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. " The author .dedcribes an instructiopal film progran

"+ for cuunselors-in-training that eamploys a teaching strategy based on
' the principle’ of counselor therapist deveiopmental-tasks. The tasks

* .are specific enough for the majority of students to‘grasp the concept

or learn the skills, yet .are not so finite as to be of dubious

relevance to the complex dynamic behavior 6f coupselor or tBRrapist
~as a‘positive influence im human interaction. The general teaching -
- strategy %o implement the tasks has evolved ‘as a sequential
progression of dessons beginning wvith a didactic pi.sentation of-
concepts, gollowed by simulation exercises, interpersona}~affective

stress, video
feedback from

.dealing with the complex

people are in

. skills.to conm

(Author/RWP)

and phgsiological feedback, study of self in-actipn,
clients and,‘ finally, understanding ¢f and skill at
ilateral ‘impacts.which occur when two

relations

« . v - .. ) . “

.. © . . i

a
]

p with.each other;-in general,. from specific
plex interdction, and from lowv to high anxiety tasks.
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> The research which led te the development of the Intéetperaonal
. . - " . . o .
N ¥ : . 1 . - * .
. -Process Recall (IPR) methods addressed itself to the fundamental

-

question--Can we improve the ways in' which p-eopl:! relate to eath other?

PR .

Can reliable methods be developed to teach ﬁeb‘ple to 1ive with each

"
other without ‘inflict_i,ng ;:u_ain_- or -.ie,:strg.ction or; -ewacr:h other? Can we -
;- . improve the mental health of our sociétgr? )
» : . ‘ B Y L . ' ‘
o IEI 1962 my colleagues and T observed that a}:imufa:tgd' recall .
'(Bloo:: ,19515)‘ by.meaqs- of videotape and i.:sistéd by 3 gefson serving ,
as "inquirer:' -could enable people to underx;tand,:theusel'ves: b.etter,.
5 : ® o rec;)én;zé théir-mpacft on others, to reél;ze th'p; impact of ot;ht;.rsv , o~
on »theti',' and,';:ould al.lmf people an unusual"oppottun?ty' to' tr/‘ out Y s .
. new interé;rsonal 1;:odé8 of ;‘eléting and responding.‘ _"“’ L ' %
‘ VOur initi.?l obser--ations about sthmilatéc} r.ec‘all_using vidgo- =
N - tape were serendipitous_. In 1961 Michigan State i};1ve‘r,sity was om‘e
. ‘:2 of a .few instit:xtions- to have .ptofes§io 1’v1de'otape équipn;ent*reqc‘uly ,.\
. : ' accessilble to facplty, Visitiﬁg 1ectu.r;$ wgre vid‘eotaped tq pre'sefvel J *
. ' ’: g c the 'lecturé».a..f'or future playback. Ciirio;xs abcln;t the new proceés . ’
BZ o s‘ev;eral"of_tt;e‘.viéitors asked to review the playback i:_médiutely afts;'ghey - ' L,:
: ‘. . . » .« - \ : :
' oW : t . v o
Q - This paper .is an updated and .expanded versien, of an earlier report
g 1973, S
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‘of horrible_things'if 1 'goofed’ ‘P That I'm maybe not\as good 'as

Ve

Y

Y

i attention frqm his prepared address. Perhaps moresstsrtling was

~ Tae

left the studio. I vas amazed at the extent to Hhich the videotape * .
P . : p - P
stimulated detailed recall of the experience. Lecturers reported

~

having forgotten passages in their prepared script and momentarily
panicking, thinking all sorts of fjighrening thoughts, yet, the only

unusual behavior on the videotape at the time wvas a very slight hesitation
. * . . . ’ . .

aboﬁt activitv in the control room at a apeéifié'momen and time; yet,

- -

to the easual'observer, ‘the 1nterviewer seemed never Qo have takjr his

-4
.the self-confrontatign potential of the immediate playback. Guest
lecturers made such commentd as, "1 really seemed to look down at mw
audience--I look haughty--hut really I was feeling a bit defensive,

or “lbgertainly behave like a stuffed shirt, don't I?" or "I may B
not look it, but I vas %righéened.to death--fantasizing alllsorts

£
-~

~

my reputation and if I 'goof' the whole world will know it." ™ Because
. PEES . . : .

! ! P . [ ) . ‘
these emineut people were, in fact, not research subjects or super-

t

vigsees, probing or interpreting was kepk’to a minimum agd.only“resgectfuf«

injuiries were made.o% the guests. Undei ese conditions (immediate )

videotape playback and probes, rather than'interpretations), the -
guests often said things about themselves which were tritical and
which’ others said about them only behind their backs. o

<. Our*\first use of ‘the media was an attempt to develop a test of

situatidﬁzl empathy or affective sensitivity (Campbell, Kagan & Krathwohl,

,between sentences, At other times lecturers recalled ing_been concerned

- 1971; Danish & Kagan, 1971; Greenberg, Kagan & Bowes, 1969). We.videotaped

.}

- - .
2 : . - :
e . : ‘
- -

* David R. Xrathwohl and JWilliam H. Farquhar vere co—researchers with
. me during the first' fours of IPR. ©t

.
.

. P PM
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counseling and therapy sessions in an attem;} "\to gatner brief epi%odes(\ Vs
S

which could, then be played to groﬁps of subjgcts. We' decided to construct’ -
B o multiple-choide {tems to determine a aubject s ability to identify th
thoughts and feelings of the client. In order to create useful multiple— h

choice items a procedure was, devised wivxreby thé" videokaped participants

o

themselvcs would help in the process of generating 4tems. Imedistyy

. _'after each counseling or therapy segsion, the two participants vere

-~

. , " ‘seated 1n separate rooms to review separa_t_ely the videotape of their
- session.- Each par’ticipant was joined by a member of the research team. 1
A remote control stop-start switch was ‘wired into each room so that
. .4

. the tape replay could be instantly- stopped by any of the p“ii cipanta. Y -

' ,  The role of the team member vas very carefully defined, We were to _ Yol
- assist the client or therapist to. relive -and tallf about the sess'ion *

. . u A _with special anphasis on t:ov:;t prpcesses. Inwrder 'no_t ‘to; distort ° ’ L

rJ
.

-

the "dsta" we had to avoid interpretations and judgments; nonetheless,

| v
we had to encourage, facilitate and probe. Our task was that of clinical’
~ ¢ .
*interrogator or, "inquirer "(a term we nov: pre‘f’er),. “We "'found what' 1f

-

. ,the inqufrer also assumed the same "respectful" set: that T had used

with our distinguished' viditors that rtzhe recall was {ntensifted.

' So0'we did not start with'a theor)pb it rather with a set of constrain‘ts

"

based on experiencg and the dicrates of social survey reseérch Irtll ..
. ' fairness to my colleagues and 'lne, we had been searching for nev met

I T .

in human interaction and 8o were Ln an excellent position to recognize/\

ds . 7

innnediately the potential of the’ accidental disc\overy.

.
- ‘ . . T
’ .
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_The ta" which emerged from on?‘igi;iél experience, that {s, . .

the statements made by the participants, waa,fantaatic. The amount £

-

of rapid‘acceleration.of participant awareneaa, owning up .to feelijgs,
.’ : - °
cself—analyhis and critique, insights and motivation to improve,'suggestéd -

*
[ ]

immediately that the ptoceas of stimulated recaIl using videotape

tdgether with the unorthodox supervisor-as-regpectful-inquirer role

" u- '3 . . . .
was a powerfulvnew educational and research too}. .
. . ) ’
,( oo " The appprent potency of the technique led us to a»eeries of research

. - . a

studies in several areas. Studies ‘of non-verbal .behavior were under—
taken as. well as studies of‘leqrning Mstyle™ and teacher*atudent)inter-

"action (Kagan; Kraquohl et al, 1967) An affective senstttvity scale -

was ultimarely developed which proved uaetggfior a variety of practical \

and research purposes (Canpbell’/’,gan & Krathwohl 1971; Danish &

P ’
. Kagan, 1971 Greenberg, Fagan & Bowes, 1969) . By videotaping coun—
selihg and therapy aessions "and coniucting tecall sessions uith clients

. .

-,or therapxsta or both, neﬂ understandings of - the nature of the helping- -

s . -

telationship emerged. Because subjects seemed motivated and able to [

-,

analyze and critique their own behavior,.the media seemed to have
R4 ”{ T
potentzal fpr aCcelerating client progress in therapy‘a?d 80 & seriee
;/)‘ _..' of studxes were implemented to develop this potentials .0

- -

The method has been used as a means for uncovering the gct covert '

!

processea used by outstanaing medical diagnostieians as they examine and "

.

' diagnose patients who Nave complex symptone "(Elstein et al 1972) By -

.

' b3
videotaping outstanding diagnosticiana and then conducting a recall

. . -

sesaion with them of thbir examination, some fascinating data has emerged, .

.r\



Prohably.the most important is that the actual covert processes which

.outstanding-physiciens go through is very different frod-theiproceésés
’ . . Lo

- described in mosf medical textbooks jand, indeed is very different from

vhat the medical kxpert himself describesbwhen he attempts to toach

~
-

others about medical diagnosis. . ? ' f . e
. \ Interpersoual Eyocess Recall (IPR) is tho term we coined f r the
. basic process of reviewiug a videotape with a person trained in the . o
-;“ ?;ecall technique. . ) | g " . ) . o

. . , . K » -
. »

[N . e
‘ The area of investigation.uhich received greatest emphasis was

4 <
- ', . . N

. that of counselor educatior. We reasoned that 1f we would videotape.,
h f . . L \“ ) " ) ) © * . .
L ~ .a neophyte counselor interviewihg a clikat, have-the counselor leav

.
Ve .

the room and conduct -a stimulated recall session with the client,

N s

.. L‘, ‘ \hat ‘'we would then have a very instructive record of the cIien' s' =
'reactions to the counselér and in tha client 8 own voice. ¢We could ” ;i
. ! »
- then give the counselor a tape recording of the client 8 minute-by- o’

.
a

.\ minute reactions .during the counseling session. We believed that this o

would be’a gery potent learning_situatidh for the counselor..~He could
learn not from hisvsupervisor's hypotheses, interpretatidng or admopitions, *
AN \ . ‘ . . e

.¢but rather from feedback from the cifent himself. ,,3 .

Y

We were wrong (Kagan, Krathwohl et al 967 Ward 1972) For

. all ita apparent promise, our first two years of controlled studies fo)ted

' .
a

us to the, conclusion that this format (client-stimulated recall for counselor

[}

o training) was not a significant impro#ement over traditional methods of

teaching counselors and mental health workers. In fact, éhbsequent research.
N .
fafled to support the vaLue of the method or any one ¥ariation in individual

or in small group applications (Gustafson, 1969; Hurley, 1967)
. .. D E .
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 of concepts. then to simulation exercises to interpersonal affective

. ’ . .
Developmental Tasgé ? ‘ N LI ‘ t o 8 .o
Four. years ot controlled studies led us to uhat sh?uld have. been

IR

obvious from the start--therapeutic behavior is, tdb complex to he.learned

L -

Dy most studentg through~any single type of supervisory experienre._ This
possibiliti ILd to the foruulation of a tea%hing strategy based on

the principle of cuunselor or therapist developmental tasks. lh tasks; t'

]

were designed—so that they were upecific enough that :he najofity of CL7

~J
students could be expected to prasp the concep. or learn the skills, yet
\ . t

. hot be 80 Sinite as to be of dubious.relevance to the conplex dynamic

behavior of counselor or. therapist aa positive influence.in human

’

interaction. ‘ ‘ . e . R

The generag teaching strategy to implement the tasks has cvolved
- = LA . . T

as a sequential progression of'lessoni beginning with a didactic presentation

- 3
N

stress. to video and physiological feedﬂack. to study of self in-action. '

to feedback from clients +and finally. to understanding of and skill

. a; dealing bith the complex bikateral impacts which occur when two peopfb

are in rel&tio"ﬂhip w1th"each other; if general from:specific skills to

fcomplex interaction ‘and from low to high anxiety tasks. N ;

L4 1

No assunption is made about the student’ s knowledge of personality'

'theory or about»hig‘previous_experience. .The method 1is being used. ¢

eitensively in medical 'schools. (Jakon et al, 1971) and with such)diverae

groups as psychiatric resigents and. pararprofessional high school students. )

, Although statistically significant differences between this so-called IPR'

model and traditional supervisory or pre-practicum medels. have been obtained

in as few as eight to ten hours (Goldberg. 1967; _ Spivack, 1972). ‘most \

v

1

. ) , .
. : . - : . .
- ' ';xh
) * L e . : . o
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people uho,haap‘conducted programs'find that 30 to 50 hours of total

assumes thﬁt a psychologically aophisticaie@ supérvispf.is present

or at 'least available to instructers ‘and to students.- A manual of

: : - . e -y
time is desirable..  The methods have been recently "packaged”" in six
"hours &f f£ilm (Kagan, 1972). The series i¢ nof instruqtof-ffeé and
€ v : e A

L
suggestions is-given to the' instructor, o ‘
. - . [ 3 .
v - ‘ \ ¢ - M . . "
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The Progranm ' B 24 - © .
. . : - ' '

In the firat f1im students ate told about the purpose of the

experiences and are given an overviev_of .the teaching sttategyJ The -~

instructor 1is encauraged.to stop the filn_frequently to comment ‘and
¢ .

to answer questions. The followgdh is-a-tyiescribt of the ope;ing

statement: : ) T T
. . RSN “ .
. - - . . .
- Narrator: What you are about to ehgage in is a-series of vjdeo-
» . tape instructions, demonstrations and exercises.

The purpose--the overall general purpose--is to help .
you become a better listener to othe( people and a-
- more effective communicator . ... (Narrator spells
these concepts out in greater, detail) . o e .

.f' .We will help you achieve these skille through a
series of specific learning experiences, each of .
. which is designed-to help you achfeve a certain
dynamic interviewer developmental tagk.
‘ L4 LY LA . !
Let me explain. In Unit I we will/ﬁquaint you'with. .
specific résponse modes of e{fective interviewer *
communicatien. We will discuss the logical eftects .
of using such responges and provide you with some
exercises so that you become able to'incorporate these
“elements of communication into your.intetviews and’ i
_ encounters. In the second unit specific stimulus .
f material will be ‘provided to help you .become.more
' sensitive to client concerns by looking at ways in
which other people may threaten you. You will be en~
couraged to look at different-kinds of interpersonal
situations in order to come to know better the kinds
of stresses which are-most diffitult for you to deal ,
with, to give you an opportunity to think through and_
become less threatened by these. In the third unit’
you will- be encouraged to look closely at your own
. 1interview behavior by means of stimula;ed recall using
. videotape (IPR). You will be able-to examine ‘ways in
. , which you fail to behavr the way you would like to.
) " You will be encouraged to tune in oh yourself--to look
as deeply as you can.and learn through self-study the
specifics of your own areas of interpersonal, frustration
.- and ineffectiveness. In subsequent sessions, during
Unit III, you will become better able to recognize, -
v’ talk aboat and overcome that had been areas of stress
and difficulty for you. 1In the fourth unit you

o : - e



will be taught,the inquirer role. . . This will enable °
you to supervise each other in Interpersonal Process -
~Recall sespions or to “conduct ‘recall sessions with - .
each other's clients. One,of she most immediate out- -
T comes.of such imquirer training is that you will learn
new ways to help people think about themselvés. You .,
will also find that certain kinds of assertive “fnterviewer
behgvior can be‘very productive. In Unit V you will be
put into situations in which tt will be possibIe to -
learn more about client' communicafions——that ig, to
. get direct feedback from clients about the effect-of .
. ,anh interviewer on’ them. This will be accomplished by
having you serve as inquirers for. each otler's clients.
* . That is, yod will each conduct. an interview. After the
’ interview a fellow trainee will review a videotape recoriing
". of the that interview with’/your clfent. Later you will-
review a tape like this with his client. It can be .
RV quite an experience. In the sixth.unit, you will be
" taught how to use’ the ongoing int¢rview as a vekicle
-, . not only for understanding the life-style of the client
. T you are with but how to change his relationship with
' .you. "You will be taught how to use the here-and now, .
. ) ongoing relationship as a means to enable you to under-
I . ..8tapd the person you are working with and to bglp that
- perBon understand- himself. Finally, there is a summary
and| theory unit.. - o 0

[}
-~

In Unit 1 we jhave delfneated four chafacterietics of therapeutic
responséi-"exploratory,“ "affective,“ "listening," and "honest labeling."
; /s

The student is shown vignettes in which an. actress-client makes a state— ‘

s

ment and an intetviewer resdeds to one facet (i.e., cognitive) of her 2T
'2.\ “
statement. In the7next vignette the client repgats her statement to a
7

second interviewer ‘who reéponds to a:different (i e., affective) component
of her statement. Several client types and interviewer types are presented

for each of the?four sets of concepts. The instructor points out that

. ~

: the cognitive, non-exploratory, etc. response modes arefthose usually

&
associated with social conversation while the other response modes are
F . |

those which are frequently contained in therapeutic communication. 7

Stqdents practice.the new response mcdes with a series of simuleted

-

)



« . : - S r

ciients on film' who look ditectly at them and ‘make stdtcments varying in ; .

,(‘*"' . complexity and,intensity.‘ Students are reminded tnat the resrunse modes - -»

® - being taught ar: helpful but. are no* used by effective intervigyers as a° '
) 4

o~
. wayrof responding to every client statement and’that inaeed it is frequently

< . . - ’
[S— :

inapptoptiate to use then

" . : ) o : - . ¢
. ) Unit lI is far nore complex snd took(consideraély more time to develop
. , . ( Sgan: Krathuohl et.al 1967; Kagan & Schaubge, 1969 Danish & Kagan, 1969‘ ‘,}
< ﬁrcher et’ al 1974, Danish &° Brodsky, l970 Grossman, 1971, Gustafson, 1969) "
\w' The follo;ing is part of what the students are'told: - |
| _ANarrator: ‘This.next unit is designed to help ydu further tune your

"third ear." The:ability ‘to help a’client know some of .
.\his more spbtle nessages, moods, and feelings I think-
. L . 1s determined by two factors.® First is practice, practice
a . o at labeling feelings, especially interpersonal fesig~=
’ ‘finding worda for the basic dimensions, the basic shapes,
the general’ characteristics of gut level emotion. Second,
. , and perhaps even'‘more important, is the ability to over-
! o] : come your own resistances to recoming involved in a psycho-
o logically intimate and meaningful ‘way with another human '
being . .- . . . '
) ; : | '
i a T <. We developed a geries of simulation exercises which .
/ : should help you become better able to ldbel feelings '
TN general and to deal with’ factors wvhizh might ocherwise
3 ’interfexe with 'your effectiveness in- human interactions. .’
. ¢ ' In each of the vignettes yOu are 1£out to see, please
o : forget about the surroundings you ‘are currently in. Try
Lo imagine that you are alone with the person on the
ticreen ... . "I ask you now to fantasize that you are -
.alone with each of the people ‘you wiil seé. Pretend.
have been talking with them. They dre not being intjg
"viewed by you, they are not vour clients,” they are not

> - your patients. Please allow the person you are watching
to have an impact on-you. _ . . .
s . ‘Kfter each of the vignettes your instructor has chosen, you:
. = will be asked to Cslk‘gbout your reactions. Ask yourselves
IR L the following questions as you prccecd7 \

.

\ .
A‘ ) What did yau feel? What were your bodily reuctions? When .
' esse 1in your life did vou feel that way? . '
Lo
v . What did you think? What would’ you prubably do What
e B - vod{d you reslly want to do? . ‘

. . . . .
[, ’ . . - . .
-~ ‘. R - N 4 ’ L - . .
. ) . . e o : . . . . Te ,
.
Provid ic 4 ! . r ! P . ’ e e .
R . , T - Lo . - Lt N
» . . . .
H . N .
. I 2 . N N B - e L. L N ~ EE— . . o DL
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»

.covert procesees:’ They also 1earn “that p°op1e react differently to the same~ '

- . \

,'responses. The stop-start playback which foll’;s then contains the vignette,

[ . ,
e i ! ’\. ° a - 5
. ' 4T % . .~ »r':, F] s @
‘ !’, : ~ » e ; .
. . . o o ST <
L . ( Y . [ .\1 ,-"'9 ' — | : .
A ’ What did you thifk the person was feeling abouE’you? - ¢ -

{What made ‘him’ think: | he could talk to you that way--
... that 1g, swhat-did ‘he’ seé in you or. think he’saw in you'
. g?vt:;ch gerz him the right° ‘What did you® think'he or
* ‘she really wanted you to ‘do or, realiy wanteddto'make‘
- you feel? Dot e e -., , o
If you've nevé“*before éxps ieuced‘that kind_oF inter- v
actfon have you ever felt that someone wanted to teﬁﬁ IR -
' ,you what the person’ you" were viewing did? What doea '
“that usualIy d0sto~ycu? . : R

. P2 S S
There are four ways in which these simulations are’ “then used._ First

-

in smallﬂgroups, trainees are encouraged &2 share, their rEactions with ei~h .

~ > .~

. other. Students soon learn to increaséltheir repertoire of descriptors for
Y - -

° Q . .
stimulus, and that’ finding odt “what*happened" to someone may be less i'mporL A

‘ tant than finding out what meaning it had to the person, With the help of

a skillful 1nsrructor, many of'the benefits of small group’ encounter sessions
can also accrue but with fewer risks ‘and higher reliability. 4 sezondvformat_éh*
has trainees working in pairs where one trainee serves as counselor"-as his
tellow trainee ;ries to verbalize the.impact a vignette had on him. X third

format involye’/the use of simultaneous video ;acording. As a student watches ;

-
N

a vignette he is vidiotape recorded. A videotape playback using a stbp-:

" start switch and the” instruct*r as inquirer, greatly facilitates recall
ST .
of the details of the impact of the vignette. Of equal benefit, students

y &

/can see how they looked while watching se;hal, affectionate hostile or

. . g
?"guilt slinging simulations. Wh Te vignettes of children are used with

teacher-students, for inetance, the teach rs are often {;ptessed with the l(
extent to which they “i0- not hide their emotional reactions earlx&bs _ L

N

well: as they had thought. A fourth‘format is cur.encly of great ‘ﬁfearch

<

important learning

.y

‘interest to me ahd my colleagues. The potential

.

is limitless._ ‘A student views a vignette. - He is videotape recorded.

ot - 3

On the game videotape, also recorded are some of his physiological

- -
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L

~
the subJect s physical reactions and a visible presentation of his changes in

heart rate. palmar sweat rate, respiration and 3ut motility.

- .'> e

the rcptay thc 1nquirer has also available to'him the onsoing physie

During

b
o ological reactlvxty of the student during the recail.,

R

In thvis way,

3

buth_inquirer (and student) can know nut only what the studeat's

T phyqiulogleql reactivity then vae, but‘ean.also determine if and when
'the student is actually rellvlng the experiencc tn the same uav Juring.
4¥reca11. As we learn mére -and more about physlologlcal p1ttcrnu asqeci-'

ated :i\th denial and suppression 'it becomes imreaﬂngly possible

for {nquirer and student to recognlze areaa of "blockage and to also

/;7/5‘,kﬁow uhen den/;l or avoidance to that stimuli {s being overcome. AlthOngh

N\ ‘this forma( is currently being applied where facilitles are avarlable

(u(ually with medical students» its full potential yet fo be achleved

-

wilL 1ncorporate an on- line computer to fnctlitate pattern recngnitlon.

L

. =" . By Unit III the student {s'usullly readv to study h23§$1r in

Typically he has learned some basic sktlls at therapvutie
)
re3pond1ng and has had practice lsbeling 1nterper50nal stress and

actign.

_ examlning hia own reactions to a variety of Eype« (hop"full\ ﬂu

- ¥ull spectrﬁﬁ of basic types) of }ﬁterpersonal qtreqs and strain, C
- y .
The next step "would 1ogxca11y to be. to help the studcnt Learan about

what cltents want and need. in 1nterpersonal encountcr--why do they

. Come for help? What are some of their more subtle*messages” - What

do they geally want” frog\us’ One might aasume that an effot(t;t Gay

. of teachlng the student about the nature of client concerns wuuld

\

be through client atudy--not so‘ He~0h!erved through the years

4 -
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.

e

that all traineesipercetve infinitely more informatjon about the nalure
. . . or . . 7 -
2 @ D | : )

of’ cl!ent concern: _,gu!lclxcwt Lommunicat:nn than they appear, to have,

- » - .

Thls"felgning-cliniCal na(vcté"is a univutsal patters, 1t the stadent s

, - L. . -

~ already has perce1Vcd inf;nitoly more data than ho.darés nue or “that

he knovs how to usq the next logical developmental task i~ net the

Fl [N

study of clients 1n-intervlews but the qtudy of the’xtud\nt himself /e

. / 3

as he tries to be oi help tc another. The student {s vidrotape re- A
s - . .

corded At the end of the intervlew he is joined by an inquuttr -

after :he client has left., During the videotape playback‘tho inquirer

- enc0urages the student to.relive the experience in as mucb depth and. _/ . .

,detall as possible, Re is encourlged to remember whac he was thinking

*having, images that wery going through his nind, and any awareness

. \
- selves had perceived as necessary and des{rable, Perhapg most important,

I

4

and feeling,

what hLe. thought the client was thinking and feeling,

what he wanged the client to thirk and feel, fantasics that he was |

-
.

he had of blé own bodtly state, The inquirer is careful not to be

Judgmental or to convey to .the student criticisms or. evaluatioﬁ.

.. . - N

His task i{s to encourage the student.CO re-live and ‘verbalize covert r
befidvior- in the just cbmpleqed intetview. Typica&ly, students arc able to ,

make expltcit their own strategies and concerns. 'which: had xnterfered

w@th their achieving their own goala in the session-rwhat they them- e

] s : . : 1
l l s '
ltudentc almosc universa;ly recognlze the feigning-clinxcal-naxvoté &

phenqmenon. - They. recognize-uays fn vhich they pctceivod subtle , often o
: : .
complex, messagea but, uaually out of fear of involvemert, pretended

that they did not perceive the message at all, Invafiably. new .

) . . !

supervisors are amazed to hear students clearly verbalize awarcness

of very subtle phenomena wvhich to the observer appeared tu have been
. ' . ) :

/
&
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4

. 't \ : -) v ‘1[‘
. ) . . - -
completely missed during the f{nterview, As studeal . « tooate b 7
X N ‘
covert phenomenon, they appear more and more willio - t° tate cater-

.
L]

personal risks, using data which is commnicafed by th. «livat bt

v

-
.

“which.had previously been i;gored orl avoided..

The next dcvéiopmental task i{s as much for -th. convenience gf -y

the lnstructor as {t {s for the bcnefit of the ;tudtnt. Most students

need to learn that aggrc331Ve aasertive behavior is not ncLebbi“llv

hostile ‘behavior., In the cc‘rse of nomnl social interactions, .one .
does not typically becooe aggressive and confroatxng without the hos-
)

tility which ordinarily accompanies it. The:lnquirer role, thuugh

telatively negy- judgmental {s nonetheless confrontiﬁg and.a&so}tivc. s
. .- ' |:’.\..
It requires that one ask such-questions. as, "What were you feeling
' : < .
What were you thinkiag? What ﬂid you vant-thefother to think of

you?'. et¢. The safety of vldeotape recordlng of beﬁaviqr (rathe

than face-to- ‘sce 1nteractLon vhere the next moment in thv is un-

* '
LIPS

known), ahnd 'the clearly structured cues to be used in the inquircr
) . . ' - t

- role, ﬁsuilly enabNe, one-in the -inquirer role to use and became com-
~ . ' . K .

- - e .

' -fortableqwith'assertlve non?hootile bohav{or.< The spcclfic cues one

f .
uses in the inquiter role and the leatning-by-discoverv philosophy

of the recall process "are also very’useful skills ‘and attitudes for

the student to have. In Unit IV, thereforc, students learn and practice

-
.

‘thz inquirer xolé; Students then have the basxc tOolq neeessary to
. LA .
. 1
conduct recall sesslanrfor each ocher without relxancc o the instructor.

- e

. [ e e e

?tom the instructor 5 point of viev of course, Jn txtremcly t;nu con-
v

. suming (and fattgulng!) process can now be assumed by trainees tar

*‘each other. .. ' '
) : .

,
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- In Unit V it is assumed that the student {s readyv to «xpand _ .
' . . . . ( )
his knowledge of client wants, perceptions, aspiratinax, and to learn ’ ;
. ’ . e * ’ / -~
" something of how clients avoid; deny suppress, or learn to grow >

and change, Throughout the film series students arc presentedwith

conceptdalfzattons but thevmeaning and {mpasut of such matcorial has

» o, . . . . . R

¢ its limits. Tralnées seen to learn mors about clfent dynamics ' .

S
4
]

. experlential Ly through discovery than through demonstration or lecture.

\ - Unlt V is an experlence through vhlch the client himself becomea o . .“”'

\
\ -

. ’ the trainee's fnstructor. A student fnterviews a client, ﬂt the ‘ S
end of‘the,lnter#ié@ he .asks the client to review the vldeotapé
- recording with .one of his colleagues, He assures the'client that

ih order for the ‘expericnce to be of value to the clignt and instructive

to his colleague that thé client recall his- thoughts, feelings, and
monent~by~moment reactions as completely and as honesily iy he
possibly can, The counselor introduces his colleague to thu clfcnt;

and then leaves the room. The colleague assumes the role of tnquirer . ‘.v j ’ /f

and learns from the clieﬁr the moment-by-moment impacrt, the asPiranions,

the kinds of interventions which started new thouéht processes and

those‘vhlch,uere perceived as mundane and meaningless, Most cifents

. are able't; provide consihereSIe feedbaci;'hgfede;ts eonduct tvo or N -!
three such’ cllent recell sessions for each’'other, . In t ;s way studcnts. ' . <X

" learn about client d&ﬁamlcs not from n‘;uperviserxs UlSt chuasel or - .f“
A A . /

Lnterpretatlono but from an almost unimpeachable aourdx the consumer o L

. = . ' ]

- . A . P T‘}\\ |

Among the many ‘things about c¢lient dynamics~stu7ents typically . e
. ey [ » . .

: ‘ !

learn, one which almost always occurs is the awarencss o! the importance . /
. e e e . i :
- ; ' i i
. ] ! ¢ l

. ’ |
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of the here-and-now interaction between counselor and client. Triainees

* leard that, almost no matter what the content of the fnterview, a large

proportion of the client's emotional energy wes devoted tw concerns

. N . . : . < . .
about how the client was being perceived and how t?e client wanted -
c . L .
- ‘to be perceived by the counselor. Thies realization leads lozically

-

to thé final major developnental task., I

It is one thing for a student to recognize that the way a client

’interacts with Him probably ftithfully repreeenta hia interactions
' with aigniricant other'people in his life. It ia one thihg for the .
student to recognize tbe inportance of the feelings whicﬁ % client
. engendera in him as a clue to the client's prcbable impact on aigniéiyent )
} ; ~other people in hia 11fe,cbut 1t is indeed a matter~o£ & different

-~ 4

order for the student to bring himaelf ;o‘label and to act overtly -
on those feelingS'in the inmediacy.of their.occurrenée witb the client.
Students are often frustrated because they are’ unable to ‘make effective
R use of their angoing ‘Ahere-and-now perceptions as tﬁhg ocecur. In
: kbnit VT an interview'ia video recorded. (;;ring the recall both
interviewer and c1ient are;present.‘ An inquirer enconragea each
';one to talk about the unexpressed.attitudes, intentions, teelings.

¢ { ®

thoughts, qtrategies and-expect;tions Qe.had sbout the ozber-each

. . participant equally. . It {8 not a session in which_inQuirer and coun- .

I

selor ' gang up “on the client. The inquirer.aaka the interviewer toﬁ.

describe what hia underlying thoughts and feeliuge had been about
o~ as often as he asks the client to describe hia.. These “mutual recall”
i , e
se gons afford additional poaaibilitiea for 1earning. After one
/’ .

participant haa atated what his underlying thoughts or expectationa !

11

N had been, the inquirer can ask the other participant, "At that timeﬂ

» a ’ L] -

- > . .,




. . - -
- . »

.

did yop auspect he Las thinking or. feeling what he just stated?"
C

If the inquirer does his job well he has helped the client and the

interviewer not only to talk with ea h other and to listen to each
7/

other in new ways and at more levels but has helped each contirm

br refute percepsions’they had had o£ each other. 1In interviews
. - - . R ‘ [N .
subsequent. to such mutual recall sessions the client and interviewer

-

" tend.to have more interactions which are prompt, open, and.avert

l/ ‘ N . . °
using much of the potent material in their ongoing interactien which
a7 ' \
}reviously had been urused. ) .
f‘ -

A final unit aummarizes observations my colleagues and I have

made _about human interaction. It is designed to provide cognitive

frameworﬁikto enablq trainees better to understand the meaning of
some of the experiential learning they have engaged in.
, . . ;-

[ : 4
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. Hovefully the newly

-
-

poe£\£§ Work?
/,/ © . .
The methods, then, are logical but complex.
completed manual and fiin series will enable most competent counselors
Prior to the film "packaging"

-
cr

fn this. section,

~

“or psychoiogists to . plement the Rrogran.
many studies evaluéii:g the methods were compleﬂ%d
. several of these are summarized. . Lo
: .
An early veraion of the mode1 was used in conJunction witha .
Thia study,

graduate practicum (Kagan, Krathwohl et al 1967)
directed by Alan D. Goldberg, wag the first clear—cut evidence to
\

. ®

uppott our hunchea that the methodology could be uaed to implement

4
an ééfecttve counaelor training model and so it {is reporte in greater
: ‘l‘ '-v ‘ . N

détail'than those studies which followed 1:.

“~
.
s

/

H

A pre-post and between-treatment design, replicated.with three
. ‘. . . ) I.

//,
/
permitted an analyais of the effectiveneas of IPR based supervision
The design alao permitted
.

/

different samples in éach of three academic quarters was used which

; ,‘and of intensive traditional -supervision,
‘a comparison between the outconea of IPR and traditional aupervisidn.

The pre-testing served.not only as a base for detefmining the amount

of change for each grOup, it also enabled the matching of atudenta , f.

on the basis of initial skill and the aaaignment to a treatment’ group.

At the beginning of each proger both IPR and traditional groupa were

given a common framework about he goal, of the program and were given
experience rating pre-recorded_tapea using the same instruments uhiqh
' . The traditional

/ N
would 1ater‘be.used totrate them at the end of training.
supervision wad pne in which a student's supervisor observed each of

.

his interviews through a one-way mirror and then immedtately spent an

-
]

.
>

e

’

.
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L . - R o .
. : — . [y ’ .. -
hour reviewing the session with the student, using ar audiotape of .

.

the 1nterv1gy‘whenever‘the'superviaor or the student chose.eb. Super-
. .. ) }'

visors'were either faculty members or advanced doctoral students.

Each ascribed importance 1f not centrality to "relationship factors" .

the traditionally superVised greup.

Ty .

in promoting client change. " Although all supervisors had themselves

been trained by traditional methods apd had had considerably moxe:
practice with such nethods, several hours of IPR tratnlng was con-
K . ‘ P . o
sidered adequate for assignment of supervisors to ’both groups. The

*

IPR el did not include the affect simulation £11ms which Jy then

had ot yet been adequatcly experimented with, Each.treatment vas

limited to a total of only ten hours during an eight week period. '

Eight students participated during the fi:st eight week petiod and

fourteen students'during each of the neit two. académic quarters,

Each student 8 pre and post tests vere of an initial 1nterv1ew

. ¥

with a tenth g’ade area hi h school girl uho had requested counseling.
|
Tapes were randomly ordere and assighed tq 1ndependent judges. The

o

1
: rating scale used,'the Cru lor Verbal Response Scale (Kagan, Kraththl

et al., 1967 Goldberg, 19675 Kagan, 1971) i1s /A procedure :

dimensions—-affective/cognitive, understandtng/non-understanding, specific/
.non-specific, exploratory/non-exploratory, effective/ineffective. Each

diaensidn of the CVRS thus has a maximum possible score of 20. At

test for paired'observations was computed for each of the five=d1pensions

- of the‘CounsEIor Verbal Response Scale:for both the IPR supervised'and T

ot

b

* . ’ B ¢
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Table 1. Comparison of pre and post treatment means on each’
° ' dimension of the CVRS for the IPR supervised gzroup
. R Pre - Post
Dimensgon Coe . °N Mean Mean t P
' . . ‘ . - 1.
‘Affective. 18 3.30 7.74  6.42  .001
‘Understanding 18 6.00  13.05° 8.81  .001
X Specific . 18 3.35 9.33 7.5 .001 . .
Exploratory ©~ 18 5.8t ~© 12.18 ° 7.68°  °.001
. Effective 18 4,06 . 10.57 . 9.97 .001
o Necessary? t .05 1,74 for 17 ‘degrees_ of freedom . .
Necessary: t .01 2.57 for 17 degrees of freedom . '
‘Table 2. Compariéon of pre and post Ereatment:'means on each A .\ -
o * dimension of the CVRS for the traditicnally s_upex}ised group
re PR ) ‘e . ot . ) ) “ e - L
. Pre Fost B : . o .
Diuension a N Mean ‘Mean . t . P '
Affective.” 18 313 5.37  5.46°  .001 ;
Understanding 18" 5.76 © '8.48  6.97  .001 .
. - ¢ - . , o - : . .
Specific 18 - 3.2  ~ 5.85 5.02 . .001 - . .
Exploratory 18 T 557 8.76, 6.78 001 . 3
Effective. © 18 - 4.18 7.50 7.36 , .001
.- s . ‘ - , - '
& -’ —
L ! ‘
. Necessary: t .05 1.74'for }7 degrees, of freedom .
Necessary: t .01 2.57 for 17 degrees of freedom -«
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Although ten hours of training is.,hardly an adequate program

’ . , .
to achieve competence, there were statisticdlly significant pre to -

- . . R ,

post gains. iApparently; both supervisory apﬁ%oaches were effectivev
. 1in bringing about changesjin a counselor's interview yghavior. An

L examination of th'e differences within groups by academic quafters~
. . > »

.6n'each dimension indicatéd a consistent pattern of change in each

e )
.
'

quarter.
£ At test for paired observations was computed across all eighteen
pairs of counselors tc evaluate the relative effectiveness of each of

the treatments.

. .

. . . .
.

a . Y

e Table 3. Comparison of post interview scores on each dimension
' of*the CVRS between pairs of IPR Supervised and traditionally
supervised course’ors

i P
e ) _
‘ . - : L] .
. . IPR Tl‘ad.' . §0 E. / ' -~
Dimension Mean Mean Diff. t P o
. . . N - : .
’ “ . - o .. . ¢ il
' Affectdive 176 5.37  ° .93°  2.94. ..005
, Understanding  13.05 - 8.48 1.00 © 4,57  .0025 * 9~
. *  Specific - 9.33 5,85  1.05  -3.31 . .005 -
 Exploratory . 12,18 .  8.76 ‘1.12 3.05  .005 '
. Effective 10.57 - 7550 1.07 2.95 .0057 ,
. » . .( N ° . -
Necessary: .05 1.74 for 17.deg}ees of freedom = *

£
t

- Neéessary: 01 2,57 fo; 17 degrees qf freeéoq" .

®e




There yere statistically ‘significant differences in coungeling

® skills as rated by independent judges’ between the groups in'favsr of

- e . )

- -the IPﬁ treatment. Again, an irspection of mean Betwsgn group differences

v

by academic quarter indicated consistency of differences favoring the

. IPR model. . . : ” \ _ -

.A second criterion was client satisfactfon measured by a-simple - .

’ . five point rating scale—-Wisconsin Relationship Orientation Scale,

v

(HROSi(Steph,'1963) As indicated in Table 4 there were statistically

' 4"; significant differences favoring the, IPR trained counselors as rated .,
by tenth gtade high school clients. On the WROS, a rating ‘of 4 inpicates .
a willingness on the part of ‘the client to tal‘ about‘personal concerns

. while a rating of 31z a willingness to ta){( to the counselor only about ‘
- - /s, - - / LA
. factual matters such as educational and vocatiopal concerns and some

P

/' 1
‘of the personal meanings assaciated with these. As with the CVRS,- R
‘ . A , ,

.a qusrger-by-quartef'analysis‘showed'éonsistent differgnces be: teen”

: L . - . . B [;
groups. _— . ' ' : '
‘ . : ) / ' A % ’
' ’ - . . ' . . .
Table 4. Me:an client ratings of coynselor/cliefit relationship' .
! L "_'using the WROS C ‘ B
- o s.E. ' R .
- IPR Trad..  Diff. t P :
. . ) . r.
R _ WROS 0 3.9 -+3.00 42 > 2,238 .025 -
l'Necsssary: t .05 1.74 for ‘17 degrees of freedom .
Necessary: t .0l 2,57 for 17 degrees of . freedom ‘

\ L%

Lo

}i’.“

~te
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With such statistically significant data from a reasonably well ° -
controlled study. my colleagues and I then proceeded wich the further .
- .t .

development and evaluations of IPR-based programs. Spivack (1972) _\

compared an IPR model which included -the .affect. simulations 'films ‘e

. -t

. '

\
with a traditlonal seminar apprecach to a pre-practicum course. «.The

! .« . . Lt . N

traditional appro'ach made’ use of videotape, audiotape a\nd film demon~ . .
- N * , . s

strations, small group discussions and lectures on theory. Significant

differences in favor of the IPR model were found on interview behavior

after 15 hours of training. The findings were replicated during ‘the
se/cond ‘hal.f of the course. . ' :

‘ | Grzegorek (1970) ap‘plied the method to the: in-service teaching
of 42 counselors ‘employed ir\all of the state prison: of . Michigan.
lHisSO-hour Pprogram compared one model which emphasized t::a:lnee, s S
own affect:and cognitiBn with an ideuntfcal program in which referen.ce',

. / . .

. to the trainee's own affect was avoided whenever possible and instead

.

additiomal time was devoted to cliené'f-(immate)"recall and examnination

of client dynamics. The b\ic question was, "Must‘ we probe a tra,inee's

own feelings or is- it enough'to help him learn skills at response
» .

modes and knowledge.about client dynamics?" Only the affect grgups ’

made si,gnificant pre—pos/t gains in interview- behavior, suggesting
that trainee's exploration of his ,‘own'affect is a-crucial-part of. the

‘ v . . . .
IPR model. v ’ . 0 _— o0

» s » 1
I

" In the summer7k 1971, most of thegteaching staff of .t:he Spohn '

.(;,

Junior High School (Hammond Indiana) were paid to gticipatein an

in-service workshop. Units I and‘II of the’ IPR modfl were included* .

VAR

. / .

A .,
- ’ N
% . . -

N
* The total program was designed and administered by - Edward Ignas as a

t¥aining experience. +Evaluation of its effects-Was not based on
pre-détermined hypotheses, nor was any true control’ group established.
‘The'results, . therefore, must be considered mostotentntive until
-sdequately replicated. . »
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and accqunted for most of the pgggtam,.ﬁhich_albo included encounter
sessions conducted by con¥ultants. During the next ten-month school

year, the typical student expulsion rate (150 to 170/year during each.

*
-

4? . of the previous few féérs) was éound,ko have beenbreduced to‘neaf zero

while.expulsiduégin the othe; échooiétwithin-thg system had not‘apprqciaﬁiy
Ehange?. ~Téacher attehdzﬁég‘impréﬁed as did ‘student attendance. Expuisioﬁ
rate a;d attehdénce vere not Qﬁéméq directly‘dealﬁ withvduring‘the training
nor were ény administra;ivé edic§s~iss§ed. /}eacherJ aimply'seemed‘to.%ind_

., - work {a bit more satisfying aqd'apba?entiyfwere fgluctant enough to "throw'"

people out of scybol ﬁo affeci,an ihpﬂftant change in the lives of many

- L

children, . _, . . ' .

c - v ) . ’ . ..
.Dendy.(1971) p;ovideé'a 38-hour program to 22 undergraduate
« students, most of whom ‘v:rere‘ sophomores. - The program was conducted
N : . . . . -~ i ) R - Vs
" over a six-month period. Amon3 his findings were significant improvement

ihlinﬁerviewihg skills, signifiéant éréﬁth.on an affective sensitivfty‘

’scale,'and no loss of skillé during 5 three'hoﬁth ndAtraining period.

%

r;ﬁost exciting of all, before Ehe.program_was undertaken,,independentf

Y

. . 3 e
- ‘judges rated the sophomores' interviewiggills and also rated tapes

of Ph.D. level supervisory, counselors employed at the university's”

[y

- counseling cénger;& Both groups,infer#igwed clientdé from the ‘game

N,

4 ' ,
\\\\_,,f* clignt pool. Before the 38 hours program, there were large differences

L4

' favoring the Ph.D.s (fortunately!) but, after fraining, independent .
judées found ﬁo significant differeﬁces-betweex the groups on scales ; L
of é%patﬁy and other basic’;qerapeutic éqﬁmuhipation'skills.' o,

Archer (1973) then found ihat these same undergraduates could

< . - H .
in turn, train other undergraduates so that the peer-instrucéted students
' . . : ,. , .

. b N

4




. . or communication skills of those peer-instructed studepts in ‘the IPR 4 _ \

'encounter group of similar A&ration._ They also scored higher‘than/

\.&6 : B

‘ not permitted to go unnoticed by their tsainnd peers.‘

B I : . ’ ' ' "1 .‘\,‘

\" . N ) - . l". - '.I 'l . “

scored significantly higher than other students ‘who experienced an - :
- P T oo

a comparable no-tre%:menf group, nqt only on measures of'affective o o
sensitivity,and self-actualization, but_also on" scalés given to ’ : Co.

roommates s.d other peers not‘ in the study. When given 1ists of all L
ot co

participants, dormitory res-dents selecte the IPR. trained students. o
7 3 . .\ R ' j el

as the ones he would be willing éh talk to about a persdhal problem, N fﬂ

significantly more frequently than he rated either. the encounter s
_ ‘ e 2
trained students ‘or the cbntrol group members. Apparzntly, xhnn, e

.l' /°
DR g

.l‘ . .
dormitory residents were able to identify the increased therapeutic j : A

group. A non-hypothesizeé observation is that the residents described
. R
the dorm as a better place to live in than it preViously had been.

There was a complete absence of suicide,attempts dufing the remainder ‘;/f'at'
7’ . ‘ /' . L4 -

of the academic year—-apparently students‘who behaved depressed were

]

It must be pointed out, however, tha; the undergraduates used

LY

- in both the Dendy and the Archer studies were carefully selected and

' not irresistible. Nor have we«yet-achieved measurable succéss in\

" were highly moEﬁvated. Heiserman (1971) applied
S

16-hbﬁ5'variation E :.'” bj

7

<
- No significant ‘gains were found The learning potential ofllPR is

® * " . ¢

_ rehabilitating alcoholics (Munoz, 1971) With IPR.. ij s o :f

<

j I ‘
Schauble (l970f used eight hours of IPR as an adjunct thera?Y L,
Fod ; g -
g my - -
with clients at a college counseling center. - He found Statistically . =
, v

significant differences on severdi process measures favoripg the .



.
ST . : ’

IPR clients over other cLients of-the same therapists who were glver

equivalent treatment time. Schauble s data contains interesting evidence

»

to support.the applicability of IPR to therapy but it also helpa under-

stand the function whth the technology performs One of élo therapiats

. was rated lower than the other on a scale of therapist functioning,

*

although each had equally excellent reputations,and more than adequate
training credentials. Clients of theelower functioning.therapist made
few, -1f any gains in traditional tharapy, but all of his clienrs gained
at least’aomewhat when he had the aid of the tqchnology. .‘f”

Rowe (1972) expanded.the model and {ncloded more theoretital

-~

'and didactic elemegts than usual as well. She: gbtained large and

4

significant pre-post gains.

- )

The last study to be’ referred to is an application of IPR tp use
r

with groups. /Hartson (1973)'conducted groups as a counseling experiemce

IS

fot clients and q%th.YMCA volunteers as a sensitivity experience. IPR

e o

. e” 4

IM
' was used with balf of the groups and significant gains in several self—

M i

_reported and'judge-rated dimensions were found-favoring the IPR over the

. , X b} v
traditional group mettods. = o . s ) *

The methods -have pyoved to be effective cross culturally. 'They
[ 3

- have been used in Turkey and Israel. Recently** three’ five-day workshops

4

were conducted in Papua New Guinea under the auspicea of the ‘World Health

Organization. At least half of the participants vere Papua New Guinea '

nationals. For most of these, Eiglish 1s a third language. On the basis
. . . s - . -

) ’ * . '-.-'.‘.
* A replication of Schauble's study, with some modifications? which 1is

now nearing_completion'has failed to. confirm the.earlierrfiudiﬁgs
and suggests that eight hours may not be enough exposure to con-
sistently effect meaaurable outcome (VanNoord, in prograss).

{
k& Assignment Report, 15 November-20 December, 1972. Education and
Training Advisory Services, Pepua New Cuinea 6401, World Health
Organization Regional Office for the Western Pacific.

. . .
o - ) . : '
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o

of participation and written evaluations, it was concluded that the '

P

workshops were ékfectiye and plans have been‘madeﬂtolimplement the

~ methods as-éirégular part of the training of medical and allied health
N . . R )

personnel in Papua New Guinea. A
i . : .

4
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‘Why Does the Model Work? R

Through the years the repeated use of PR has provided my
colleagues and me wfth ‘a particular view of the’ complexity of

influencing human interaction. Our genmralizations seem to hold

true'for all the interactions we siudfied. Certainly they apply
to. counselor-client, doctor—patient, teacher-classroon, ann
undergranuate 1nterpersonn1 relations. éuchéunderstandings
which we have gained have led to revisions th expansions of
the technology which in turn have enabled us to then look.deeper

at basic ~lements in human interaction and to further refine

.
.

our technologies.

Because we focus our *echniques on gross interpersonal

behaviors tather than narrowly delimited areas, even our most

embryonic theoretical constructs tend to appear heroic in their

dimensions. Some of the constructs are very similar to parts :

of well known theories, others seem unique. These constructs

-

" have changed through the years (KAgan, Krathwohl et al, 1967).

and undoubtedlf they will continue to change, but even in their

L4

- present stage ‘of development théy have been useful to us in the_

refinement and further development of IPR. ) o .
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An Interpersonal Theory for Everyday Communicators . “

. ° - . » ‘t

, Basic Elements: i
A Peqple need each other; One of people s most basic.intetpersohal

-drives is for some optimum level and ftequency of senso-y stimulation.'

This need is basic and life-giving and without it pai. and death
result. 1 propose that people are the best, the most-comp}ete
ﬁotential'source of sensoty-stimulation for oth:t people.,'People‘ ‘ ‘*;
~sn be the greatest source of joy for ‘each othe?--more i:zeresting.

more stimulating and-mOte satis nquhan any other sing source

nf satisfaction in the environment.
* .

‘But, people learn to fear eaéh other. Just as people can~be;
N e . Ce
N v . . . ® , ’
the most potent sou;ﬁo of satisfaction for each other, people can" . |

also be the most potent source of hot;or for esch'nther. Peogle

have' the ability to infliet far gteatet psin oé each ethet'th;q any
othet environmentai source. \secsuse one's earlfiest, most imgtéssiqneble,
imprinted experienees{are as a\very small being in a large bérsbnfs ’
wotld, vague feelings of fear and helplesshess may, to a'gte;tet or
lesser extent, persi;; throughout one's life. ‘ h‘ f! s

!
x

‘This is ‘why 80 many of the “gut level” feelings that we repeatedly

l
.

hear people eventually admit in. the course of recall sessions " ’-,;-
\ ‘ ¢ )
.appear very infantile--living'vestiges of earlyffears. -ﬁéeyrsay 15 o
{ o ‘ Sa i ) ’
such things as, "1 .don't know wvhy 1 feel he's going to hurt me, k/;



-

.. )

but itaalmdst feels 1ike any minute I'm going’ to te picked up as if®
‘1 were very small and beaten or thrown away" or "It feels as if, if .

'f I'm not careful he'll gé:—up.ahd'balk'out; he'll leave me and I just
know that I won't be able to survive on my own. TI'1Xdte.” U
— ) .
Fear of people usuallv clusters around two bagic themes: 1) "the

’
-

+ other person will hgrt me" or 2) "the gther person will incorporate or

1

'sbsorb me." smil@ we learn to fear our own potential to: 3)-.strike

-
.

out or 4) incorporatef others. 'Theqe‘fears, which afe usually vague and

seem 1rrat;oﬁa1;;o us, are perceived by us.as anxiety, dr.f;ars which
- ~§e éémnot adequatel;\ascribe o a reasonaﬁle source. 'They.are usually

unlabeled, unstated ana in general, are kept;fron.cognitiig ai}r?ne;a.

The conditioned‘physiologic?l reaction to the fear actually'ueems.to

sérvé as a’' gatekeeper or valve on cognition. As the intensity of the
’ ) * \

perceived fear incr;:ﬁual_ggx ability to ;ecognize or acéuratély'label
- and know ou? own stagé and to clearly identify the sourceibf/the fear ©

is reduced. The spﬁrpe.remainp non-difféfentiéte@,‘égereotyped, irggtiona1. 

As théiéhyaiolog}cél concomitants of the response inhibit ldequ;te coguiiive :

fﬁnctigping, one of -the outcomes of the cognitive shut—down‘is.thgt feelings

' are denied or not recognized and the source i{s not subject to ."cognitive
. , < : o

scrutiny." TKe "enemy" remains unknown. : .

(3

/ R . -
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Manifestetions
- § .
. ' : : . ‘ N\
The basically opposed states, the need for people and the fear of
¢ 'peoéle, manifest themselves in a variety of behaviors. } .
| . - . 2

1.0 People are unable to give up attempts Eg.acﬁieve interpersonal -

. Y I Y

iﬁtimacy, despite their fears of such contact. This approach~

~ .

avoidance behavior seems to characterize most human interactions.

‘ . .o
People appear to both approach and retreat—f{é% direct, simple) . -

’

intimacy with ;thers. fhe approach-avoidance syndrome appears
to be a aeyclical process--intimacy followed by relative.isolatiod,) |

followed by rgy bids for intimacy. - *

1.1 The movement tawatd-and~away-from people appears to «establish’
v, ,
A\
- ' a sgecific range of;Lychologicallz, 'safe" distance unique for each

individual Tde person "settles in" at a psychological distance
] M .‘ .
at which he {8 more or less {ntimate with another and yet able

%o feel tolurably safe from the potential dangefs whiich he senses

in the situation, He seeks and e Labliches relationships-with

" - .
.

people who will accept his perticular kind of"cohtragf.
Y A . ’

[

1.2  The indivtdual’s movement toward and away from othera may beﬁ‘

.-

. summarizéd'as an attempt to find a balaﬁce between the subjectivé .T

pain of boredom, and q$pr1vation when. contact ;;\Eﬁo distant and )

A - the subjective experience of anxiety whgn the interpersonal contact

1s too close. [Bgcauae.the need for interpersonal contact is so strong,*

-
~ . .

A

. .
v . . . . e

* . ' . ’
‘ . * Some suppori for this view may be found in Schutz, Duane P. Sensory
~ Restricti New York: . Academic Press, 1965. .

~ . !
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people continuously seek what they cao'from an.interpersonal_

relationship-yet“cérefully constrain themselves at a distance

- . . . B 4 PN . .
by the -imagined frightening potettial of the relatioaship. '

-

1.3 ° The greater the fear, the further is the distaQee-one establiaheg.

. The furthet the psychological distance one's approach-avoidancc

syndrome-p;aces him from another, the more rigidly the individual

ot holds.tg,that position. - Those who gain most easily from psychological

”, . R P

"g{owth" experiences'are those who are alread ‘able to,be,close with -
. ! , - ¢ : . ' . - .
others. . Those who are most resistive are, those who are most frightened.
; o Ay ‘ )

The principle of regress1on-toward-the7meap does not apply here;

rather, the rich most easily get richer.

« . . 3

. ‘ . o, .
; ' 1.4 The further the distance one establishes, the ﬁgester the

likelihood that substitutes for humari contact willlgg éought. ;

N . . - . { .
1.5 The less frightened people are of each othet, the closer 1s
their ability to achieve sustained intimate contact, the more °

flexible, themore satisfied, the more‘effeetiée and the healthier

a person 1s likely to be.

- 2.0 The fears peonle have of each other usually beCome translated

ro- into 25 interpersonal mythalogx and expectation, a "slogan which

4

enables one to avoid the frightenlﬁg interpersonal nightmares--
i.e., "People have always perceived me in x Qays and ultimately

react to me accordingly, and they always will."

:’2{1/ The expectatida is rceived’ee 1nevitab1e--1 e., "I am helpless

- . -




to stop ft. In ¢1me‘peop1e will find me out," instead &f
. . -

the more optimistic expectation, "In time they'll like me."
. v . . o U
2,2 Although ve anticipate differential responses on the basis

P [y

of such Lharacteristics as the age, sex and race of ﬁhe other,

this differentiation is not as great as is usually assumed.

Anticipatory attitudes teand tc generalize to all our interpersonal

relationships.
. [
)

2.3° These anticipated reactions to him by others foster a self-

_— fulfilling prophecy in which people make their nightﬁares happen.

'They expect others to react to them in certain ways, and so they

. -
LVl

- search for and create evidence that indeed ‘the others do react -
\ ,
- to them in the ways expected and feared. It's as if one paints

. a picture and then puts himself in it. According tc Karen Horney,

“The effect of:a neurosis is ‘its purpose." 7The position one finds

L

onegelf in interpersonally is the position one has carefully maneuvered

himself 1nto, sometiueé with much difficglty~end cunﬁing.

3.0 * One of the manifestarfons of this approach-aveidance dynamic
is in the way in which people send and receive’ messages. Much

<« of "direct“ nommunicat{on is not acknowledged EZ the sender and .

’

1is not acknowledged _x_the receiver. As people‘interact they l &

sense,each other on many levels, but they label or acknowledge

: . 1
., only a very limited range o£<wbat they send or percegve. "An

eld kitchen slogan stéfes: S L '
. R . o ~

~




A Diplomat - o

A diplomat is a gentleman who can tell a lie in
such a way to another gentleman (who- is also a
. - diplomat) that the second gentleman’is compelled
to let on that he really believes the first. gentle— )
man, although he knows that the first gentleman is .  °
a liar, who knows that the second gentleman does | 8
! not believe him.. Both let on that each belfeves

o the other, whilé both know that both ake liars.
a2, , ' A :

e What I am suggestimg is that to a greater or lesser extent (dependent . :
an the distancing a particular,dyad'or,group estcblishes) people

are diplomats and. behave diplomatically. -

. 3.1 within a given society, people have an almost uncanny aﬁility

. ' to. hear each other's most eubtle messages although they acknowledge

- . - ! 3

~ -and label only a small part of what they perceive and of what they
do actually react, to._ I gee thie "feigning of clinicol natvete" |
as an almoaf universal characteristic. Feigning is sometimes
Justified by part}cibants a8 fear that the other may cry or become
angry and rejecting. More often, however, the reluctance to _honestly |
label messages‘is based on an unwillingness to become that inyolved

. ’ .'A' . r
Ny with the other. . T

L4 .

ﬁo v . a . B
- R . ’ + L g ! /
- 3.2 However, sometimes even very obvious messages are not seen

or héard despite what looks like attentiveness by :he other.‘

This complete tuning—out usually occurs at-times uhen nepphyte o ' °
teachers, counselors or medical gtudents are deeply'inners:d in

- ' ~ their own thought proce83e§, nnxiously belaboring their next moveu.

. 1
Extensive covert dnalysis,’ g;peciaily,vhen accompanied gzlanxiegy,

limits one s-nbility to attend to the ‘other. Extremely anxious

i




- . . -

¥ teachers literally do not see many of the behaviors they are
b R . . .

¢ 1
(]

actually lookingjatvf

’

4.0 Another.manifestation of the approach-avoiéance dynamic is in

'life-stzle, the basic interpersonal patterns which a person character-

/istically‘relies on to survive in a world he needs but perceives

as dangerous—-the method by which the pergon eatablishes the distancing

L]

he perceives he needs. Here a two-stage model hers organize the

observatiohs. People have typical response modes in the immediacy

Iz

of their {interactions (one stag_ of the model),* but they also have

’ long term interpersonal postures (the second stage of the model)

. Six combinattons of these stages follow. Hirst, a persop 8

- inmediate response to other people may be along an aggressive
f - . /: : . ’ e :
continuum with attack at one extreme. Hé may attack as an adaptive

technique which he tends tolrely on. This'is exemplified by the .
nasty uersou, the grouch t%e person who has a short fuse and who
promenently displays that characteristic but whose iuterpersonal

posture or long term life—style is one of relative isolatiog . His

surface attacks may tend to keep him quite isolated‘apd distant‘

“

. frem other people as a basic way of life. Here the response mode
o .

is to ATTACK and - the long term pattern is one of WITHDRAWAL. The

extreme of this mode achieves the long term position.of distance J
. .
or. withdrawal from” humaf interaction.
E ) ' Other people attack and achieve a life—style not of withdrawal,‘

-

]
but ofa_degree of conformity to a particular group or a set of norms.

4 e /c

* My observations at that poirnt parallel two of Karen Horﬁey's.

’ .
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. Such people ATTACK to CONFORM. Their theme seems to be, "Don't
tread on me, don't disturb the-things which 1 want to believe and
the people 1 want to otsy or believe in." Again, this serves as .

a way of maintaining ‘a degree of safety, a behavioral pattern_which

*

howtver imperfect is relied on and clung to, often ténaciously, becauae

~it is perceived as'having}permitted one to survive in a hoatile

environment. . o ' ¢4

[

'Knother resz:nae has ‘as an extreme'to WITHDRA under_immediate
I ) > .

interpersonal reat or encounter, to pull baek,'to eacape; Thia

[ 4
may achieve for one an interperaonal posture of ATTACK as an overall

.

life pattern, In this category ia the traditional passive-aggreaaive
personality.. ., ‘t_ .'.: _ B , -~ ’

6ne may’ also WITHDRAW in order to CONFORM, to'remain 199Airto
.a group ‘or toVAn unchallenged ' set of standards or beliefs,f The?

surface behavior lies on a continuum of withdrawal, and the long - .

term poature 18 one of eonfOrmity.

L

Finally in the typology is the person vhose immeéiate interpersonal '

response is relative CONFORMITY-in the extreme, a peraon whose'
/

immediate reaction is very chameleonvlike. The overall poatures/
v . . . o 3

which ﬁay accompany a conformiti response are ATTACK or WITHDRAW.
.. .

Social manipulators fit these categories. -

-/

4.1° Rather than think in terms of each of the above behaviors as

diacreet entities, each of the behaviora should be considered a

aontinuum, 1 e., ATTACK 1is meant ‘to consist of a range of behaviors

from assertiv ness to.aggreasive hoatility. Thus the behaviors arq/’f

" not neceasarily negative or maladaptive. v

[y
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* - .. Less etfective‘geople tend to relz on a particular interpersonal N
) N

pattern and posture. One of the characteristics of more effectivcly

functioning people is not only their abilitylto establish and.maintain
' interpersonal intimacy,-but their flexibility in being‘able to,use'
' a variety of'response modes, depending upon the situations and their
’ goals within the situations. But less effectively functioning people—«
people who "generally are unable to establish and maintain interpersonal
o =~ intimacy_-tcnd.to rely on a single response mode and are quite inflexible )
’ in thelir: ability to deviate from it.  Their behavioral repertoire is

" very limited. They experiment in very limited ways and with much’ fear.

.L-. / . . . .
' 5,0 Although tracing-the history of a’pef/on 8 past can be a‘very
: useful means to come to -some understanding of that person. a person

« brings to every,new relationship,all that he is and was._ The person" .

acts out with most others in his life ‘his typical lifelqu patternsf

hY
To understand a person and to heIp him better.know himself, thep,

one does not necessarily have to trace his entire life history or ,

<

-

observe him over time if one is courageous enough/to reaily look

and listen. Oqe can most productively question, "What are the dynamics .
. . -~ :
. cf this person 8. here-and-now interactions with me or with others

o

as I observe him or interact with him?“

PO

6.0 iPhysiologically people g2distance'themselves'from interpersonal

stimuli by snppressing or denying'the impact others have “on them |

characteristicallw‘have | steady (non-labile) very low Eglmar gkin

U . conductance. InLgrpersonal involvement and" ackhowledgement of such

! . involvement is usually-associated with an increased palmar skin
4 - , - -_' NN - - R

.

fiv ) L .‘- . 4.. , | : e PR

- . a . .
. - . . L
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' ' ¢
- conductance which ie 1 bile. It is poatulated that people who are

-

3

unable to become involved ana i1timate with other people exhibit

r

»®

-specific physiological behavioxe which ultimately are physically Y

shut' dov cognition are apeculated to be toxic over time an& con-

destructive to the person.

The same physiologica- mechanisms which

tribore to aofcalled psychogenic-disorders.

.
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: theory.- I prefer to explain-it in the following ways: '+

; ) d N e e . e . : . f 4
. - N . L . .
) . ’/\s .. ¢ ¢ . \( v P O "
- S [ . - . . : . ’
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‘ .

] ‘b A .
ot ! . , oL -39
: ¢ . .S 1
' ; . o -
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* . Comuunication Theory and Training Model. co mEf
. ’ ‘. . . . - ’ . _..‘l "::;: ’ ; o
Why 13 IPR an effective learning program? Undoubtedly there are !
~ N . -w 4‘. “

several.vocabularies which could be applied and more than one learning 9.
N .' .‘. .. V . \

T , .d

- ! h

1.0 Intimate interpersonal encounter is not a domi1ant theme of life -

..-..
P . .
& I

in our society. ‘Most people simply have-never had opportunities .=4 ;
to develop adequate gkills ‘which enable and facilitate such involved
R ‘..,,-

’ ment. The * program'confronts this problem by beginning with exercises

in skill definition and skillxpra"tice.‘ Also Such acfivities probably

2,
“m )w:;;

K3
A

B3

a,'

5
]

;..Q . .,

Yt

EREN

.
L

e

uoffer the least threatening \ype of interpersonal activity and are the' .

: e
¢ o
least likely to raise*exceég student anxiety. This activity also >

serves to help define the goals of the program' hence, it,is th

first unf: presented. ‘-.‘ , s o Co .
1 ,J < - B ] ’ lﬁ 'ﬁ 3.

3 v o . . : o0 .' EE Y . L
2.0 '$kills are not’ enough 1f peoplevzre?frightened of each other,l -
’ e pros .

then simply teaching them ways to get closer may have limited utility. ~.

People need to be. ﬂeiped to come" faceato-face with their most feared

\. SR
interpersonal nightmares. If these can be experienced from/a position : ’

- X %
of maximum safety andfsecurity, it is possible for peoﬁle to learn i

"+ to deal with and overcome uch fears. Film simulation seems fo -.lud

offer this security by permitting people*to talk about and gradually

7

comeeto both'expe"ience and label the kinds,of stre: which ordinarily

- »

. would evoke too much anxiety to permit acknowledgedﬁnt, awareness -

- . ’ e

‘ B
and unde:Standing. Simulation engbles people to enter ﬁhat would

”
L4

Y
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) othewise De uverwhe]ming experu.nc.es ulhout being overwhelmed.

- L} Y

. A g,reat deal nf controel and mastery can come through su(_h a combination

.
L S i
. -

_of experzenc_e fql1owed by cognitive analysis. \'idootape fezedback off
one's Jreactivity to exberienced'simulated.threat seems to give people _

N _an opportunity to look at some of the most frightening of intgrpe@mi :
, \ , .

potentféis but from a secure position go that the "nightmare" can

be experienced and also examined and understood; Whenever physiological

feedback has been included the'potential for learn!ng has been furrher

_increased. As 2nxiety 1s reduced rew behaviors 5an be considered

learned and used. - ' - ‘7 " : ' "’..vﬂ"ﬂ

- . » .
. . * . .
< , . o B
. -

3:0  Meeting ir small groups with otherq‘to'dessripe,reaotions to
. L . e A : vt ™ g ’
simulated aituations ‘afforda people an opportunity’ to legrn about
. .. other people's«covert 1ifé. This not only h‘elps one to expand

his rppertoire ofcdeacriptive words and phrases for covort behaviots. .
but offers one an experience,of intimacy and sharing,with others.

'One nlso learns that others may share some of their nightmares,,
' ' thus reducing feelings of aloneness and shame.

¢ . . s -

'y v

)

"ﬁ;g,,ﬂwzn’fhzwfgn*intervieﬁer recaliiformat. one 1is encourage& fo make

-

explicit. one 8 perceptions and aspirations, thoughts and feelings .\

b : Iy

about an actuaL record;d dyadic session.' This leads to 1ncreased R

~ .

avareness of the way in which one-ftequently “puts his right hand
- '1nlhis‘1qft pocket" or frustrates the achievement of one's own
goals; “The examination of ah actual behaviorayr:::ble also gives

e ¢

» : one an £Bpottunlty to recqgnizegthe daily expression of his own

ways of {uterpersonal 4istcn)ingf Algo of benefit, the recall
. - i e ’
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_authority on his own dynamics and the best interpretet'éf*his own

- : - 4

*»
-

procéss'is in {tself a practicé of new behavibr. “One says the‘thiﬁga
he perceived or was tempted to say during the“recall process and

hears the not unpleagtyx-sounds of these statements. For instance,
) .- 9

"whaq i was really-trizhg to ask.thrnﬁghout this entire section "

" was,” 'there are-times when your behavior completely confuses me,'

but I couldn't find a good way to ask it . .\. I guess I could

‘have said it the way I just said it now . . o ) !

Again, the careful management of anxiety QLvel 1s considered R

Le—)

- a basic factor. Student and inquirer are to be along in a psycho-

logically secure position so_fhat'the student's anxieéy 1s kept

at a dLnageable level. If the inquirer 1is supporfivefand respect-
.fully'inguirés of the person about his experience, thén.the sfudent
is likely toibe free to écknowledge and own up to much of_his

covert experience. If the inquirer does his jab well, the student

has little to dgfénd against except his own perceptioh'pf himself.

. If the inquirer is supportive, the student is encouragéd to participate

in an exciting learning-byedlscovéry experience rather'xhan in a -

N R

punitive analysis of the extent to which appropriate goals weﬁe or

were not achieved. During such sessions siqﬁents begin to recognize

the uayg.in which their fears agg‘defénse; interféfé'vith their

effectiveness in everyday life. | . . Sk
 G1veg this Qupport. And all the ;bundantifeedback available from

the videotape recorder, it's intriguing to hear neophytes describe'

complexudypaﬁiésuwhich even astute supervisors haq not speculated -

that the students were awa;e'of. Truly.th& person 1g ‘the best

s

A\
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' expepiéncé. Ronchi's formulations * further clarify why the 1nquiiér‘

role works. In a sense, the inquirer is an active agent in fostering

.-

"

perceptions of personal intedtion and personal control. . .;. Periphefal

awa}enesa of the procedure as an at;eﬁbt‘by an ~atside agent to modify

behaviof'hay'p;eclgde an interpretation of personal intention. Recent =
work has provided insight into the way that external attempts to control

behavior serve to undermine what might be called 'intringic’ motivation

e

to perform the behavior in quesfiop (Lepper, Greene & Nisbett, 1971; .

Deci, 1971; 1972)." (Ronchi, 1973, pp. 7-8).
/! . L .
5.0 Skill at assisting another human being work out his own concerns,

‘assiatit;g another to'é:gplore and struégle through szoxnplexities in~
‘his own life requires skills which ﬁos; people do not "naturally"
possess. Learning and practicing the inquirér role does more than

\
make the model more efficient;,it providés people with skill at-

PR R

assisting someone to learn-by-discovery.

6.0 People ordinarily associate assertive behavior with hoatile

_..

behavior. Practicing the inquirer role helps people learn\assertive
but non-punitive, non-hostile relationship skills. It 18 here as ‘
well as‘elsewhere in the program that what might be thought of as

"{nterpersonal courage" 1s nurtured.

]. ‘. . ,.‘ - ) l'/
7.0 1 have already described the phenomenon of "feigning of clinical

naivete." If one does not have to teach people to develop s ''third
M ’ ! » Q .
ear," but rather one has primarily. to ..ree people of their femrqm::hthat they
. L. . , : ek

* Ronchi, Don. Attrit.tion theory and video playback: a social
‘psychological view, Paper presented at the American Educational
search Assaciation Annual Conver tion, New Orleans, 1973. -
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are williny rn risk labeling messafes Hhich they already

percoive, thvn the simulation films and’}ht inter»icwur recall |

oA -~

should have helped students recogni:e/éhd unde%stund and be less

. controlled jy their fears o£-others/< The response nkil1 traininp

and inquir training phases shod{; have given students specific

/ . . - L
skills vith uhich to implement'their new readiness for involvement.

i

The neyt logical step is for students to learn more about the
' 7/

" helping process. In the client recall phase of 1PR. students

8.0

lear7/;bout interpersonal communication and the nature of helping

i

di;ectlv from the client. The student & previously unverbalized ,
hunches are confirmed or denied. The student Jlearns to.recognize'
how the client's life-etyle is enacted in the here-apd-nob of his

relationshipg. Equally illuminating is'the extent to which clients

I

focus much of their energy on their here-and now interactions even

when the content of the video. recprded session had been on third =

et vt

party concerns.- That is, students learn that as clients talk withv
counselors, teachers, and others about concerns outside the‘immediate
dyadic relationship, much of their energy is focused on the ways in
which they feel about the person théy are with_end the ways they want
thevother to feel about them. | .

.
¥

It is one thing for .students to recognize and underatanu the

-

.importance of the here-and-now‘of an‘interactioh.'hut it-is-enother

L. ! b
thing for them to actually-incorporate this undérstandimg into

their behavior to learn to respond to others in new ways and

especially to risk being more direct with others in the immediacy

©
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of the interaction. The mutual recall fgk format is a powerful

learning éxperience to futti;ét. help people reduce- their fears
. \ s PSR | 3
and shorten the-interpersonal “distagging that blocks this kind

/ ’ s .
> ‘ of interaction. In this format, two péople tell the induire: what

. each of thenm wss trying to-do with the other .on the recently

recor‘dcd videotaped interview. " In the pregénce ofy the thir.d

perabn sested between them and:with the “here-and-then of the
videotape playback, peopfe are usually able to risk describing

in each other's presence, what their perceptions had geen of each

¢

other and the aspirations each had had for himself and waated of the
. other. This here-and-then situation enables two people to practice

. relating in a new way with each other. Typically, in the early

-

ninutes of the mutual recall, each par;icipant dddtesseq himself

to_the ihquirgr and talks about the other on the videotape as
"him" or "her." As the session progresses, the inquirer is uaually':

~

bypassed as each participant . finds the coursge to address the othgr' : .

directly and to tqlk%t"\ yody, and "me," our fears about each other,

\ our impressions, aspirations and strategies.

. - . . - i / .
-9.0 Typically students go through these training sessions being -

. b

clients for each other. At the end oP*the_ferieq whenever possible,

“

- students then engage in interviewef, client and mutual :goqll
se;sions with people from the actual populations they are to iﬁfluepce. ‘

For instance, teachers are videotaped {n their classroom and conduct

Y

: a'teachgt recall session,Qith a colleague as induiret. At gnothét tiﬁe,

the colleague conducts a recall session of ;he.stbdents in the cl;ssrooﬁ.

r, B

I




. . /- .‘, .
. 4 .
without the original teacher's presence. Finally, a teather 1s

- \‘\videoeaped in her classroom and a fellow teacher coadﬁcté a mutual ¢
. i . . 0 v

recall in which both’ teachet and atudents.are encouraged to deacribe
. their reactions and covert behaviors to each” other. This facilitates
) N transj?r of learning beyond the IPR semiuar and 1ah/;d/;s. ?rainees
’ are also éncouraged to use the methods in their daily work rather
- o than to think of the experience as a "one-shot" learning sequence ]

A Y ) * [}

. ’ ,
or course. For instance, medical studenta are encouraged to use

>

) ? the methods during thei; cligical experiences and té focus on both
“””W““f\:;“““*“'affeot and— cognitive‘inquiry processes “during recall*”“”"‘“” B
. | . ’u . ) _ .
T : It is difficult to identify all of the Factors resLonaible for the
apparent success of the learning program. The ‘above consttucts are
- my best approximation at this time. - \\ .
Lk
- { .
. ' f. -
. I >
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What Then? . » . ) Y

o

In what new ways can we influence the mental health of a cammunity?
b
One 18 to increase the power of the methodsi This will, require coatinued

research and development. Of particular 1nterest‘to me 1s the potential

T

of the inclusion of physiological measurements. Another way to influence

(]
the mental.healthjof our society is to disseminate the learniugs to key

Iy

populatlons and communities, particularly to classroom teachers.

.. ) ©

In college settings can Dendy s and Archer.s findings be replicated

l

_en masse1;,CanelPR.he,established~aswa_course,of—otudy«for_uhich-acadenicw+;_~~L—
- . .
credi? is- given? 1f.we teach literature and art, wbv ‘not intra- and

' interpersonal behd¥ior? Whether the technology/ theory and concepts‘

can be implemented wlth really large nunbers of people rEmnins to be

seen: I have already begun this massive effort in collaboration with‘-'
. ‘ .. . -
Professor Bruce Burke, uslng a pyramid model with the help of an '-/.

e ’ . “

' Educational Development Program all-uniyérslty grant. At the ‘time of %i
this writing, 270 undergradodtes residing in a slngle large coed

dormitory with 1200 residents have each had 40 hours'of IPR; 'The

5

experiment is belng conducted simultaneously at Antioch College under

the direction of Dr. Roy PerSons.  §

°
-

Years of evaluatlon, experimentatlon and theory revision lie aghead.
N

Thus far, the trlp has been a fasclnating one.

<

.(\‘
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