum of Mean F Probability of
Variation Squares DF Squares Ratio Significag@
Between People- 164,77 8 20.59

Within People 151 .00 g 16.77

Treatments 5.55 1 5.55 0.3056 0.59552
Residual 145,44 8 18.18

Total 315,77 17

Conclusion. In view of the above findings, rull hypothesis 42 is
'éejected for Groups 1 and 2 (posttest) and supported for Group 3 (delay).

This indicaAtes there was significant difference between pre-test and post—

test performance in the use of closied questions by Groups 1 and 2, Table

4 illustrates a decrease in the use of closed questions by those two groups.

63.



It should be noted that Group 3 showed a decrement in the use of closed
questions but this did not reach statistical significance. v

Null Hypothesis #3

Null hypothesis #3 states: There will be no significant difference
betwéen the pre-test and pésttest scores on posture (as defined in the
section entitled "Description of VVariables for Rating") for the experimen—
tal groups.

Finc;ing's. - A one~way ANOVA with repeated measures assessed
the difference bet;veen pre—test and posttest scores of Groups 1 and 2 for
posture. A significant difference between the measures of the dependent
variable was found which exceeded the F ratio for the 0,05 level of sign—
ificance which was the criteria for the analysis in this study. (Refer to

Table 9) o

Table 9

Summary Table for one—way ANOVA - Groups 1 & 2 - Posture

Source of Sum of Mean F Probability of
Variation Squares DF Squares Ratio Significance
Between People 204,72 28 7 .31

Within People £81.50 29 9.70

Treatment 56,01 1 56.01 6.9561 0.01348
Residual . 225,48 28 8.05 ‘
Total 486,22 57

A one-way ANOVA with repeated measures assessed the differ—
ence between pre—test and posttest scores of Group 3 for posture. No

significant difference between the measures of the dependent variable

-~
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was found which exceeded the F ratio for the 0.05 level of significance.

(Refer to Table 10)

Table 10

Summary Table for one-way ANOVA - Group 3 - Posture

J

Source of Sum of Mean F Probability of
variation - Squares DF Squares Ratio Significance
Betwten People - 32.44 8 4,05

wWitghin People g2.00 9 10,22

T reatments 8.00 1 8.00 00,7619 0.40817
Residual 84.00 8 10.50

Total 124 .44 17

Conclusion.~ Table 4 illustrates that Groups 1, 2 an:wd 3 demon=-
strated fewer effective posture‘ changes following treatment. Groups 1
and 2 showed significantly fewer responses. The significance 6f these
results are dis?ussed in Chapter V.

‘Null Hypothesis #4

Null hypothesis #4 states: There will be no significant difference
between the pre~test and posttest scores on gesticulation and non-verbal

minimal encouragers (as defined in the section entitled "Descg;ip‘tion of

= ’ o

s

Variables for Rating") for the expemmental gr~oups.
/ N

Findings. A one-way ANOVA with repeé/ed measures assessed
thé differénce between pre-test and po/ﬂ/.est scores of Groups 1 and 2 for
*gesticulatton and non—verbal minimal; encoufagers. A signtficant differ—
ence between‘the measures of the de;)endent variable wu found which
exceeded the F rétio for the 0.05 Ie*el of signiﬁcance which was the

criteria for analysis in tm,s,lay. i(Refer to Table 11)

. v , i



Tablé 11

Summry Table for one-w \WOVA -Groups 1 & 2 - Gestlculatlon and

Non=Ve Minimal Encouragers
Source of Sum of Mean F Probability of
Variation Squares DF Squares Ratio Significance
Between People - 57.34 28 2.04
Within People 85.50 29 2.94 v
Treatments 38.08 1 38.08 22,4918 0.00008
Rpstdual 47 .41 28 1.69
| 142.84 57
‘ro;a) \ ;
-

. > A
.

[ )
-

' A one~way ANOVA with repeated measures assessed the dif_’fer-
ence between pre—test and posttest scor‘eshof Group 3 for gesticulation
and non—-verbal mirsﬂmal encouragers. No significant difference between
the measures of the dependent variable was found which exceeded the F

ratio for the 0,05 level of significance. (Refer to Table 12)

Table 12

Summary Table for one-way ANOVA - Group 3 - Gesticulation and Non-
verbal Minimal Encouragers

Source of Sum of Mean F Probability of

Variation Squares DF Squares Ratio Significance
Betwekn People 5.00 8 0.62

Within People 3.00 9 0.33

Treatments 0.88 1 0.88 3.3684 0.10379
Residual 2.11 8 0.26 :

Total 8.00 17

Conclusion. In view of the above findings, null hypothesis #4 is
rejected by the results of Groups 1 and 2 (posttest) and supported by the

results of Group 3 (delay). There was significant difference between
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pre~test and posttest performance in the use of gesticulation and non-

verbal minimal encouragers by Groups 1 and 2. Table 4 illustrates an

increase in the use of the above skills by Groups 1 and 2.

Null Hypothesis #5

Null hypothesis #5 states: There will be no significant difference

between the pre-test and posttest scores on verbal following and minimal

verbal encouragers (as defined in the section entitled "Description of

S e
Variables for Rating") for the experimental groups.

. Findings. A one-way ANOVA with repeated measures assessed

the differences between pre—test and posttest scores of Greups 1 and 2 3

for verbal following and minimal verbal encouragers. No significant

o -
difference between measures of the dependent variable was found which

exceeded the F ratio for the 0,05 level of significance which was the
L]

criteria for the analysis in this study. (Refer to Table 13)

-

Table 13

Summary Table for one-way ANOVAR—- Groups 1 & 2 - Verbal Following

e, and Minimal Verbal Encouragers

~ :
Source of Sum of Mean F Probability of
Variation Squares DF Squares Ratio Significance
Between People, 194.93 28 6.96 v
Within People - 211.00 29 7.27 ‘6"“
Treatments 24.89 1 24,89 3.7458 0.,06310 s
Residual 186.10 28 66.46 :
Total 405,93 57

A one-way ANOVA with repeated measures a_sgessed the differ—

ence between pre-—test and posttest scores of Group %Pr verbal following

e O
#
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and mintz»(l verbal encouragers. No significant difference between the
measures of the dependent variable was found which exceeded the F ratio

for the 0,05 level of significance. (Refer to Table 14)

Table 14

Summary Table for one-way ANOVA - Group 3 - Verbal Following and
Minimal Encouragers

Source of . Sum of ‘ Mean F Probability of

Variation Squares DF Squares Ratio Significance
Between People 9.77 8 1.22 '

Within People 40.00 9 4.44 . i
Treatments 8.00 1 8.00 2,0000 0.19502
Residual 32.00 8 4,00

Total . 49,77 17

Conclusion. In view of the above findings, null hypothesis #5 is

e — L]
supported. However, there was no statistically significant differences
between pre-test and posttest performance in the use of these skills by .

any of the groups in this study.

' Null Hypothesis #6

-

Null hypothesis #é states: Thére will be no significant difference
between the pre-test and posttest scores on 'open-ended questions (as
defined in the section entitled "Description of Variables for Rating") for
the experimental groups.

Findings. A one-way ANOVA with repeated measures assessed
the difference between pre-test and posttest scores of Groups 1 and 2 for
open—ended questions, A significant difference between the measures of

the dependent variable was found which exceeded the F ratio for the 0.05



level of significance which was the criteria for the analysis in this study.

(Refer to Table 15)

-

Table 15
)|
Summary Table for one-way ANOVA - Groups 1 and 2 - Open—-ended

Questions
Source of Sum of Mean F Probability of
Variation Squares DF  Squares Ratio Significance
Between People 70.34 28 2.51
Within People 68.00 29 2.34
T reatments 17 .65 1 17.65 9.8192 0.00403
Residual 50.34 28
Total 138.34 57

A one-way ANOVA with repeated measures assessed the differ-
ence between pre-test and posttest scores of Group 3 for oben-ended
questions. No significant difference between the measures of the depen-
dent variable was found which exceeded the F ratio for the 0.05 level of

significance, (Refer to Table 16)
[ ]

Table 16

—_—

Summary Table for one~way ANOVA - Group 3 ~ Open-ended Questions

Source of Sum of Mean F Probabitity of
Variation Squares DF Squares Ratio' Significance
Between Peopte 29.00 8 3.62

Within People 39.00 9 4.33

Treatments 0.22 1 0.22 0.0458 0.83582
Residual 38,77 8 4,84

Total ' 68 .00 17

69.
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Conclusions. In view of the above findings, null hypothesis #6 is

-
rejected by the results of Groups 1 and 2 (posttest) and supported by the

results of Group 3 (delay), This indicates there was significant differ—
ences between pre—test and posttest performance in the use of open-ended
questions by Groups 1 and 2,

Null Hypothesis #7

Null hypothesis #7 states: There will be no significant difference
between the pre-test and posttest scores on paraphrasing (as defined in
the section entitled "Descripgion of Variat;les for Rating™) for the exper—
imental groups.

Findings. A one-way ANOVA with repeated meqéures assessed
the difference between pre-test and posttest scores of Groups 1 and 2 for
paraphrasing. A significant difference between the measures of the
dependent variable was found which exceeded the F ratio for the 0.05
level of significance which was the criteria for analysis in this study.
(Refer to Table 17)

Table 17

Summary Table for one-way ANCVA - Groups 1 & 2 - Paraphrasing

Bource of Sum of Mean F Probability of
Variation Squares DF Squares Ratio Significance
Between People 71.34 28 2.54

Within People 223.50 29 7.70

Treatments 168.98 1 168.98 86.7889 0.00000
Residual 54 .51 28 1.94 :

Total 294.84 57
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A one-way ANOVA with repeated measurey asse gPLthU' differ-
s .

A\

-

Fe

. ' \"‘ ! - .
ence between pre-test and posttest scores of Groupi3 f’oﬁs para ms*Kg,‘;. . :‘. .

o , ., )
A significant difference between the measures of the depénd.nf vari e

AN
was found which exceeded the F ratio for the 0.01 level of signifitancey:
(Refer to Table 18)

Table 18

‘ \
Summary Table for one-way ANOVA - Group 3 - Paraphrasing '

Source of- Sum of Mean F Probability of
variation Squares DF Squares Ratio Significance
Between People 9.00 8 1.12

Within People 29.00 9 3.22

Treatments 22,22 1 22.22 26.,229% 0.00091
Residual 6.77 8 0.84

Total 38,00 17

J
Conclusion. In view of the above findings, null hypotheses #7 is

rejected. Table 4 indicates a marked increase in the use of paraphras-
ing by Groups 1, 2 and 3 following treatment. There was a significant

difference between pre—-test and posttest performance in the use of para-—'

P,

phrasing by the three groups in the experiment,
’

Null Hypotheses #8

Null hypotheses #8 states: There will be no significant difference
between the pre-~test and posttest scores on teacher talk time (as defined
in the section entitled "Description of VVariables for Rating"j for the ex—
pertmental groups.

Findings. A one~way ANOCVA with repeated measures assessed

AR

.
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’the difference between pre-test and posttest scores of Groups 1 and &
h.; for teacher talk time. A significant difference between the measures of
the dependent variable was found which excee(& the F ratio for the 0.Q5

level of significanae which was the criteria for analysis in this study .

‘v.b “ .
.. N
(Refer to Table 19)

Table 19
&
Summarpy Table for one-way ANOVA ~ Groups 1 & 2 ~ Teacher Talk Time
Source of Sum of Mean F Probability of
Variation Squares DF Squares Ratio  Significance
Between People 42437.75 28 1515.63 -
: Within People 59596 ., 00 29 2055.03
Treatments 40783.50 1 40783.50 60.7010 ’ 0,00000
Residual 18812,50 28 671.87 . ‘
Total 102033.75 57
A

~ A ona~way ANOVA with repeated measures assessed the differ-—
5 .‘
ence between pre—test and posttest scores of Group 3 for teacher talk

time'. A significant difference between the measures of the dependent

variable was found which exceeged the F ratio for the 0,05 level of sign—
. /\"/\’ .Y

"ificancg.” (Refer to Table 20) -

>

Table 20

Summary Table for one-way ANOVA - Group 3 - Teacher Toalk Time

*

/ Source of Sum of Mean ~ Probability of
‘Variation Squares DF Squares Ratio Significance
Between People 13998.50 8 1749.81 '
Within People 31198.00 9 3466.44
T reatments 1 21355.56 1 21355.56 17,3579 0.00314
Residual 9842.43 8 1230.30
Total 45196,.50 17
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Conclusion. In view of the above findings, null hypothesis #8
is rejected. ’The thfee groups in the experimgnt demonstrated a de-~-
crease in teacher talk time following treatment. Table 4 illustrates
that decrease. A sfatistically significant difference between pre-test A

and posttest reduction of teacher talk time was indicated for Groups 1,
\

2 and 3. , | 7~&

Post Hoc Findings) -

Post'\ hoc examination of the data was conducted using va two-way
ANOVA with repeated measures for variableg 1 - 3 and 5 - 8: "t" tests
. were performed on variable 4 due to the absence of variance in pre~test
data, These tests dealt with the differences between posttest and delay
groups, level of entry skill'and interaction effect between these two in-
depender:t variables. No éignificant differences were found for the
group variable, level of entry skill variable or for the interaction effect
in each case, with the exception of posttest data in variable 4. Tables
 ifustrating these statistical analyses can be found in Tables I = XVII in

R

Appendix D
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Chapter V

o

Summacx

The primary pur;:)ose of this research was to develop and eval-
uate the effectiveness of a micr‘ocounsLeling workshop in training teachers
in basic communication skills., The microcounseling paradigm (lvey,
1971) was modified and an instructional communications workshop v\/ras
developed for use in this study. The workshop was geared towards pro-

r ) v
vidihg pre-service teachers with basic commﬂjcation)trainiz%, epeci-

'y /~ e " -
- R *
fically listening skills. The paradigm was modified for me‘tléss;‘éom

, “setting and differed from the original microcounseling model in that the

>

subjects were trained and evaluated while interacting with a small '

group of peers rather than in a one—-to-one setting. - .
-+ The overall results, tabulated, analyzed and interpreted/ in the

previous chapter demonstrate that statistically significant differences

L3
y . . -

were obtairgsd .6 of the 8 . signated measures of "listening" f@r i
2 W # f _._“qas,,g s 9" ¥

Groups t and 2 (pr‘e—test,posttest). However, Group 3 (one week
delay) results were significant in only 3 of the 8 null hypotheses tested.

Fbllowing treatment, Groups 1 and 2 had fewer eye cc)\tact

breaks, used fevy.ef’;,closed questions, morg open questions and para-

*

phrases and succeeded in the use of n al skills to maintain focus

4

-on the students while réducing teacher talk t}‘rné. A'lthough the level of

significance (0,083) obtained when tteshng null hypothesis #5 (verbal 2
\ragers: o
following and minimal encourdgers) did not reach the leveliofsigriifis v
. < N . bl . . »
, oy &L
cance set for this study (0.05), most subjects did tend'to use'thgge ~ &

-



»
skills more frequently following treatment. Sixty—=four percent of the

participants ir':creased use of the skills, 18% were unchanged and 18%
used the ski’Ils legs frequeritly fo'llowing treatment. The results for
Groups 1 and 2 indicate that the modified Ivey paradigm can be effec—
" " tive in teaching basic communication skillsl in a 12-h§ur~ workshop.
However, tﬁére is some question of the stability of these trends over
time, ’ ‘ . /\’\.

Results for Group. 3 showed fewer eye contact breaks, increased
use of paraphrasing and a reduction. in teéﬂ%er talk time. It is intérest—
ing to note that these three variables;, significant for Group 3, broduced
the most signiﬁc'_ant r‘e;sults in Groups 1 and 2. Results of null hypo-
thesis testing for Groups 1 and 2 indicaty eacH of these variables
significant at the 0.01 level. It would seem important to discuss these

Ve
three variables and attempt to draw conclusions as to their indorporation

into subject behavior over time.

Eye Contact. During the workshop, the importance of eye ’

= [s

contact was continually stressed as the most basic behavior in indicat~

Y

" ing to a child that the teacher is listening. .

’

During the practice tapings and individual VTR tapings,\
more effective eye contact was an easily 'obsewable_ characteristic
in most subjects. This may have been due in part to the subject's

ability to concentrate on maintaining eye contact while ‘till conducting
the grde"diséussion.
&
Other skills are more directly related to subject response to

4

75.
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verbalizations of group members. In using other skills the subject

. i . o
needs to process input cognitively and respona by selecting appropriate

. .
verbal and non-verbal behavior,” Eye contact with grroup members

[ 3

needed lit:le selection as it may be viewed as a éontinuousl’appropriate
behavior and was used much more than any other specific behavior.
As a result there was increased practice, more frequent positive rein—:
forcement by the trainer and the group and this may have influenced

N ‘
the outcome. It may be concluded that the eye contact variable was
found to be signif'icang over time due to; emphasis on importancje
during the.tr‘eatments ease ofl identification on the VTR, the continuous

nature of the skill and incrcasad use and reinfor“cement"';t'hrwghout

the workshop.

Paraphrasing.

araphrasing was considered the highest level

~

commun‘i.ct’ skill presented in the treatment, Ivéy et al, (1974)con-~

it "one of the most important skills of the effective helper"
.

and states that '"paraphrasing deserves more emphasis “J'\an we usually
give it" (p. 32). In keeping with.lvey's position, one segment of the
treatment was devoted entirely to the acauisition of effective para-
phrasing. Thirty~three percent of the time spent on specific skills
was, allocated to paraphr‘&sing v;/hilevother- spgcifi? skills presented in
clugteﬁs received abproximately 8% of workshop time,

The approach to acquisition of paraphrasing also differed fro'm
og;r skills. Paraphrasing was presented i{n three stages aimed at

. <
facilitating understanding and permitting appropriate VTR demonstration

N
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L]

by individual memb‘ers. This approach allowed for more group and
trainer tim.e to be spent with each Wdividual. A more detailed account
of the paraphrasing segment appears in Appendix A,

Trainer emphasis and the disproportionate amount of time devoted
to paraphrasing may have affected subject perception of the skill. For
instance, during the treatmént a number of the subjects identified para-
phraéing as a 'cwnsello;- skill' and expressed a desire to become profi-
cient in its use. Thts higher valuing may have affected the levial of.ac-
quisition.

v

f' *
‘”a

gers are de51gned @&s‘nst the ‘'subject in focusing on the su.adent § ideas

Twq other skills presented earlier in'the workshop were closely
-’ ’ . Y 4
ted Qo puraphrasing. Verbal following and verbal minimal encoura-

and responding. appropri!ﬁl*on topic. Paraphr‘asmg is, ther‘eforQ an

extension of these listdning skills, that 1§r~eﬂection of the essence of

~

the smdent's verbalization for punposes of.u?\derstar%g or clarifj catt.on.
- ~ .

B *
Therefore, this previous experience with similar skills may have had a "
. .
"oractice effect' which caused a higher rate of skill acquisition in paca= g
phrasing. . 4
: ?

It éhwlq' also be noted that paraphrasing was the final skill p’r‘e-
se;'wted in th? workshop. Following the seg’ment on pariaphfasing‘, Group
1 and 2 subjects'recorded their final \\)tdeotap)%’ This individual \{TR re-
quired the subject to act as teacher and conduct a discussion sess‘tgn
with a group of peers who roleplayed grade 6 students., It shoulrbe

stressed that thesg tapes were used for posttest evaluations (Group 3 3
' '

.
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tapes were recorded 1 week later).

Therefore, it would seem that pa:a

previous experience

(%) Subj&t percepti a 'counsellor gkill'; (5)

with related skills; (6) position i

* -4
ent, ie,, the final skills

'
) |
presented. ’

teachers talked monrd -‘ ‘;"‘" » academic mater—
. ge found in her

& "topic was the prime

ial rath@r than on the

K 3
invest&aﬁon of modg P
. focus gf bet eachér ) nts'" while "relatwely few subjects of-

L}
W S b
‘ sentences were the stludg

the teicl';er or‘ entire group" (p. 181),

. In addition, Chadboyrne/ noted that "teachers talked 73.2% of the time"
| 7

Fa
. (1975, p. f61),

i
was usudlly €8%. ' ,
suafly ..

/
/

! " As a result of the studies citlid above, the intent of the focus seg-

landers (1970) found that teacher talk time in the field

ment was to provide subjectdwith specific 6§ viors which would assist

- them in maintaining a two-way communication system in the cldssroom.

¥

"
'mt is, a pmcess tn which the student is seefh as a contmbutmg and res-~
. pected part of the communtcat;lon process (Amidon & Flanders, 1961;
Flanders, 1970, Glasser, 1969; Gordon, 1974). A description of the
e skills pre in the focus _segment appears in Appendix A,
\\
! /

portance and practicality of shortenimg verbalizations
s #

/’,.



time for all groups in d';e pre—test waq:~$;}i’,£ . Following treatrﬁept,
vu);, teacher talk time wa)s‘24% for Gra;lps 1fnd 2, 29% for Group 3 and 28%
_for the three groups in the study. ‘ :Q \
Therefore, it would seem -that the following eulements: (1) work-=
shop emphadls on research f'inding.s; (¢2)) pr-acticalil‘talking less;
(‘3) continuous behavior; '(4) the interdependencé of impact 6f skills; .and
(5 pracﬁce and reinforcement, ma;/ have assisted in retention and de-

oyt " -
monstration of reduced teacher talk time following a onﬁ«eek delay.

L4 . .
It is interesting to note that the three variables which were signi-

r)cant for Groups 1, 2 and 3 were those skills most stressed in each seg-—
‘ . & : .

ment in which they were presented, Effective eye contact was emphasized
' N .
as the most important skill tn the attending segment, reduction of teacher

£ .
talk time was the goal of the focus segment and paraphrasing was t:he_qnly

14

skill in the final segment.

4 /

It should be mentlor*-d that Groups 1, zpﬁnd d used fawor posture
l

<
".‘



.changes following treatment. (Refer to Tabl§ ‘4) Sg,bject concentration
on d‘emonstra‘ting other comn:\iniéations may I"v’. 'rjeducec; the number

of posture cha.nges in the posttest discussion group. Another reason may
have bean the "tn-cr;a‘rge" nature of tho‘.pn-ltost discussions., Possibly,
teachers who are controlling a dtscussta\vow (te‘cher talk time,
closed questions) also need to move more in oqu to Talntain -control.

It is mtenest\ng Jtenote that Group 3 us‘d ”mxtmauly 1 1/3 fewer pos-—

T
‘,wra changes while Grougs 1 and 2 used appnoximatoly 2 fewer pasgture

Méfpuowmg treatment. It would scqm that after a one week delay

tend to return to pmvious commmtoation behaviors., This conten-

tion is supported by the results of this studwﬁa which 3 of 8 variables

o 3. ‘a ‘
g Vo . et o+ n—

reached stattstical §1gmﬂcance in the aelay group where,as 6 of 8 varia-

» L4

bles reached stgmflcanco ir’nedtately following treatment.

The results and conclusions of this study suggest that subjects
tend to retain those skﬂls which are emphasized, continuous, practical,
used more often and those which are highly valued.

Implications of the Study ‘

/

In summarizing research on microtrdining,‘ Ivey and Gluckstem
(1976; stated that "studies on teachers in the classroom reveal that \;ery
few teachers use micmtrain.ing skills”. ‘The'aL;thor{-: ’go on to suggest |
"that training in helping skills would be a useful experience for teachers
ar;d other lay ;.);r'sonne;‘l" (p. 8). Review of the relevan‘t-ltterature si.:p-
ported the need and usefulness of microtratning skills for teachers.

However, it was felt that the skills-to be included should be those
. : « '

*,



considered as basic to effective classroom communications and retlevant

for the training of pre—service teachers. It is the writer's contention

L]

that in the training of coursellors and teachers, most programs assume

competence in the basic skills 61' communtcattor:s. Beginning ceunsellors |
are presumed to be capable of establlshtng rapport with a client, begin—-
ning teachers are assumed to be able to communicate successfully with
‘children. Therefore, most initial training is aifned at higher level skills:
.,.“}ipggdt.cuss and experiment with varlou{ counselling techniques
. hi:/e exﬁibited competency in mord basic skills sx)ﬂ as esta-

[ 3
rapgort tsachers concentrate primarily on acquu-ing techniques

necessary for establishing rapport with thetr students. ~
ve results of the .pre-test tapes in this study arﬁ oth'er video-
tapé taken prtor to subsequent workshops suppor*t the need for basic'com=-
“ munications training for pre-service teachars. Imtially they tended to be
'teacher centered" (Chadbourne, 1975).when asked to conduct a discussion
group with,,t:heirj mleblayed students during th‘e treatment. The discussion
groups were g,en'er;alty dominated by tihe teacher (subjects) who tended to
use the aiscus§{on primarily to. exbress their own ideas uﬁf\owledge
aboutlté'\e subject matter and su‘.:dent par-ttcipatio}\ was lﬂqnt;d. Subjects
appeared to view the di@s‘sia'w group as a '{t‘chlng grou;;," and attempted
- to pn;'ovide knowledge and values related to the topic.

The study also provided additional information concerning the effi-

cacy of microtraining with groups. Microcounseling had been used to

)~



train counsellors and lay personnel to interact more effectively with in-
dividuals in one-to~one situations. The treatment d;veloped for this
study used the microtraining rp.;;-adtgm to assist pre-service teachers in
. acauiring interpersonal skills for use with groups of children. ‘!vey and

Gluckstern (1978) state "while one-to—one microtraining has been the
primary focus of sarly research, more recent evidence is that simitar

‘ progr:ess canrb‘; Y;wa'de through group programs” (p. 8). It is felt that
the results of thi's research En peer microtraining support the use of .the
Ivey, paradigm wi‘th groups of pre—-service teachers.

!

Limgacions and Delimitations of this Investigation |
|

Caution should be exercised in interpreting the findings in this
study in view of it's limitations.

The subjec! sample was drawn from one undergraduate class in

a v

the Department of Educ.:ational Psychology at the University of Alberta,
which may have had a biasing eﬁ’gct on the results. As the. ma,jjqrity of

——education students enroll in this course, the samb;le;‘, was considered to
be a reasonable, representative cross-section of theg.pr‘é—service
teacher population,

The procedure for; assignment to group was accomplished through
random assignment and subject prefer‘ehée. This resulted in two female
dominant groups and one male dominant group. Therefore, due to the
make-ub <;f gach gron, no attempt. was made.to examine the effact of

sex d{ﬂ'erence within the d'ata.

Another factor which may be considered a limitation is the trainer.

\



First, the trainer was the author of the workshop and had a vested inter—

est in it's success. Second, in a study of this kind the personality and

)
level of enthusiasm of the workshop leader is always a variable. Third,

the trainer was also the instructor for the course pof which the workshop
< .
| 'oN
was a non-graded component. This r‘r" hAve affected student motivation

as well as the trainer/trainee relationship within the workshop setting.
.
By providing a detailed t.r‘ainer's handbook, it was hoped that trainer
variability would e minimized (Appendix C). |
A further limitation Ts the loss of subject data‘\due to equtp;-nenﬁ
malfunction and "V TR person" inexperience. During the plapning* this

study,* consideration was given to hiring trained technicians, but this was

considered to be 80 costly; therefore, prior to the workshop one subject

'in each micro-group was trained in VTR operation, While the loss of

om and the residual

A final consideration wa! the artificial nature of the setting n . s

subject data was considerable, the losses were

N was sufficient for statistical analysis.

!
which the skills were practiced and demonstrated, Subjects.acted 84~ " v -

teachers in discussion groups in wttich peers roleplayed elementary school
students., The change from roleplay{ng student to classroom teacher may
hav; an effect upon the level of co-operation. For instance, a roleplaying
peer who has not yet assumed the role of teacher may co-operate more
than the roleplaying peer who has already completed the teacher role.

Therefare, the level of co-operation received from roleplaying students

-y
may 'have been higher at the beginning and lower at the end of the taping

83.
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' ' N
the behavior witll be maintained. However, if no practice on learned
skills occurs, the abilities may be lost." (1976, p. 8).
Group roles have been adjusted in order that the mic ro~group’ y

might function more autonomously. Some changes have been made in

the text of jhe handout, particularly in reference to the emphasis on

in the field. Also, the "Behavior Chart Count and Rattng Scale"
"Five Point Rating Scale" (Appéndix A, pPp. 23-26) have been re ith

the "Communications Behavion-Chart" (Appendix B, p. 25). A

.

r*h for

organizing and leading the revised workshop. ¢

is a handbook which provides trainers with the requisite infor

o

r
The results of null hypothesis testing in which only 3 of 8 depen—

‘O

dent variables were significant for subjects one week after treatment

also seems to support shorter meetings (for example, 3 hours instead
., _ :

of 6~hqur sessions) and more time for processing and practicing these
o

¢ .
skills. Therefore, it was decided to conduct further workshops in four

%, .
sessions at least one week apart while stressing the importance of using

.
S . )

A ) .
©- the skills dmily in the interd

of skills was indeed stresse&-’n the

) N
original workshop, however, the time B tween sessions did not allow

of situations.

Hemmer (1975) stated that some of the students in her study ex—~

for participant experimentation in a varie

perienced difficulty in understanding the importance of communication
and facilitative helping skills. Some expressed anger at spending time
on communication skills rather than learning approaches to discipline

.s and student behavior ma{‘gcme\nt. Subjective Nac‘\of some students

8y’



.0
in this study was ;;imilar‘ to those encountered by Hemmer,

These smdentg questioned the application of specific skills to
the ""real ¢lass;-oom';. Sut?seq:eqt workshops also were at times
marked by what might b; cormsidered an almost pr‘gdtctable "but how
does it help me irj teaching 28 kids xlpet their wor‘; dpne’?", This prema-=-
ture quéstioning ha's been successfully dealt with by initiatly distinguish-
ing betw.een social conversation and professional communication. Also,
the rationale for the workshop has been given more emphasis in it's
revised form,

Teachers are professional communicators. As such, they need
to develop more effective use of communication skills ir: the ¢lassroom,
The skills are not presented as new ideas but as more effective means
of utilizing old skills and participants are urged to use them individually
before expecting them to become part of their behavior ‘response system,
As the participants of the workshop realize more, eFFective_. communica-
tion, it becomes less obligatory to discuss rationale and the relevance
of these skills for the field.

A behavior chart was useg by the participants as a teaching aid to
provide feedback for the individual videotape presentations. | Individual
tapes were viewed and rated while group membe'rs observed. This
chart has been replace"d with a new Behavioral Chart which is more
objective and provides for only a count of‘bghavtors and teacher talk

time estimates. The revised Behavior Chart appears in Apperdix B,

T? use of this teaching af8 was incorporated in the workshop {n order

Hb,



to pr'ovid‘e for "active responding”. Active, as opposed to p'assive,

4 ! C . .
responding to VTR obgervation increases acquisttion, retention and
transfer of information (Gropber, 1967).

The "do", "use",[ "tedch" concept has been emphasized more in

the revised workshop. T rrent schedule should increase use and

allow for more processing time. Trainees ar~e'also\being encouraged

Y

to teach the skills to the students in their classroo‘ns.
. LY

P ‘ ‘ T
Another revision which is being considered is the use of fO)OW

1
up videotapes a.s part of the workshop program:, Blank videotapes would
» .

be circulated to trainees who have completed the workshop and they

would then be required to videotape aIS-minute diSCUss{m'g';'r‘oup with .

students in their class and forward it to the next workshop member,

The tape would be returned to the trainer and additional feedback would

be given., This approach may assist in the use and retention of th
Ve

skills acquired during the workshop.

Although at least one member in each group in the workshop re-~
ceived training in VTR operation prior to this stt._del many difficulties
arose. Unacceptable video or audio quality was a constant problem. In
order to correct this difficulty, €he checking and re-checking of com-

~

pleted tapes was stressed. It became extremely important that all VTR

equipment be pre—checked and b;ck—up L;ﬂitS be arranged for, The
imp?ct and immediacy of television (Tyler, 1974) was an important in-
gr‘ec;lient in the wor‘ksi‘wop. Participants enjoyed seeing themselves on
TV, malfunctioning equipment frustrated that need.

\

\
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Conclusion

This study has demonstrated the value of microtraining in pro-

viding pre-service teachers with more effective listening skills. The

workshop which was developed as the treatment for this study stressed

A

the role of the c{assroom teacher as agorofessional communicator. The
revised workshop (Appendix B) and the .Tr*ainers Manual (Appendix C)
are designed for use with inservice teachers in the field &r wit bre—
service teachers as part of a classroom communications cd,wse. The

basic skills taught using Ivey's "do'', "use'", '"teackh'" model were not
g y , , ,

pregented as new, but as old behaviors made more effective. Training
- a

in and demonstration of specific commuhication skills could be useful in

the selection of candidates for teacher training.
: 4

Furthery, research is needed to determine the factors influencing

4 .
subject retention of specific communication skills over time. Investiga—

tion into the effectiveness of the microcounseling model in training

elementary and high school students may be of benefit. The possibility

>
-

exists that females responded more Favor*abb‘/ to the workshop, therefone,
the differential effect of sex needs to be investigated. Fof instance, how
would-training in more effective listening skills affect s@dent self-image,
classroom particibatlion and interest in achievement?

Effective classroom communications prox)ide a supportive envir-

onmént for learning, allowing students to acquire proficiency in oral

languag? flowing odt of a secure experiential base., The findings of this

L]
4

study suggest a nged for teacher training in communication skills which

\
t
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is based upon competemcy. The professionally communicating teacher
can effectively establish a "two-way" system in her classroom. This
system recognizes the student as a feeling as well as a thinking being.

It is important that he be heard in both,:



.
.
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INTRODUCTION

Traditional teacher education has been primarily oriented
towahd‘s: the cognitive with limited emphasis on affect. Teache(rs
educated in this cognitive environment apply these learned principles

’
in their teaching. The result has been an almost exclusive emphasis
on ability and achievement in our schools. Recently, it has been:
recognized that a feeling as well as a thinking child come to school
and he must be dealt with as a whole person.

Gordon (197_4) and others feel that the primafy reason for pro-
blerms in the classroom is the dysfunctional communication patterns
between the teacher an'd the claas. Thérefore, it would seem that
more effective classroom communications are needed to provide for:

1. increased student understanding of subject material,

2. better classroor tmanagement,

3. improved student s'elf—concept,

4., smooth transition into new affective. education’programs.
Two-way communication facilitates recognition of individual r*éspect.

Both the student and the teacher are thinking and feeling individuals,

a clear and "caring'" communication pattern can facilitate recognition
\ .

of these traits and maintain individual responsibility and reduce depen-

dent behavior,
Effective classroom communication makes smooth the pre-
service teachers' transition from student to classroom professional;

higher levels of communication skills for the inservice professional

3.
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educator allows for more personal satisfaction and personal rel-
evance in an always changing, sometimes confusing milieu, the

classroom.

e
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‘ WORKSHOP - LISTENING SKILLS
A -

The purpose of this communication workshop is to provide you
with specific listening skills which will increase your effectiveness
as a classroom teacher. Listening skills are seen as forming the -
necessary base from which more complex and sophistic_ate:i skills may
be acauired. The three skills sel®cted to form this necessar‘y base
are: attending, focus, and paraphrasing. These skills will b: acauired
using a micr*otr*ain"mg approach. This approach provides for each skill
to be acauired in small (micro) components which are later demon—
strated as a composite skill. For example, the skill of basic attend—
ing will be divided into the following components:

1., eye contact,

2. posture,

3. gesticulation,

4., verbal following.
Each of these components will be acauired singularly, practiced and
then demonstrated by you, After each of these individual components
has been s:atisfactor*ily demonstrated, you will then demonstrate their
use on videotape as the composite skill, attending. Acquisition of
these skills will follow a modified format designed by Allen Ivey
(1971):

1. Brief lecture, handout.

2. Effective modeling tape (Behavior count charting).

3. Discussion, group assignment, .

5.
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4., Dyad roléplaying co

\

5. Group videotaping, comp nt behavior, composite skills,

6. Behavior count charting.

7. Discussion.

1

cation effectiveness and might even be fun, along the way,
L 4 . ’
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COMMUNICATION WORKSHOP i
Developing Effective Listening Skills ~
Schedule ‘
Day Cne
9:00 a.m. Welcome
9:15 a.m, Introduction to Videotape Recording (VTR)Eauipment
Operation, monitoring, etc.
9:45 a.m. Introduction to Ivey format
10:00 a.m, Coffee Break
10:15 a.m, Assignment to groups
Group effectiveness
Individual roles
Procedure P
Videdtaping session - Ineffective attending behavior -
Group
. Individual -group members tape 5-minute segment “

which illustrates ineffective attending.

¢

Discussion - Ineffective attending
Lunch Break
" Brief Lecture, handout - effective attending’

Videotape presentation — Effective attending behavior
Demonstwwation Tape

Behavior count charting

Discussion - effective attending -
Trainer roleplaying and clarification

Dyad - rolepiaying practice effective attending -
component behavior
EasQ__c;omponent skill = practiced as a separate
and specific behavior,
Coffee Break

7.




Day One (continued)

2:15 p.m.

3:45 p.m,

4:00 p.m.

10:15 a.m.
10:30 a, m,
-~

12;00 noon
.
12:30 p.m.
12:45 p.m,
\

1:00 p.m,
1:30 p.m,

2:15 p.m.

2:30 p.m,

Videotaping session - Group - Effective attending -
composite = Behavior count charting - successful
acquisition of skill by all group members

&
Feedback — evaluation - use skills learned and
report on them at next meeting

See you tomorrow

e

7
Welcomg - Brief review

Brief lecture, handout - Focus

Videotape presentation — Focus
- Demonstration tape

Dyad - Role play — practice components of foéusing
Each componer;t skill » practiced as a separate
and specific behavior

Coffee Break

AN

Videotape session - Group - Focusing — Behavior

count charting - Successful acquisition of composite

skill by all group members

Lunch Break

Brief lecture, handout — Paraphrasing

Videotape presentation — Paraphrasing

Dyad - Roleplaying - practice paraphrasing -
component behaviors - stage approach

Videotape session ~ group - effective paraphrasing -
composite skill -~ Behavior count charting

Coffee Break

Discussion, Final videotape presentation —
Attending, Focus, Paraphrasing

8.
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Day Two (continued) ) a

2:45 p.m, Videotaping sessfion - lndiyid(.aal videotaping of
session demonstrating effective listening skills
"Putting it ald together"

3:45 p.m, Final Discugsion = Commitment to use listening
skills acquired in workshop at least once a day

1]

4:00 p.m, So long
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GROUPS AND GROUP ROLES ANO RESPONSIBILITIES
N -
The workshop will be divided into small groups for practice

and preparation of individual videotape demonstrations. You will re-

~. /o
main in the same group throughout the workshop. The small group

» ¢ '
e

provides for rnaxtm‘dm» ir\divigual VTR time as well as immediate
feedback from familiar group members. It is important that the
group functions smootHly and utilizes its time efficiently. Roles and
responsibilities of each of the group members are defined on the‘
following pages. The group shc;uld decide on staffing these holes.w
the beginning of each session (Daily - 9:00 a,m. and 12:00 p.m.).
It is recommended that roles are changed, However, if a group de-
cides against changing roles that decision will be accepted,

Prior to each session read over the information pertinent to
your role. If you have any questions or are experiencing material
or equipment difficulties contact the trainer as soon as possible,

Fun and smiling are acceptable in your group'

10,
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2

Group Leader Respoi 5ibilities

1..,‘¢ssign merrbers to roles,

2.
. 3'

4,

7.

8.

Teacher Responsibilities

Insure time is apportioned for total group involvement.,
Follow schedule.

Insure specific behaviors required for segment are dermon—
strated. (Use of prompt cards or blackboards.)

'ead discussion of individual tapes. -

Liaison with trainer/

Check VTR and tape for fu ctionability.

Insure code numbers and 15" delay 6r~ecede individual taping.

1.

2'

Assume role of classroom teacher,
Select brief academig topic f‘ok group to discuss in VTR
taping. Introduce and lead group discussion ohn selected
topic in an appropriate manner.

Indicate to workshop, members -~ 6th grade level for role play.

Insure personal code number precedes individual taping.

1.

109,
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Camera Person Responsibilities

. 1. Bring equipment to group room and prepare for videotaping
prior to start of workshop.

2. Set prescribed camera angle (only teacher appears on
monitor).

3. Check equipment operation prior to each individual VTR
taping.

4. Monitor equipment during VTR taping.
5. Act as VTR liaison person with trainer, (

6. Insure personal code number precedes individual taping.

Roleplaying Members (students) Responsibilities

1. Assume role of grade level student as indicated by teacher,

2. Role play, ie,, state.questions, comments or observations
which you feel are grade level appropriate.

3. j:’ar‘ticipate and assist teacher in demonstrating specific
communication skills,

12,



ATTENDING BEHAVIOR HANDOU T

Segment 1

The central skill of listening is attending to the student. Most

.

of us would say, "l attend to what my students are saying. Boy' What
kind of a teacher would [ be if I didn't have that kind of basic rather
simple skill"{ However, in many cases this rather "simple skill" is
missing or not being used effectively., There are four dimensions to

basic atterding.

1. Eye contact. A comfortable looking at the student you're

talking to. Not a "stare" but a comfortable interested look which tells
the student that you are interested in his ideas, questions or comments,
Eye contact "breaks" can sometimes be helpful clues as to where the
student or the teacher is at, For example, if Ms, Pritchard breaks
eéye contact each time Bob talks negatively about Mr, Hummer.(an—

°
other teacher in their school), Bob may become reticent to discuss his
problem. This may end the communication even though Ms. Pritchard
is interested and co;wcemed about Bob's prablem,’ ’

You will observe eye contact breaks in the videotape presenta-
tions, roleplaying and individual VTR demonstrations. It might be fun
to stop the VTR or roleplay at an eye contact break and disc;.:ss the
implications of these breaks.

Eye contact is the key ingredient to initial communication. The
eyes can reveal love, hate, caring, or scorn. The phrase "the eyes

have it" may help you to remember their importance in communications.

13,



2, The second attending component is posture. [t is important

to develop yaurown style, generally a slight forward trunk lean and a
relaxed easy posture will be effective, Distance between the student
and teacher is another aspect of posture, Distance wiil be influenced
by the specific circumstances of the interaction.

For example: Teacher might come very close and put her arm

v

L

around a student who is experiencing great hurt. While a student's
response to a discussion question may call for no change in distance,
The key question to be answered in distance; is it "comfortable"?
Comfortable for you.and comfortable for the students. [t might be in-
teresting for you to experiment with distances in your dyads and groups.
.You will find that comfortable distance will vary a great deal, even in
a small group. Work towards establishing a distance which is generally
acceptable for you and your group members in different situations.

4

3. Appropriate gesticulations. Appropriate gesticulations in-

dicate interest and an understanding of the student's Question, idea or J
observation. Frowns, tense mouth or chin, cfenched fists or smiles,
brightened eyes or arm and hand movement can have varying effects
on a cc;mmunication.

During the workshop observe other group memberd use of
gesticulation. Try out a new gesture, if you feel you al;:e using too
many, make a concerted effort to reduce distracting gestures.
Gestures should aid in the effective flow of communication, The two

-

extremes, no gestures at all (non~verbal stiffness) or a constant

—
TN
14, .
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stream of gestures (gesaticulatyesoverkifl) both |

Comfortable, appropriate gestures are 4 very natural component of

listeninyg, work towards their effective lutilization.

4. Verval following. Verbal follywing is responding to what

@ student has said in a natural way, Stay wi/th what has already been
satd, there is no reason to introduce a new toptc, Do not topic jump
or intemcupt, There is No need, to o INto your own h;:ad to think of
what to say. The student has already told you. If you get lost and
cannot think of anything to say, simply hesitate a moment and think of

something said earlier that interested you. Go back and make a com-—
>

ment or ask a question about that topic. You are still attending,
There is no need to talk about yourself or give answers when

you attend to a student, Your main responsibiTiy as a teacher who

.
-

listens, is to assist students in finding their owrkanswer‘s. You will

be surprised how able students are to do this if you are willing to

follow verbally. _ -

After completion of this segmeht of the workshop you should

have mastered the following competéncies: /

/
—/
1. Ability to define attending behavior.

~

2. Ability to count and rate attending behavior in roleplaying
and videotapes.

3. Ability to demonstrate the skills of attending yourself in a
: )

demonstration tape.

4. Commitment ard ability to use attending behaviors in set-

tings beyond the workshop,
. 1 5 L]
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FOCUS HANDOUT

.Segment 2

Focus was briefly dealt with in the segment on attending
behavior. Focus can be defined as that act on the part of the teacher
which insure_s that the student perceives interest and con-cern” for his
question, comment, ocbservation or problem. The guestions or en-
couragers used by the teacher center around rt‘ne concerns of the
student rather than the teacher, Questions should be designed to
help the student clarify her/his problen:w or idea, rather than provide
information for the teacher, (This is not to say that teachers are not
to ask for information but rather that the student is given suf’ficie\xu»
time and encouragement to answer as completely as is possible first).

The component skills of focus (on the student) are:

1. Operended questions. These questions tend to give more

room for student exploration. They gererally begin with what, how,
and could. They tend to focus on the student, show interest and re-—
quest more information and further depth. Open questions move the
communication process in the direction which ts indicated by the
student. Open questions "open up" the student,

2. Closed questions. Closed questions often emphasize

factual content as opposed to eliciting more of the students' feelings
or ideas. Closed questions generally demonstrate a lack of interest
in what the student has to say. Closed questions can usually be

answered in a few words or with a yes or no. Closed questions shut

16.
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down the communication and cause the teacher the dilemma of "where

do I go from here?",

Example:

T "Are you angry at Mr, Hummer?"
s - "Yes."

T "Why?"

S "Because."

T "Why, because?"

S "I don't know!'"

(Where does she go from here?)
The following opermended aquestions are likely to elicit more

complete responses.

"What are some of the problems you're
having with Mr, Hummer?"

"How are things on the hockey team?"

"Could you tell me a bit more about your fight
with Alex Karras?" (if you can still talk),

Open—-ended guestions help begin a communication, particularly
a student problem or concern, They help get the student to elaborate
on his comment or answer in a discussion.

In your roleplaying practice sessions you will have the oppor-
tunity to practice both open and closed questions, The roleplaying
experience will dramatically point out the differences and will probably
cause you to use closed questions only when specific information is
urgently needed for you to continue to "focus" on the student's concern

17.



or idea. However, remember if you do get stuck and don't know what
to say, mention something which was of interest earlier in the meeting
or recapitulate. Of course, there is another alternative, pause ard

say nothing. (We'll discuss that briefly later.)

3. Minimal encouragers. Minimal encouragers, both verbal

and non—verbal are used to help direct and focus the interaction and

"keep students talking". . /
Verbal minimal .encouragers are brief utterances ;/vhich show

you have tuned in with t!':e student.. Here are some useful examples:
1. "Oh?", "So?", "Then.?"', "And?", "Wow!'"

2. The repetition of one or two key words.,

Example:
S "I think Dr. Labercane is a really neat guy."
T "Neat guy'"
3. "Tell me more." ‘

4. "Umm=hurmm", "uh-huh'",

5. Simple statement of student's last words.

Non—verbal minimal encouragers are basic elaborations of
the body language dimensions of attending behavior: basically good
attending (discussed earlier) coupled with head nods, moving the
body forward with a warm gesture at an appropriate moment is help-—
ful. The rolling of the hands up along the body and out toward the
student means ''go on, I'm interested and concerned".

Generally, verbal and non—verbal encouragers are used

18.



together. Practice their us;: in your dyads and groups lLar\d you'll see
that a minimal intervention is far more facilitative than a lot of
verbiage,

' The final point under focus is reduction of teacher talk tirfe.
Research has indicated that when we talk it is usually about our ideas,
our comments or our selutions to pr~oblen"\s. Studies show that the
level of effective communications rises as teacher talk time def:reases.

k

Therefore, during this workshop "reduction of teacher talk time will
be stressed". Remember the less you talk the more time the stude_nt
has to clarify his ideas or solve his own problem. Try some "silence".
(Anyway teacher:s need a break, who says they have to talk so much?)

After cor‘npletion of this segment of the workshop you should
have mastered thg following competencies:

1. Ability to define the difference between open and closed
questions. -

2. Ability to count and rate the different types of questions
observed in a helping interview. \

3. Ability to demonstrate the skills of question A&xking in an
interview,

4. Ability to demonstrate the use of minimal encouragers in
an interview,

5. Demonstrate reduction of talk time and use of "silence"

as a minimal encourager,

19.
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PARAPHRASING HANDOUT

Segment 3

Paraphrasing is ¢rucial in attempting to bridge the interper—
sonal gap. (1) It .in?reases the accuracy of communication, and thus
the degree of mut\;:al or shared understanding. (2) The act of para-
phrasing itself conveys feeling ... your interest in the other, your
concern to see how he views things.

Learning to Paraphrase

Peo‘ple sometimes think gk paraphrasing as merely putting the
ot.her person's ideas in another way. They try to say the same thing
with different words. Such word-swapping may result merely in the
illusion of mutual understanding.

Effecti:e paraphrasing is ‘not a trick or a verbal gimnﬁick. It
comes from an attitude, a desire to know what the cﬁ:her means. Anrd
to satisfy this desire you reveal the meaning his commént had for you
so that the other can check w_hether* it matches the meaning he in-

7

tended to convey, .

The Problem

Tell somebody your phone number and he will usually repeét

it to make sure he heard it correctly., However, if you make a com7 -

’

plicated statement, most people will express agreement or disagree-
ment without trying to\i\néur‘e that they are responding to what you in-—

tended. Most people s/%em to assume that what they understand from

] \
a statement is what the other intended.

N

-, 20.
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How do you check to make sure tHat you understand another

person's ideas, information or“suggest“ions as he intended them? How

do you know that his remark means the same to yau as it does to him?
Of course, you'can get the other person to c{arif}; his remark

by asking, "What do you mean?" or, "Tell me more." or by saying;

"I don't undeufstand."'. However, after he has elaborated, you still

face the same question. "Am | understanding his idea as he intended

it to be understood?" Your feeling of certainty is no evidence that you

\

L4

do in fact understand.
The Skill
‘y
If you state in your own way what his remark conveys to you,
the other can begin to determine whether his message is éoming
through as he intended. Then, if he thinks you misunderstand, he

can speak directly to the specific misunderstanding you have revealed.

The term "paraphrase'" can be used for any means of showing the

other person what his idea or suggestion means to you.

Paraphrasing then {s any way of revealing your ur\de}‘standing
of the other person's comment in order to test your understanding.

An additional benefit of paraphrasing is that it lets the other
know that you are interested in him. It is evidence that you do want to
understand what he means,

If you can satisfy the other that you really go understand his
point, he will probably be moré willing to attempt to understand your

views,
21,
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Stage Learning - Paraphrasing

Stages: In Roleplaying - Dyad

1, R'epeat verbatim - what student said. (parrot)

2. Select main ideas and exact words from student's statement and
repeat to student.

3., Select essence words (your own or stt’.:dent's) or ideas which most
accurately describe what the student's ideas mean to you.

This process should provide you with practice which will aid

©

in acquiring the skill of paraphrasing in a short period of time. Remem-

ber, this is a stage process for arriving at Stage 3, effective para-
phrastng; Stages‘ 1 and 2 are for initial practice only.

Effective parw::xphr‘asing lends clarity to the student's statement
for the teacher and allows the student to r;eview teacher feedback (the
paraphrase) an;:i clar;ify his ideas for himself as well as the teacher.

If‘ a student's statements or ideas remain his responsibility, then deci-
sion—méking and probtem-~solving ‘are made easier,

Remember —~ paraphrasing is not a gimmick - it is an extremely
effective method for insuring accurate listening and establishing care
and concern for a student. Skillful paraphrasing is a difficult task.

After completion of this final segment of the wo rkshop, you
should have masteréd the following competencies: v

1. The ability to define the skill of parapﬁrasing.

2. The ability to count and rate paraphrases,

3. The ability to demonstrate the skills of paraphrases in
group and VTR,

22,
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FIVE POINT RATING SCALE

\

This scale is provided for your use in r;ating videotaped modelsgy
v ideotapes of group members and your own VTR demonstration of
specific listening skills, The scale is to be used as a "focusing in"
vehicle for each skill rather than a qualitative measure of individyal
performance. This "focusing in" process will provide for skill .c»lari-
ﬁcaziion, recognition of individual strength and weakness as v:Jell as

investigation and processing of nuances of communication which lead

- to a facilitative interaction. The levels of facilitation are as Folloyvs:

1. Destructive Use of behavior significantly hinders
communication.
2., Lacks facilitative skill Use of behavior detracts from commun-

ication. (Normal conversation is usual
at this level.)

3. Minimally facilitative Use of behavior slightly adds to com-— oy
munication. o7

4, Facilitative Use of behavior adds to and enriches
communication.,

5. Maximally facilitative Use of behavior significantly adds to
and enriches communication.

23, | ‘
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. ATTENDING .
I

REHAVIORAL COUNT CHART AND RATING

ADAPTED FOR GROUP (IVEY, 1976)

Number of Number of
Ineffective Effective
Applications Applications Rating Comments

3

Eye Contact

Gesticulation

Posture

Verbal Following

!
‘
,,/z/,
During the observation, recprd the number of gbecific behaviors exhibited for each component skill
i

that is, in your judgment, effective or ineffective. Immediately after completion of the observation,

rate each component skill using the five point scale provided on page 23.

24.



FOCuE
BEHAVIORAL COUNT CHART AND RATING

ADAPTED FOR GROUP (IVEY, 1976)

Number of Number of
Ineffective Effective
Applications Applications Rating Comments

Open OCm.mZOJm

Closed Questions

Verbal rinimal o .
encouragers

Non—=verbal minimal
encouragers

Estimated % of
teacher talk time

R

During the Ocmm)\mnm.o.). record the number of specific behaviors exhibited for each component skill,
that is in your judgment effective or ineffective. Immediately after completion of the observation, rate

each component skill using the five point scale provided on page 23. Also estimate the % of teacher

talk time, rate and comment upon it.

J

25,



Paraphrase
Use of essence words

Restaterment

PARAPHRASING B
BEHAVIORA L OOCZﬁOI>D4 AND RATING

ADAPTED FOR GROUIP (IVEY, 1976)

Number of Number of '
Ineffective Effective
Applications Applications Comments

26.
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M}’M INTRODUCT ION
. -

Traditional teacher education has been primarily oriented
towarﬁsmgnitive with little emphasis on affect. Teachers edu-
cated in this cognitive environment apply these learned principlds in
their teaching. The result has been an almost. exclusive emphasis on
ability and achieverment in our schools. Recently, it has been recog-

4
nzed that a Feelingvas well as a thinking child comes Fo school, and
he must be dea-lt with as a whole person.

Gordon (1974) and others feel that the primary reason for
problems in the classroom is the dysfunctional commumcatl\on patterns
between the teacher and the class, Therefore, 1t would seem that more
effective classroom communications are needed to provide for:

t. iIncreased student understanding of subject material,

2. better classroom managerment,

3. improved student self-concept,

4. smooth transition into new affective education programs,

>~
Two—w?y communication facilitates recognition of individual respect,
Eoth the student and the teacher are thinking and feeling individuals,

a clear and "caring" communication pattern can facilitate recognition
PR

of these traits and maintain individual responsibility ané reduce de-
pendent behavior.

Teachersrare professional communicators. This workshop

:

will stress your role as a professiogal and will allow time for in-class

~

experimentation as well as use of the skills in the ‘Meld. Upon

1, - //_w
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completion of "doing\ and "using' the Lkills, y.ou dc;rlde_wmch are
relevant and valuable for you. [t will then be rittural that you "teach"
these -kills to others, possibly the students 1n your classroom,

The "do", "use", '"teach" approach (lvey, 1971) 15 the under—
lying rationale for acquisition of the skills offered 1In this wvorkshop.,

t ffective classroom communication makes amooth the pre-

service teachers'

transtition from student to classroom professional;
higher levels of communication skills for the ingervice professional

educator allows for more per-onal sati-faction and per-onal relevance

in an always changing, somotime:s confusing miieu, the classroom.,
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WORKSHOP - LISTENING SKILLS

The purpose of this communication wé:r‘kshop is to provide you )
with specific listening skills which will increase your effectiveness as .
a professional communicator. Listening skills are seen as forming
the necessary base from which more complex and sophisticated skills
rﬁay be acquired. The three skills selected to form this necessary
base are:‘attendin_g, focus and paraphrasing. These skills will be

’ .

acauired using a microtraining approach. This approach provides
for each skill to be acauired in small (micro) components which are
later demonstrated as a composite skill. For example, the skill of
basic attending will be divided into the fallowing components:

1. eye contact,

2. posture,

3. gesticulation,

4. verbal following.
Each of these components will be acquired singularly, practiced and
then demonst;ated by you. After each of these individual components
has been satisfactorily demonstrated, you will then demonstrate their
use on videotape as the composite Sk‘l-ll, attending. Acguisition of
these skills will follow a modified format designed by Allen Ivey (197 1):

. Brief lecture, handout.

L 3
2. Effective modeling tape (Eehavior count charting),

3. Discussion, micro-group assignment,

4. Dyad roleplaying, component behavior,



5. Micro—-group videotaping, component behavior, composite l
skills.

6. Behavior count charting.

7. Discussion. ]
(This process may be repeated if skill acquisition 1s incomplete).

Past workshops have proven the effectiveness of this format.
While at times it may seem a bit structured and perhaps moving at a

"hectic" pace, it is a vehicle which in short time will increase your

communication effectiveness and might even be fun, along the way.
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Session One

»
Minutes
Start VTR Pickup
30 Welcome
4 z
60 Introduction to Videotape Recordmg, (VTR) Equipment
Operation, monitoring, etc,
- >
75 Videotaping Session of Micro-Group Discussiom. 3-minute
VTR for each individual, Topics provided.
120 Introduction to Ivey's Microtraining Paradigm. Lecture
videotape.
135 Brief lecture, handout - effective attending,
150 Lecture and modeling tape - effective attending.
170 Feedback and Discussion )

180 Good Nite Class - (Try using skills presented)



Session Two

Minutes
Start
15

30

45

75

Notes:

Welcome
Behavior Count Charting

Oiscussion - effective attending,
Trainer roleplay and clarification.

Dyad Roleplaying - practice of effective attending component.
Each component skill practiced as a separate and specific
behavior,

Videotaping Session. 3-minute tape, Micro-group discussion,
Demonstration of effective attending - behavior count charting -
successful attending skill acquisition by all micro~group
members,

Brief lecture, handout - Focus

Lecture and modeling,tape - Focus

Dyad Roleplay - practice components of focus.,

Feedb%ck and evaluation

See you next week - (Use the skills)

131,
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Session Three

Minutes

Start

15

75
90

105

140

150

Notes:

Welcome - brief review - Focus

Videotape Session — Focus, Micro-group behavior chart
counting — successful acquisition of composite skill by all
micro-group m(rxber‘s.

Brief lecture, handout - Paraphrasing
Lecture and modeling tape - Paraphrasing

-2

Dyad Roleplaying - practice paraphrasing - component
behaviors - stage approach,

Feedback evaluation

Over—use skills with real people'



Session Four

[\_Ainutes

Start

15

60

75

120

180

Notes:

Welcome and review

Videotape session - microgroup - effective paraphrasing -
composite skill - behavior count charting.

Discussion, final videotape presentation — Attending, Focus,
Paraphrasing.

Videotaping session - Individual videotaping of session demon-
strating effective listening skills.,

"Putting it all together" (3-minute tape)

Final Discussion = Commitment to use listening skills
acquired in workshop at least once a day.

So long

143,
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MICRO-GROUPS AND MICRO-GROUP ROLES AND RESPONSIBILITIES

The wcrkshog will be divided into small micro—groups for
practice and preparation of individual videotape demonstrations . You
will remain in the same micro-group throughout the workshop., The
small micro—group provides for maximum individual VTR time as
well as immediate feedback from familiar micro~group members, It
is important that the micro-group functions smoothly and utilizes its
tirre eﬁ-‘eci’y. Roles and responsibilities of each of the micro-
group members are defined on the following pages. The micro-group
should decide on staffing these roles at the beginning of each session.
It is recommended that roles are changed, however, if a micro—group
decides against changing roles that decision will be accepted,

Prior to each session read over the inf’or*mati:)n pertinent to
your role. If you have any questions or are experiencing material or

‘/wewqg,iipment difficulties, contact the trainer as soon as possible,

N

Fun and smiling are acceptable in your micro—~group’



Director (like in the movies) - Responsibilities

10.

11,

12,

Assign members to roles. .

Check with VTR person and tape for functionability.

Insure time is apportioned for total micro—group involvement,
Follow schedule.

Provide coffeg break.

Liaison with trainer.

Insure specific behaviors required for segment are demonstrated .
(Use of prompt cards or blackboards.)

Facilitate discussion following VTR viswing.

Behavior chart counting for each individual.

Insure code number and 15" delay precede individual taping.

Return individual VTR's to trainer following session.

Fun'

10,
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Teacher Responsibilities

1.

2.

Assume role of classroom teacher,

Select prief general topic for micro-group to discuss in VTR taping.

Introduce and lead micro-group discussion on selected topic in an
A |

appropriate manner,

Indicate to workshop members - grade level for role play.

Insure personal code number precedes individual taping.

Attempt to demonstrate requisite number of skills for exercise.

It's "O.K." if some behaviors seem unnatural or contrived, try

them anyway.

VTR Person Responsibilities

1.

re

Bring equipment to micro-group room and prepare for videotaping
prior to start of workshop. .

Set prescribed camera angle (only teacher appears on mcnitor),
Teach basic VTR operation to mMicro—group members,

éheck equipment operation prior to each individual VTR taping.
Monitor equipment during VTR taping.

Check ax::dio and video quality following each individual VTR taping.
Act as VTR .Iiaison person with trainer,

Insure personal code number precedes individual taping.,

Immediately contact VTR technician if equipment malfunctions.

11-



Roleplaying Members (actors) Responsibilities

1. Assume role of grade level student as indicated by teacher,

2. Role play, ie., state questions, comments or observations which
you feel are grade level appropriate,

3. Participate and assist teacher in demonstrating specific communi-
cation skills.

4, Two or three/tatement comments are sufficient, don't ramble on'

5. Speak to the teacher not other micro-group membérs, this facili-

tates skill demonstr;‘ation .

J

12,

137.



* 138,

ATTENDING 8EHAVIOR HANDOUT
Segment 1
The central skill of listening is attending to the student. Most
of us woulg say, "{ attend to what my students are saying. Boy' What

kind of a teacher would | be if I didn't have that kind of basic rather

e
-

simple skill", However, in many cases this rather "simple skill" is
mMissing or not being used effectively. There are four dimensions to
basic attending:

1. Eye contact. A comfortable looking at the étudentjzou're \\/
talking to. Not a "stare" but a comfortable interested look which tells
the student that you are interested in his ideas, auestions or comments.
Eye contact "bfeaké" can sometimes be helpful clues aPs to where the
student or the teacher is at. For example, if Ms., Pritchard breaks
eye contact each time Bob ;alks negativgjlygbout Mr. Hummer (another
teacher in their school), Bob may become reticent to discuss his pro-
blem. This may end the communication even though Ms. Pritchard is
interested and concerned about Bob's problem,

' ~You will observe eye contact breaks in the videotape presenta- |

tions, roleplaying and individual VTR demonstrations. [t might be fun
N

to stop the VTR or roleplay at an eye contact break and discuss the

implications of these breaks,

Eye contact is the key ingredient to initial conﬁmunication. The

eyes can reveal love, hate, caring or scom. The phrase "the eyes

have it" may help you to remember their importance in Ccommunications.

13, o



+ 2. The second attending component is posture. It is impor—

tant to develop your om style, generally a slight forward trunk lean

. v . :
and a relaxed easy ppsture will be effective.! [istancer between the

student and teacher is\Qr::hyeé'pect of posture. Distance will be in-
\

N

fluenced ’by the Csp‘eci\‘ic trCumstances of the interaction.

For example: Teacher might come very close and put her arm
around a student who is experiencing great hurt, While a student's..
response to a discussion question may call for little change in distance.

The key-question to be answered in distance; is it "comfortable'?
Comfortable for you and comfortable for the students. It might be in-
fer‘est‘mg for you to gxperiment with distances in your dyads and micro-
groups. You will find that comfortable distance will vary a great deal
even in a small micro—group. Work towards establi;hing a distance
which is generally aéceptable for you and your micro-group members

[N

in different situations. .

3. Appropriate gesticulations.* Appropriate gesticulations

indicate interest and an understanding of the student's quéstion, idea

v

or observation. Frowns, tense mouth or chin, clenched fists or

smiles, brightened eyes or arm and hand movement can have varying
effects on a communication,

During the workshop cbserve other micro—group members'
. : .

use of gesticulation. Try out a new gesture, if you feel you are using

v

too many, make & concerted effort to reduce distracting gestures.

7

Gestxjr*es should aid in the effective flow of communication. The two
/
14,
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extremes, no gestures at all (non—verval stiffness) or a constant ‘

stream of gestures (gesticulatory overkill) both inhibit good listening,

Comfortable, appropriate gestures are a very natural component of

listeninF, work towards their effective utilization.

}
4. Vervbal following. Verbal following is responding to what a
/
student has said in a naturgl way. Stay with what has already been

said, there is no reason to introduce a new topic. Do not topic jump
or interrupt. There is no need to go into your own heaa to think of
what to say. The student has already told you. If you get lost and
cannot think of anything to éay, simply hesitate a moment and think
of something said earlier that intarested you. Go back and make a
comment or ask a question about that topic. You are still attending.
,

There is no need to talk about yourself or give answers when

you attend to a student. Your main responsibility as a teacher who
\

listens, is to assist students in finding their own answers. You will
be surprised how able students are to do this if you are willing to
fcllow verbally.

After completion of this segment of the workshop you should

have maste the following competerncies:

1. bility to define attending behavior,

2. Ability to count attending behavior in roleplaying and video-

tapes.

3. Ability to demonstrate the skills of attending yourself in é
o

L3

demonstration tape.

15,
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]
4, Commitment and ability to use attending behaviors n

settings beyond the workshop.

FOCL'S HANDOCUT

Segmgnt 2

Focus w~as briefly dealt with in the segment on attending

- behavior. Focus can be defined as that act on the part of the teacher

which insures that the student perceives interest and concern for his
Juestion, comment, dbservation or problem. The questions or en-—
couragers used by the teacher center around the concerns of thé
student rather than the teache}‘. Questions should be designed to help
the student clarify her/hts problem or 1d‘ea, rather than provide m-:
formation for the teacher. (This is not to say that te‘ﬂ%crs are not to

1
ask for information but rather that the student 1s given sufficient time

and er\c,?.magement t

The compol

swer as completely as i3 possible first,)

w

ills of fotus (on the studebt) are:

1. Cpermrende uestions., These questions tend to give more

N\

room for student exploration. They generally begin with wh&t, how
and could. They tend to focus on the student, show mter‘es\gand re=
quest more information and further depth., Open questioqs move the
communication process in the direction which is indicated by the

student, Open questions ""open up'" the student.

2., Closed auestions. Clcsed gquestions often emphasize factual

content as opposed to eliciting more of the students' feelings or ideas.

Closed questions generally demonstrate a lack of intergst in what the

’

16,
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student has to say. Closed questions can usually be answered in a

few words or with a yes or no. Closed guestions shut down the com-

L 3
munication and cause the teacher the dilermma of "where do | go from

here?"
Exa:mple:
Teacher "Are you angry at Mr, Hurmmer?"
Student "Yes." .
Teacher ""Why 2"
4
Student "Recause,"
Teacher "Why, because?" N
Student "I don't know!' " ]

(Nhere does she go from here?)

ihe following cpen ended auesticns are likely - elhizyr ™ re

complote responses:
v

"What are some of the proulems yoi'r - - 0
with Mr, Hummer?"

"How ar% things on the hockey team?"
"Could you tell mme a bit more about your fight
~ith Alex Karras?" (1f you can still talk)

Cperm—ended guestions help begin a communication, particularly

a -tudent problem or concern., They help get the student to elaborate
1 )
TN his comment or answer in a discussion,
1
In your roleplaying practice sessions you will have the oppor—
. “ ¥

tuNnity tc practice both open and closed gquestions., The r‘olep'laying

eXperience will dramatically point out the differences and will probably N
w

. .

17. W



143,

cause you to use closed qustions only when spéciﬁc information is
urgently needed for you to continue to "focus" on the student's concern
or idea. However, rem&moer if you do get stuck and don't know what -
to say, mention something which was of interest earlier in the meeting
or recapjtulate. of co‘urse, there is another alternative, pause and

say notling. (We'll discuss that briefly later.)

-

3. Minimal encouragers. Minimal encouragers, both verbal

and non-verbal are used to help direct and focus the interaction and
#'keep students talking',
Verbal minimal encouragers are brief utterances which show
you have tuned in with the student, Here are some useful examples:
1. "ORh?'", "So?", "Then?", "And?'", "Wowl"

2. The repetition of one or two key words.,

Example:
Student "I think Dr, Labercane is a really neat guy."
Teacher "Neat guy'"

3. "Tell me more.,"
4. "Umm—humm", ”Uh—huh".
5. Simple statement of student's last words,
|5 . /
" Non-verbal minimal encouragers.are basic elaborations of the '
body lapguage dimensions of attending behavior: basically gopd atténd-
3
ing (discussed earlier) coupled with head nods, moving the body forward

P
with a warm gesture at an appropriate moment is helpful. The rolling

of the hands up along the body and out toward the student means "go

18,
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on, I'm interested and concerned'.

Generally, vertal and non—verbal encouragers are used to-
gether. Practice their use in your c;yads and micro-groups and you'll
see that a minimal intervention isb far more facilitative than a lot of
verbiage,

The final point under focus is reduction of teacher talk time,
Research has indicated that when we talk it is usually about our tdeas,
our comments or our solutions to problems. Studies show that the
level of effective communications rises as teacher talk time decreases.
Therefore, during this workshop "reduction of teacber talk time will
be stressed". Remember’the less you talk the more time the student
has to clarify his ideas or sclve his own problem. Try some "silence",
(Anyway teachers need a br‘eak,' who says they have to talk so much?)

After completion of this se'gnjent of the workshop you should
have mastered the following competencies:

- 1. Ability to define the difference between open and ¢losed
TUESTIoNS,
2. Ability to count the different types of guestions observed in
&
a helping interview.

3. Ability to demonstrate the skills of gquestion asking in an

interview

4. Ability to demonstrate the use of minimal encouragers in an

¥
iot’egﬂ;&a 3
. k3
2
+ “5

. Demonstrate reduction of talk time and use of "silence" as

°

-

190 =~
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. minimal encouragers,

6. Ability and commitment to use the behavior§ involved in
. o *

focus in the field.

. ‘ /
PARAPHRASING HANDOUT
\

Segment 3

-~ o
Paraphrasing is crucial in attempting to bridge the interper—
sonal gap. (1) It increases the accuracy of communication, and thus
the degree of mutual or shared understanding. (2) The act of para-

phrasing itself s feeling ... your interest in the other, your o

concern to

Learning #o Paraphrase

People sometimes think of paraphrasing as merely putting the
cther person's ideas in another way. They try to say the same thing
with different words. Such word-swapping may result merely in the
illusion of mutual understanding. i

Effective paraphrasing {8 not a trick or a verbal gimmick, It
comes from an attitude, a desire to know what the other means. And
to satisfy this desire, you reveal the meaning his comment had for
you so that the other can check whether it matches the meaning he
intended to convey.

The Problem ¢

Tell somebody your phone number and he will usualiy repeat
it to make sure he heard it correctly. However, if you make a com- «( ,

plicated statement, most people will?pr*ess agreement or disagree-

20,
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ment without trying to insure that they are responding to what you

'

intended. Most pesple seem to assume that what they understand
from a statement is what the'@%r‘ intended,

How do you check to me;l;e sure that you understand another
person's ideas, information or suggestions as he intended them? How
do you know that his remark means the same to you as it does to him? ‘

Of course, you can get the other person to clarify his remark
by asking, "What do you mean?" or, "Tell me more." or by saying,

"I don't understand."”". Howevetr, after he has el-aborated, you still
face the same question. "Am I ur\dérstanding his idea as he intended
it to be understood?" Your Feeling of certainty is no evidence that

R .
you do in fact understand.
The Skill

“¥

If you state in your own way what his remark conveys to you,
L3

the other can begin to determine whether his message is coming
‘ J
through as he intem?‘d; Then, if he thinks you misunderstand, he
can speak directly to the specific misunderstanding you have revealed.
v

o
The term 'paraphrase' can be used for Eny means of show the other

person what his idea or suggestion means to you.

Paraphrasing, then, is any way of revealing your understand-—
ing of the other person's comment in order to test your understanding.
An additional benefit of paraphrasing is that it lets the other

know that you are interested in him. It is evidence that you do want

to understand what he means. 1)

21,



If you can satisfy the other that you really do understand his
point, he will probably be more willing to attempt to understand your

views.

Stages:
In Roleplaying — Dyad ,-\
1, Repeat verbatim - what student said, (parrot)-

2. Select main ideas and exact words from student's statement

and repeat to student.
¢

3. Select essence words (your own or student's) or ideas which
most accurately describe what the student's ideas mean to you.

This process should provide you with practice which will aid
in acquiring the skill of paraphrasing in a short period of time. Re-
member, this is a stage process for arriving at Stage 3, effective
paraphrasing; Stages 1 and 2 are fdc initial practice only.

Effective paraphrasing lends clarity to the student's statement
for the teacher and allows the student to review teacher feedback
(the paraphrase) arﬁ clarify his ideas for himself és well as the
teacher. If a student's statements or ideas remain his responsibility )
then decision—-making and problem=-solving are made easier.

Remember - paraphras'ing is not a gimmick = it is an extreme-—
ly effective method for insuring accurate listening and establishing

% care and concern for a student.

Skillful paraphrasing is a difficult task,

22,
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t

After completion of this final segm;t of the workshop you
should have mastered the following competencies:

1. The ability to define the skill of paraphrasing. _J

2. . The ability to count paraphrases.

3. The ability to demonstrate the skills of paraphrases in

G
micro-group and VTR,

4. The ability and_commitment to use paraphrasing ir( the
classroom.

Research relating to this workshop has indicated that the skills
learned will be retained over time only if they are used by the partici-
pants. If you have decided that the gkills are relevant and valuable
for you, it is important that you use them. Aft/ér continual use in the
field the skills will become par‘t' of your behavioral repertoire, that
is, they will become n#tural behaviors.

As a professional communicator you may then want to teach
these basic listening skills to your classroom students, Preliminary
studies have shown that students enjoy the process and have littld
difficulty in acquiring the. skills, If your students learned and prac-
ticed effective listening, the classroom communicétions system
would improve and you might also expect improvement in:

1. student self<-image,

2. classroom atmagphere,

¢
3. student involvement and understanding of subject matter,

4. discussion groups and affective education programs .



149,

If you are interested in implementing this program in your

classroom, I will be happy to assist you.

Ed Franzoni
Educational Psychology Dept.
\ University of Alberta
\ Edmonton, Alberta

403 439-7447

24. &
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COMMUNICATIONS BEHAVIOR CHART

v ,{ —

v Student Group
Tape # - Topic
Digit # Date

Total

1. Eye
" Moverment

2, Closed
Questions

3. Posture

4, Gesticulation
Non-verbal minimal
encouragers
5. Verbal following
Verbal minimal
encouragers

6. Open Questions

7. Paraphrasing

8. Teacher Talk
Time Estimate

Comments:

During the VTR viewing, mark a tick in the appropriate box each time

you observe an emitted behavior. You may want to concentrate on the i
non—verval and then the verbal behaviors separately; don't t'r-y to. do
everything at once,

25,



151,

Appendix C

Trainers Handbook i
for
Workshop
in Developing More Effective

Classroom Communication Skills

Ed Franzoni

University of Alberta
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T/he purpose of this handbook is to provide trainers with general
and speé:ific information which will assist in tnsuring a successful work-
shop. It is strongly recommended that potential trainers attend this
workshop before attempting to lead it. During the workshop questions
often arise which reauire a firm foundation in communication theory and

microtraining literature, Allen Ivey's book Microcounseling will prqvide

workshob trainers with important background information, also a reading
list of other ;-elevant materials appears at the end of this handout.

The "do", "use", "teac.h" .appmach is stressed throughout the
workshop, Participants are expected to demonstrate the skills in each
segment (do). They are then expected to use the skills acquired in ae
field (use). Teaching the skills to others completes the cycle (teach),
Ivey (1971) reports that a skill or behavior is not thoroughly understood
until we can feach it to others. In this workshop it is hoped that the
teacher participants will teach the skills to their classroom students,

This workshop is aimed at acquisition of basic communication
skills by pre-service and inservice teachers. The classroom teacher is
a professional communicator. It is important that t-hroughout the work-
shop participants are assisted in discriminating between social and pro-
Fessiona‘l communication, Generally, social communication itnvolves
talking and listening which attempts to clarify or have accepted our ’
point of view. Professional communication in the classroom involves

the teacher clarifying ideas or observations of students and attempting

to elicit more responses without introducing teacher needs or direction.
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The focus is on the student and by using séeciﬂc listening behaviors,

the teacher can have a powerful effect upon the stedent feeling that his

verbal contributions ara important to the class, that the teacher under-—
stands them and is interested in his ideas,

Overview of Workshop

The introduction consists of a welcome and I‘b}eflﬂwure wl"ﬁ'

delineates the purpose of the workshop. Trainees are then assigned to

micro—-groups and provided with discussion topics. JThey dm instructed
to conduct a 3 - minute videotaped discussion with roleplayed elemen—
tary students. This segment is then followed by a videcotape lecture
which outlines the Ivey format.

The lecture/modeling tape has been designeqd and developed for
use in each of the segments' of the workshop. Each of the component
parts of attending, focus and paraphrasing ire first discussed in a video
lecture, then each of the components are d¢monstrated in a video model—-
ing tape. The models are a teacher and a psychologist who we
interacting with elementary school children who had volunteered for
modeling seqm.;ences.

The attending segment begins with a brief lecture followed by in-
class reading of the attending handout by all subjects, The videotape
lecture and modeling tape on effective attending is then presented. A
brief discussion of the attending tape and behavior count charting is held

before the workshop is once again divided into micro—groups. (Partici-

pants remain in the same micro-group throughout the workshop period).

153,
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Specific component parts of attending are then practiced in dyads in the
micro-groups. lr\dividual“ﬂdeotApes are then made b suQJec'ts demon-
strating each of the specific component parts of atte_nd Nng. The individual
tapes are recorded during a micro—group discussion in whicH subjects
roleplay upper elementary school children, One member acts as teacher
in demonstrating the component attending skills while conducting a simu=
‘ 5
lated classr-oom‘dtscussion. The discussion topics are selected by the
group and are chosen as to their appropriateness in the upper elementary
milieu, .
<1t

Each of the individual videotapes are then played and critiqued by
the individual, trainer and the micro-group using the behavioral rating
charts. Successful videotape demonstration is expect@¥ by each subject,
those who experience difficulty in dem?rjstr‘ating the behaviors or who
request additional work make a second or‘third tape until each of the
attendiné behaviors are acquired., This procedure of\demonstrat‘mg the

required behaviors is followed for each of the listening skill areas.

The focus segment begins with a brief lecture, reading of the

focus handout, videotape lecture and modeling demo@ﬁrat@ tape. The ';%*.
0"‘ %{\ " R‘
%
micro—-groups at this point are fAmiliar with the concgpt of’"'g n‘\tc r*@ o
. ﬁ:,‘,
training situation and utilize time more eFF1c1ent’4y : Thé pr‘ogf;ar?\ es i ';:;:"I",‘ _fi
highly structured, catling for a higher- ieve'l of’ COOpQJ‘ﬁthO wu’.hjn the | & > w
- ) ‘ a . ’ :. w"@ e i
micro—group in order to meet time commltm}nts ar‘w adequate leve1s cf L
s v
S
skill acquisition by each subject. =

- J . - .
Y P .

* ‘.1 ! - .
It should be noted that although the prog#m is a structured
RS

¢
5 4

Yol
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systematic approach to acquisition and demonstration of specific dis~
crete skills, it also involves highly personal individual and group L&wter-
action with the trainer, The importance of relationship skills on the
part of the trainer or supervisor is stressed throughout the microcoun=
seling literature, "A friendly, warm and genuine attitude on the part of
"
the individual supervising a microtraining session is essential. QAost
important, ther supervisor in a micrucounseling training session must
model the skills he: is teaching" (Ivey, et al,, 1974, p. 7).

In previous workshops it was found that many of the trainees had
not pr‘eviousl@ed VTR and had limited experience \n group process :smd
organization., Therefore, 1t is important that the trainer take an active
role in allaying "camera anxiety' and facilitating a warm, Gnthreaten'ing
atmosphere in each .of the groups. Basically, the format is structured
and behawigral in approach, however, it has been found thatothe trainer's
skill modeling, enthusiasm and rapport with subjects is a critical part
of the workshop's effective functioning.

Dyad roleplaying in practicing the component parts of focus is & -
followed by individual videotaping by each subject, These individual

S if A ‘ C
videotapes are then viewed by the trainer and the individual while the )
micro—group scores the behavioral rating chart during the viewing., At
2
times the videotape may be stopped and replayed to point out a particu-
larly effective or ineffective behavior which has been noted by the micro-
group or individual whose tape is being viewed. However, it has been

found that poihting out strengths in the individual VTR's is more effective
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than pointing out skills which need improvement. Subjects will ini'tiate\
discussion on personal skills needing work when the miélo—group atmos—
phere 1s positive and nonthreatening.

As with all the basic listening skill segments, it is required that
all subjects of each group successfully demonstrate on videotape each
of Ehe specific comnponent behaviors of focus. Those who experience

~
difficulty in skill demonstration or request additional taping time may
make a SeCOﬂ(; or third tape with the help of other group members, A
brief dichssion of the component skills ‘of focus and the noting oﬁparti—l
cularly effective demonstration tapes ends the segment.

The fourth part of the workshop, and last of.,tﬁe specific listeng
behaviors, is paraphrasing. A brief introduction to paraphrasing, read-
ing of the paraphrasing handout, viewing of the videotape lecture and
modeling videotape is presented. Paraphrasing is then practiced in
dyads. L pon the completion of the "stag'e learning'" (Appendix A) proce=—
dur*e.of paraphrasing, the group meets with. the trainer. The trainer
then .roleplays an elementary school student and randomly calls upon
subjects to paraphrase his statements. Individual videcotapes are then
made by each subject acting as teacher while group members roleplay
upper elementary students participating in a group discussion. The in—
dividual videotapes are then replayed and discussed by the subject and

the trainer with the group using the behavior rating charts. Paraphras-

ing is considered the highe level skill presented in the workshop. Some

’,
-

-ubjects may wish to make additional tapes in order to successfully



demonstrate effective paraphrasing. ¥
The summary portion of the workshop begins with a brief review
of the three basic listening skills; attending, focus and paraphrasing.

Each subject then is videotaped conducting a small micro—-group discus-

. [
sion with new topics provided by th . After viewing and discus-

sion of the last individua], tape, the “views a final videc(>taped dis-
cussion with the professional and élementary student models. Th”e
videotape consists of the trainer modéling the listening skills involved
in the workshop inr eliciting candid reactions about'actual classroom

~ommunications from the elementary students who had appeared in the

modeling tapes prepared for the workshop. The workshop is concluded

" "

with a brief re—emphasis on the "do'", "use'", "teach'" concept (Ivey,1971).
Participants are reminded now that they have learned the skills, it is
important that they be used on a regular basis and it is recommended

that they teach the basic listening skills to their students,

Workshop Design and Materials

Number of participants. This workshop was designed for use with

~groups of from 15 - 20 people. Groups larger than this generally reqguire

an additional trainer. Micro—groups usually consist of S = 7 trainees.
Equipment. One videotape recording (including pltay—back) unit

is needed for each micro—-group. [t is recommended that where possible,

a VTR with stop action, forward, rewind and fast forward be used. The

cassette models (3/4") are not as easy to work with as the reel to reel

type (1/2") machine. Also if possible, one back-up unit should be

157,



available. Two 60-minute tapes are reguired for éach VTR unit, A .
<

blackboard is needed for lecture and direction for each skill segment'.

Each participant should hale a copy of the workshop handbook .

- .-

- The handbook contains introductory rpa-ter‘ial, séhedule, micro~group
roles and responsibilities, handouts E&_ each skill segment and commun-
ication'behavior charts for use in viewing iqdividual VTRs, The lecture
and demonstration videotapé ciesigned for this workshop ar\d.entitled
"Microtraining - Basic listening skills for classroom teachers" is also
neaded. - .

The workshop lectures and demonstration tapes and brief‘ discus-
sions are presented in a room large enough ;o accommuodate the entire
group. Micro—groups meet in partitiorted areas in that room or in sep-—
arate rooms nearby where the practice in dyads and individual VTRs is
conducted, O

It is recommended that the workshop be presented in four sessions,

4
ideally one session each week for four weeks, The one week delay between

sessions allows participants time for processing the skills and experi-.
> -

menting with them in the field.

Workshop F’répa'mation and Pr‘ocedua. .
T
1., A‘r*r‘ange for equipment well in advance., Insure that VTRs have
been pr*e—checkfid by A.V. technicians prior to piek up. Instruct VTR per—
son in each micro-group to use the same VTR unit for each session,
-

Although VTR units are of similar make and de;ign, they may record and ,

play differently. This can cause problems, particularly when viewing

158.
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tapes of a previous session., When possible, it is also advisable to have .

a complete VTR unit available in case of matfunction of a major VTR
component. Extra audio and video connector cords, extension cords and
microphones are also recommended,

2. Arrange for one person in each group to be trained in the set -
up and operation of the VTR playback system used in the workshop, If
this tﬁaining is not possible prior to the first session, it is r:ecommended
that a person familiar with VTR pr&ide the "VTR pérson' in each group
with instruction.

«+ 3. Read the appropriate sections of the participants handbook
prior to each session. Bring extra handbooks to each meeting.

4. Work closely with the "Director" in each group to insure that
the schedule is followed. This is especially important during sessions
one and two, generally by the end of the second session the micro-groups
will be functioning smoothly, .

5. Remember thaf this is a "doing" workshop, that is, it is most
important for the trainees to practice the skills and demonstrate them in
individual videotapes: Therefore, discussions should be brief and direc—
tions clear and concise., Individual questions and comments as we(ll as .
clarification of the directions for a given segmentAcan be dealt with as

YOu visit each micro-group. Once you are satisfied that each of the micro-

groups understand the VTR taping approach, leave them alone,

6. Arrive at least 30 minutes prior to the start of the workshop,

Check the rooms and equip*ept'ﬂecessary for each micro-group and
, .



become familiar with the facilities in the building (ie. coffee, restrooms).
Start the session exactly on the time agreed upon. v

The workshop schedul‘e which is provided should be used in con-
junction with the participants handbook, Each of the steps parallel
those thch have been provided to the trainees.

The format might seem somewhat structured, however, there is
a good deal of material to be presented and this approach has been suc-
cessful in the past. Maodifications which provide for more efficacious
wor‘kshoé Fur;u‘ctioning are welcomed.,

When the workshop begins, it is you who will determine its direc=-

tion and impact on the participants. It is therefore important that you

feel cowcfortable with the rationale and procedures of what is now. your

. «
.

¥

[d -~
workshop. The trainers handbook provides you with the information
™~ )

necessary for a successful workshop, however, the results will be

greatly influenced by your ideas, energy and enthusiasm,

160.
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Format for each Skill Segment

Brief introduction. Read appropriate handout.
Videotape lecture, "

Discussion.

Videotaped models of each specific skill, . .

.-
* N
-

Brief discussion.

Dyadic~roleplaying observation by trainer,

Individual VTR of specific skills.

Critique and discussion of each skill, Use of Communication
Behavior Chart,

Re—-cycle - if necessary,

’

Group discussion — behavioral rating charts,
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Title

-,
~

VTR Pickup.
Welcome
- Introduction of self.

- Class expectations.

- Purpose of Workshop.

- Assignment to Micro-

TRAINER WORKSHOP SCHEDULE

v .

Session One

Trainer Materials

Time
Required

Arrive early, . ‘ VTR
Meet new trainees and assist in set—up of VTR,
Brief who you are and why you are here statement. Notes

Conduct discussion, . Blackboard
Write expectations on blackboard.

Briefly mention purpose, stress importance °Notes
of sticking to schedule, having fun is important, m
(Do net discuss skills.) ~

Count off according to number of trainees (5-7) in

1

30 minutes m

5 minutes

5 rrinutes

5 minutes

5 minutes

Groups each group. Insure group selects leader.
- Individual VTR Direction Trainees to make 3-minute individual tape. Topics 10 minutes
. Briefly describe roles. Handout. Topics. Handout ‘.
Direct micro—groups to assigned rooms. Blackboard %
Introduction to VTR, . Circulate through micro—groups to answer : VTR 15 333Cmm,m
questions on task (3-minute tape) and VTR. 1 tape for each
micro<group
VTR Individuat . Circulate through micro-groups. Be Do.ww9<m VTR 35 minlites
(3-minute for in comments. Answer questions. Check out 1 tape for each -
micro-group mermier) camera angle and microphone placement, micro-group

Once micro—group is functioning, don't interupt.
(Save these tapes).
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Step Title

5. Introduction to Ivey's -
Microtraining Paradigm.

6. Effective attending.

7. Effective attending.

8. - Feedback and discussion.

/l\
Time

Trainer Materials Required

Pass out "handbooks'". Class reads pgs. 1-5. Handbooks 25 minutes
Ask for questions. Play "Introduction" of L_ecture/modeling
lecture/madeling tape. (If lecture/modeling tape

tape is set prior to each sessjon = no class time (Introduction)

will be lost - try to find the start of each segment.)

Class reads attending behavior handout, pgs. Handbooks 15 minutes
13-16 in "Handbook". Brief lecture, questions.

Play "attendindg'lecture tape. Lecture/modeling
Questions, discussion. Play "attending" tape 20 minutes
modeling tape. Questions, discussion. (Attending)

Be positive, Discussion of events of the session — 10 minutes

announce meeting time and place, plans and schedule
for next meeting. Conclude by asking group to try

‘skills in the field and report on use at session two.

~N
\

.o,
B
M
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Step Title

1.

5.

Welcome.

Behavior Count

Charting.

Discussion.

Dyad Roleplay.

Videotaping Session.

TRAINER WORKSHOP SCHEDULE

Session Two
‘ -
Trainer : Materials
D —— »

Time
Required

L

Arrive early. (Check on VTRSs). wn.’m
Welcome remarks., Check on use of attending Hardbook
skills. Trainees read pages 6-12. Questions,

discussion brief., Be positive.

Trainees read page 25. Communications Blackboard
behavior chart. Explain purpose of chart and

importance of its use during each VTR viewing.

Use blackboard to illustrate.

Review attending skills. Write skills on Blackboard
blackboard. Explain practice in dyads.

During 3-minute tape, indicate that at least

3 instances of each skill must appear(ie. 3 verbal

follows). Indicate that it's OK if defMonstrations

of behavior seems unnatural, urge group to try

them anyway. Have fun acting on TV. Group

breaks up into micro-groups for dyad roleplay.

Circulate through groups - visit each dyad - Chairs
demonstrate attending skills to micro-group if

necessary. Allot equal time to each group.

Positive comments.

Circulate through micro—group. Insure that VTR
schedule is followed =~ don't interupt taping. Blackboard
View and comment on 2 or 3 individual VTRs in

each micro—group. Stress importance of Behavior

Chart in feedback, Positive comments,

15 minutes

»

dm.ﬂwax)nmm
RIS

"W,

15 minutes

30 minutes

45 minutes

4

>
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Step Title
6. Focus,.
7. Focus

Lecture/modeling tape.,

Dyad Roleplay (Focus).

Feedback and Evaluation.

. . Time
Trainer Materials Required
Brief lecture - focus. Group reads pgs., ¢ Handbook 15 minutes
16-20 (Focus Handout) in Handbook. Brief
question and answer period.

Play "Focus" lecture tape. Brief discussion. VTR 25 minutes
Play modeling tape. Brief discussion. Explain Blackboard

and list on blackboard = component skills of focus .

and times spent on each skill for dyad and VTR, Workshop

Groups break into micro—-groups. , tape

Circulate through micro-groups - visit each dyad. Chairs 40 minutes
Demonstrate skilis - allot time equally between

micro—groups.

Brief discussion of events of the session.

Annpounce meeting time and place, plans and schedule
for next meeting. Conclude by asking group to try
skills of focusing in the field and report on use in
session three,
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mnmm Title

Welcome.

Videotape Session -

Focus

Paraphrasing intro,

Paraphrasing -
lecture/modeling tape.

Dyad Roleplaying =

~—_/

TRAINER WORKSHOR)SCHEDULE

Session Three

Time
Trainer Materials Required
Arrive early. «Check on VTRs - ask 2 or 3 Extras 15 minutes
people to report on use of skills. Briefly re- Handbook .
view Focus — Explain VTR session. Trainees
to derhonstrate 3 instances of each skill - put
on blackboard. Break into micro—groups. Iy
( i
Visit mwor 35WO|@10CU to answer questions, VTR tape’ 60 mihutes
Micro-groupb should be functioning smoothly . .
Relax — be available for trainees in a convenient
place. After VTR work, view 2 or 3 individual
VTRs in each group — positive comments on effective k)
use of skills. Be sure to select VTRs of trainees
- not viewed in session one.

7
Have group read paraphrasing handout, pgs. Handbook 15 minutes
20-24 in Handbook. Brief discussion and answer
period. .
Play "Paraphrasing' lecture tape. Brief dis— VTR 15 minutes
cussion. Play "Paraphrasing'" modeling tape. Workshop
Brief discussion. Explain "stage' approach and tape
dyad roleplaying. Move into micro-groups. >
Circulate through micro—groups. After each Chairs '35 minutes

group has completed the 3 stages in paraphrasing,

form a circle in each group. Make a 2 or 3 sentence
statement and point to trainee who then paraphrases

the statement. This exercise works and trainees enjoy it.
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. Time
Step Title Trainer Materials Required
6. Feedback & Ewvaluation. Brief review, feedback. Announce meeting 10 minutes

time for session four. Stress importance of
using skills in the field and indicate you would
like reports in session four.
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B XY

A B N
e
LAY ,.Qvlo.
ST 4
o oy - .

..1 .,
Videotaping Session -
Um_‘.wclw.mmg@ .

Discussion —
Final videotape
presentation,

Videotaping Session -
Final Tape.

Final Discussing and
Micro—graoup viewing.

Conclusion,

TRAINER WORKSHOP SCHEDULE

Session Four

Time
Trainer Materials Reguired
Arrive early. Ask 2 or 3 people to report on Blackboard 15 minutes

use of skills., Briefly review paraphrasing .
Use blackboard to indicate what is required of
trainees in individual paraphrasing tapes.
Break into micro—groups for taping.

Visit each group. View and comment on the VTR tape
tapes of individuals whom you have not <<O1_AWQ

with before — be positive. Point out effective

use of paraphrase. Apportion time effectively.

Handout topics used in 1st tape. Discuss "final" VTR tape
taping, indicate to roleplaying students and

teachers that this tape should be as "real life'" as

possible. Insure that the VTR person checks VTR
functioning before and after each tape and that the

individual tapes are coded arnd Z:Tmm for 3 minutes,

[t is not necessary to visit micro=groups during VTR tape
taping of the final video - but be available,

Visit each micro-group. Apportion time - view VTR tape
and comment on tapes of 1 or 2 trainees in each
group. Be positive. (Save these tapes).

Collect tapes. Play group discussion segment of VTR

45 minutes

15 minutes

45 minutes

45 minutes

15 minutes

workshop tape. Brief discussion. "Kids do Workshop tape

LA

recognize when a teacher listens." Indicate to (final segment)

trainees that pre and postiest tapes are available
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Step Titte

Time _

Trainer Materials DmQCT,'
—ewmner . o

for those who would like to view them. Briefly

discuss follow—up program 3m<ml© trainees do similar

tapes in 1 or 2 months time - record names of those . .
interested. ~Close with personal feelings and comments

on workshop and importandge of using the skills and n .
teaching them o their students,
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Appendix D

Table |
Analysis of Variance Summary Table for Eye Contact -
differences between groups, entry level and interaction effect

4

) Sum of Mean F
Source . Sauares  DF’  Squares Ratio  Probability
Groups 14,49 1 14,49 1.07 0.30178
Entry Level 42.43 1 42.43 3.14 0.08503
Interaction 14.49 1 14.19 1.07 0.30718
Errors 458.38 34 13.48
Table II

Cell Sums and Means for Variable 1 = Eye Contact -
for group membership and level of entry skill ¥y
»

(Groups) (Entry Level) . 4 '#."‘;," e

Level A Level B Sum Mean® ¥ N

Post 1 ' K High 1 12.000 1.000 12

RQelay 2 High 1 5.000 1.000 5

Post 1 Low 2 77 .000 4.813_. 16

Delay 2 Low 2 _ 10.000 * 2.000 . 5
Table I1I

Analysis of Variance Summary Table for Closed Questions -
differences between groups, entry level and interaction effect

5 Surti, of Mean i )
PSourcam ST qda‘ﬁe; - DF iqp'fa‘r‘es Ratio 'r-obability
Groups T T §.52 1 2.52 0.25 0.62023
Entry Level 0.27 1 0.27 0.02 0.86983
Interaction ' 2.33 1 2,33 0.23 '0.63354
Errors 343,12 34 10.09 .

| §
~  Table IV

Cell Sums and Megns for Variable 2 - Closed Questions -
for group membership and lﬁ’ entry skill

L]

(Groups) (Entry Level) N

Level A Level B Sum = Mean N

Post 1 High 1 N 58.000  4.833 12

Delay 2 High 1 ,- 7 34.000  4.857 7

Post 1 Low\2 —" 71.000 4.438 16

Delay 2 Léw2 ' 17.000 _ 5.667 ‘;3*;'*. Lo v

¢ - “
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Table V e
Analysis of Variance Summary Table for Posture =
®» differences between groups, entry level and interaction effect

, Sum of Mean F
Source, Squares OF Sqguares Ratio Probabilitye
Groups 6.37. 1 6.37 1.82 0.18576
Entry. Level 2.07 1 2.07 0.59 0.44653
Interaction '5.55 1 5.55 1.59 0.21580
Errors 118.83 34 3.49
1, - Table VI
Cell gums and Means for VVariable 3 - Posture
for group membership and level of antry skill
(Groups) (Entry Level)
_evel A Level B Sum Mean N
Post 1 Low 1 * )71 . 000 5.4682 13
Delay 2 | Low 1 27.000 5.400 5
Post 1 High 2 ) ‘87 .000 5.800 15
Delay 2 High 2 o 20.000 4,000 5
'3
Table VII

"t" Test - differences between megns of independent szamples

Means Std, Deviation Probabilities
Var. Grp.1&2 3 Grp.1&2 , 3 DF T ¥"1-Tail 2-Tail
Pre-test 0.1429 0.1000 0.3563 0.3162 36.0 0.3355 0.36S60 0,73921
Posttest 1.7500 0.7000 1.9365 0.9487 36.0 1.,6354 0.05534 0.11069

r

Table VIII
F-Test - Homogeneity of Varlance

Variable Grp.1&2 3 DF1 DF2 F Ratio Probability
Pre-test 1 0.127 0.100 27 9 1.26984  0.74011 ‘
Posttest 2 3.750 0.900 27 9 4,16667 0.03012 b
Table IX
Welch 't" Test - adjusted for unequal variance for differences between -
- pre and posttest scores
Variable Ady. DF ‘r;l Prob. (2 Tail) » .
" Pre-test 1 19.56 0.3555 K 0.72604 ‘
Posttest 2 35,01 __2.,2189 Qw03307 £

J
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Table X
Analysis cf Variance Summary Table for Vercal Following and Minimal
Verbal Enccuragers - differences between groups, entry level and
interacticn effect

-
Sum of Mea}f[_ . F

Scurce Scuares . DF Scuares Ratio Prcoability
Greougs 10.43 1 10.43 1.78 0.19423
Entry Level 1.38 1 1.38 0.26 @0.60970
Interaction 8.85 1 8.85 1,48 0,23098 3
Errors 202,44 34 5,95

' Tacle XI

Cell Sums ard Means for Variacle 3 - VVernal Follewing and Mini~al
Verval Enccuragers - fcr group membership and level cf entry skill

(Groues) (Entry Level)
Level A Level 2 Sum Mean N
Pcst 1 - Low 1 48,000 3.429 14
Delay 2 Low 1 £0.000 3.333 &
Post + v High 2 « 57 .000 4.C71 14
Ceiay 2 High 2 7.700 1.750 4
. , [
) Table X1

Aralysis of Varighdce Summary Table for Ccer-erdad Questicrs -

ciTarencesgLetmeen sreups, entry level and interacticn effec:

o“ /// .
g Sum of Mean F

%‘/ Scuares  DF Scuares  Ratio Prcbacility

rCUDS 7.22 1 7.€2 2.47%. 0.12518
Entry Level 0.€0 1 0.60 0.19 0.2€027
Interacticn 4,81 1 <4.81 1.6 0.219G6
Ernrcrs 104,91 34 3.08

Table XIII :

Cell Surrs and Means for Variacle 6 ~ Open-ended Questicns =
for group membership and level of entry skill

N

(Groups) (Entry Level) /7
Level A ‘ Level B Sum Mean N
Post 1 Low 1 36.000 1.800 20
-Delay 2 Low 1 11,000 1,571 Y 7
Post 1 High 2 i 24,000 3.000 8
M Delay 2 /High 2 3.000 1,000 3

e
1
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Table X1V
Analysis of Vartance Sum le - Paraphrasing - ‘
differences between groups, ent>Y level and interaction effect
. L 2
'Sum of ~ Mean F
Source Squarga DF Squares Ratic Probability
Groups 8.10 1 8.10 2. 21 0.14600
Entry Level 3.15 * 3.15 0.86 0.35960
Interaction 0.009 0.009 0.002 0.96047
Errors 124,48 34 3.66 2

: » Table XV
Cell Sums and Means for Variable 7 — Paraphrasing -
for group membership and level of entry skilt

’

(Groups) (Entry Level)

Level A Level B Sum Mean N

Post 1 " Low 1 79.000 3.591 22

Delay 2 . Low 1 10.000 2.500 4

Post t High 2 26000 4,333 8

Delay 2 High 2 ‘ 19.000 3.167 &

.. . . »
' .

“ Table XVI -

Anafysxs Qfmmance Sumr;ar-y Table for Teacher Talk Time -

dlfferences‘gﬁtween groups, entry level and inte ion effect
[

S of Dp‘; Krean , F _ o .

Source s Squares . Squares Ratio Probability 1
Groups N . 187.53 4 1 ~. 187.53 0.22 0.63699 Lt
Entry Level 1505.87 L "1 505.8%1 .82 Oy 18§15 . .
Interaction 260.46 1 260.46 ,0.31 ¥ o}s?aas - e
Errors 28121 ,00 34 827.08 , , :
: - ¥

‘ Table XVII ¢ \

Cell Sums and Means for Vartable 8 -~ Teacher Talk Time - .’
for-grmpkmgmbershtp and level of entry skill ; ®

(Groupsy (Entry Level) . _
Level A Level B Sum Mean
Post 1 . Low 1 7 OOO 50,583 12
Delay 2 Low 1 300,000 51.500 6
Post 1 High 2 1139.000 71.188 16

Delay 2 ___High 2 " 240.000 60.000 4
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Appendix E

7 Behavioral Rating

Tape #

mmmén #

Topic

Chart for Indivigual Videotapes

TOTAL

-Negative_ acts

Nd

do

2.

Positive acts

eye movement

B 3y Wi
closed questions v..w *>

.4.pnm~

A.

2.

Teacher Talk Time (in seconds)

posture

gesticulation .
non—verbal minimal encouragers

verbal following  weq

verbal minimal encouragers®

open-ended queéestions

paraphrasing

Total 4 ‘
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Appendix, F . . \
N D :
Discussion Topics j me Posttest VTR's .  H
Strikes - good or bad? ' ' R
Should Cénada Feed the World? ;
. e .
Olympics ¥ Should they Continue? ’
Voting - Should People Vote? S 2
L}
) IR
Bilingualism .
. . ’ 4 . R
Immigratioh = Should Canada Allow Everyone to Come? =
I .
. . -
Hunting - Should it be B*ned? . )
Space Devélopment or Food - Which is Most Important? : h . @.?‘
: » . .
s .
Can Wars be Eliminated?
Oil Exploration or Untouched Bush§ Whtch is more Important°
n T.V. - What is Good about [t?
Should Canada Support the U .S. in Irfernational Politics?
- /
Should Females be Encour‘aged into Male Dommated Qccupavions?
(plumbers, politics, mechanics) Q

i S
Should Males be Encouraged into Female Domina Occupations?
*  (secretary, nurse) '

P Y -
‘&

q Subjects provided with these topics for use in pre and posttest video—

. 2 .
taping. These topics were not used by subjects in the demonstration '
sessions of the workshop (treatment). . - ‘



