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ABSTRACT 

The purpose of this study was to gather, report and 

analyze the experiences of fourteen counselor-trainees in 

one university training program, using a variety of 

research methods over time. Bandura's observational 

learning paradigm, that individuals learn by imitating 

models, provided the structure for analyzing samples of 

audio-taped counseling sessions, as well as interviews and 

journals collected over a two-year period. 

Participant observation and content analysis were 

the principal methods used to gather and analyze data. 

Frequencies on audio-tapes were determined by external 

raters. Analysis of the interviews and journals was com

pleted by the author. 

At acquisition, participants did imitate a model's 

attending skills demonstration, and other significant 

modeling influences were related to the theoretical 

orientations of the models. When experts and participants 

were compared, experts were using all behavior categories 

except accepting statements more frequently than partici

pants. At the end of the training program, participants 

were more active than they were at a baseline observation, 

ix 



a finding consistent with previous longitudinal studies 

of maintenance of skills. 

The frequencies for each of the ten behavior 

categories, however, were variable over trials. This 

finding may be the result of variations in the behavior 

of models or of methodological problems in analyzing the 

data. 

Trainee statements about training experiences and 

norms of reference groups, collected from interviews and 

journal entries, indicate that trainees model trainer 

values and ideas as well as behaviors. Trainees described 

a developmental process during training, but conclusions 

from post-graduation employment experiences were too 

limited to analyze. 

The study's recommendations include possible 

research projects for training programs and guidelines for 

developing a supportive trainer/trainee relationship. 
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CHAPTER 1 

RATIONALE 

... I was working on a basic Assumption--that there 
was order in behavior if I could only discover 
it .... I exercised a certain Selection of Facts, 
not because of relevance to theory but because one 
fact was more orderly than another. If I engaged 
in Experimental Design at all, it was simply to 
complete or extend some evidence of order already 
observed. (Skinner, 1955, p. 369.) 

In describing his early research, Skinner suggests a 

scientist use his or her personal history as a basis for 

discovering new ideas. When individuals prepare to use their 

skills, knowledge and self-understanding to help others 

(APGA Ethical Standards, 1976), both trainers and trainees 

need a passageway between academic and personal experiences. 

A counselor-in-training responds to a complex sequence 

of events, discerned by the trainee as exhortations from 

professors, encounters with clients, and glimpses into self. 

Goldman (1976) advocates counseling research with informants 

rather than subjects--people recording their own thoughts, 

feelings, perceptions, values and experiences. Following 

individuals over time can reveal orderly principles 

(Goldman, 1977), much as a series of single-trial laboratory 

experiments leads to predictions about human behavior. 
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Purpose 

The principal purpose of this study, described above, 

is to gather, report and analyze the experiences of one group 

of counselor-trainees. A second purpose is to make use of a 

variety of research methods, including both laboratory-based 

and exploratory techniques. The third purpose is to extend 

the measurement process over time, rather than depend on 

sampling a cross-section of trainees at one observation point. 

Current reviews of training research exemplify the 

synthetic division created between advocates of narrow band 

and wide band techniques for gathering information. Cronbach 

and GIeser (1965) define narrow-band techniques as those 

measuring a single, carefully defined variable; these techniques 

yield a more dependable result on one variable but leave all 

other variables to be answered on the basis of chance. Wide

band techniques, on the other hand, are more varied, less 

reliable, but more likely to suggest the complex picture of 

experience. In other words, a radio announcer or the researcher 

chooses to transmit many messages on a wide band or slowly 

repeat one message on a narrow band. 

An advocate of narrow band research, Matarazzo (1978) 

reviews Carkhuff's (1969), Ivey and Authier's (1978) and other 

behavioral counselor training program~,criticizing the sub

jective methods used to measure counselor skill training: 
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(1) the necessary variables in current research are poorly 

defined, focusing on measurement of basic interviewing skills 

rather than more complex behaviors; (2) the measurement of 

these skills is based on ungenera1izab1e, subjective judgments 

about performance; and (3) the skills acquired are not 

correlated with client improvement. Also, most research is 

done on neophytes, often undergraduates--an easily accessible 

pool of subjects. 

Plum (1981), on the other hand, criticizes current 

research for being narrowly defined, a technology designed to 

"manipulate" others: " ... participants in skill programs may 

be led to make the unwarranted assumption that they have 

immense freedom to choose the kinds of people they are, and 

the ways they will communicate" (p. 4). He sees behavior as 

"helpful" or "harmful" in a context of experience, rather than 

evaluated ~ priori by the trainer as helpful. He fears the 

skill approaches to communication training result in ritual 

responses rather than focusing on cognitive and ethical frame

works that determine what words a person uses, with a consequent 

loss of experimentation and attention to new experiences. 

This study is designed to respond to the concerns of 

both Matarazzo and Plum. Chapters Two and Three outline 

methodology and results from narrow-band analysis of tapes 

of fourteen counselors at ten points during and following 
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training. Chapter Four describes cognitive and emotional 

responses of counselor-trainees, gathered by wide-band 

interview and journal entry methods, and focuses on more 

complex trainee experiences. Chapter Five synthesizes the 

information in the previous chapters and suggests directions 

for future research. The question of which counselor 

variables predict client change (Bergin and Lambert, 1978; 

Frank, 1979; Te1ch, 1981) is beyond the scope of this study. 

The third purpose of this study, to measure training 

experiences over time, originates in the theory of modeling 

as a method of learning or modifying behavior. In a field 

study, where all experience is available for observation, 

such a hypothesis is necessary to organize the mass of 

events (Margenau, 1958). Bandura's observational learning 

paradigm, basen on a series of discrete laboratory experi

ments, hypothesizes that individuals learn by observing 

others perform a task (1969). Rather than measuring 

modeling effects at one point at the end of training, this 

study addresses the maintenance of acquired skills over time. 

Research on imitation is summarized first in Miller 

and Dollard's Social Learning and Imitation (1941). Child

ren in laboratory experiments observed "good" and "bad" 

leaders: "good leaders were reinforced by the experimenter 

for their behavior; "bad" ones were not. Children imitated 

"good" leaders and ignored "bad" leaders. 
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In one study, Chittenden (1942) showed aggressive 

children that dolls behaving cooperatively are rewarded and 

those behaving aggressively are not. This exposure was fol

lowed by two observations of the children's behavior in a 

nursery school setting, one immediately after exposure and the 

second a month later. When these observations were compared to 

baseline measures, the frequency of cooperative strategies had 

increased. 

The process of imitation is more complex, however, than 

Miller and Dollard described. Children retain what they 

observe and imitate models at a later time, whether or not 

practice and direct reinforcement occurs at the time of 

observation. Kanfer and Marston (1963) concluded that 

vicarious reinforcement facilitated learning and direct re

inforcement showed no additional effects. 

In his review article of imitation research, Flanders 

(1968) summarized a number of variables which affect the 

strength of modeling: status of the toodel; nurturance; sex; 

degree of realism; and the affective relationship between model 

and observer. Mischel (1973) " extends the list of variables to 

include contingency rules and self-imposed criteria. Reward, 

either direct or vicarious, interacts with the observer's 

expectancies. 

Bandura (1969) summarizes modeling effects as the 

result of both behavioral observation and verbal instructions. 
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In order to generalize from one setting to another, the 

subject needs to practice and identify significant elements 

that are transferable from one setting to another. Bandura 

(1977) calls this interaction between behavior and cognition 

the process of abstract modeling or rule formation. Laboratory 

experiments (Bandura and McDonald, 1963; Bandura and Per1off, 

1967) indicate that subjects compare experience to internal rules 

or moral codes, as well as use internal reinforcement schedules 

to monitor their own performance (Bandura and Mischel, 1965). 

Symbolic coding, cognitive organization and rehearsal facilitate 

the subject's retrieval and reproduction of observed behavior 

(Bandura, 1965). 

When students in a counselor-training program observe 

"expert" counselors, any or all of the above variables may 

affect how they imitate models. The expert may be accepted or 

rejected because of student experience with previous models, 

expected reinforcement from other students for imitating the 

model, attention to a specific behavior of the expert rather 

than to the entire sequence of observed behaviors, or any num

ber of other variables. 

Bandura's paradigm is implied in much of the present 

research on counselor training. Bellucci (1972) sees the 

counselor-educator as both model and reinforcer. Bourdon (1969) 

encourages a counselor to examine imitation as a significant 
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factor in any therapeutic relationship. The body of research 

initiated by Ivey et a1. (1968) operationa1izes Bandura's 

laboratory experiments by teaching specific skills to 

counselor-trainees who view video models and then imitate the 

models' behavior. Attending skills such as open questions, 

minimal encouragers, paraphrases, reflections and expression 

of feeling are observed one at a time, followed by expert 

evaluation of student performance at the end of training. 

(Research on skill training will be reviewed more extensively 

in Chapter Three.) 

The present study extends the simulated laboratory 

experiments of modeling, thereby assessing the external as 

well as internal validity of Bandura's theory (Goldman, 1976): 

do trainees in fact continue to practice observed expert 

behaviors in sessions with other trainees and in practicum 

sessions with clients in the community? 

The abstract rules trainees rely on during and after 

graduation are extracted from interviews and journals and 

summarized in Chapter Four. Research on trainee cognitions 

is fragmentary when compared to research on imitation of 

expert behavior. Chapter Four contains references to related 

studies and suggests a framework for further observation of 

trainee rule formation. 



8 

Research Questions 

The three purposes of this study--to observe one group 

of trainees, to use a variety of observational methods, and to 

measure change over time--have been transformed by the author 

into the following research questions: 

1. What differences in trainee verbal behaviors 

are significantly maintained over nine trials 

during training and at a six-month follow-up 

trial? 

2. What differences between expert and trainee 

behaviors are significant at acquisition? 

3. What rules or abstract modeling processes do 

trainees report? 

4. What developmental processes do trainees report 

during training? 

5. What occupational experiences do trainees report 

after graduation? 

The first three questions relate directly to measure

ment of modeling effects, both in observed behavior and trainee 

self-report of cognitive processes. Questions four and five 

address in a more general way the changes trainees report 

during and following graduation from one training program. The 

methodology outlined in Chapter Two applies to all of the 

above questions. 



CHAPTER 2 

OVERVIEW OF METHOD 

Individual lives moving forward normally amid 
natural circumstances have received almost no 
systematic study .... The material best suited 
to fill the gap in present knowledge is the 
study of lives in progress. (White, 196~2-3.) 

Goldman (1976) advocates an open and collaborative 

relationship between researcher and participant so that the 

researcher's role is public and the participant is not an 

object to be manipulated. A study of lives in progress 

(White, 1966) requires a high degree of cooperation between 

the two. Information about the training program, the partici

pants and the experimenter in this study follow. 

Population and Program Description 

Fourteen full-time students enrolled at the University 

of Arizona in the fall of 1979 volunteered to participate in 

this study. Wherever possible, the participants are compared 

to the total group of nineteen full-time enrollees. Demographic 

information, baseline observations and follow-up interviews 

will be presented for both the total group and participants. 

Table 1 compares demographic information for these two groups 

with information collected in a follow-up survey of 1972 and 

9 
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1975 graduates. The total group and the participants are 

similar; the ratio of ma1e-to-fema1e students and areas of 

specialization in 1979 differ from the percentages in 1972/1975. 

The ethnic background of the two groups is Caucasian, 

and conclusions about cross-cultural training experiences are 

outside the scope of this study. 

Courses in the University of Arizona's Counseling and 

Guidance Department, housed in the College of Education, are 

taught by ten full-time faculty, eight male and two female. 

Of the ten faculty, three identify themselves with the 

Adlerian model of family and school counseling, two with 

gestalt therapy and three with behavioral counseling. All 

faculty are advisors for master's students. 

The core courses which form the basis for evaluation 

of student skills include fundamentals of counseling, ap

praisal of the individual, the counseling process and practicum. 

The fundamentals and process courses present demonstrations of 

counseling theories and require students to submit audio-tapes 

of counseling sessions for evaluation. The fundamentals class 

requires students to practice and identify specific following 

or attending skills (paraphrase, reflection, open questions) 

and goal-setting statements. The appraisal class typically 

focuses on journal writing and group exercises to facilitate 

evaluation. Practicum, depending on the focus of the supervisor, 
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Table 1. Demographic Information about Population 

Sex 
--Male 

Age 

Female 

20 - 30 
30 - 40 
40 and above 

Enrollees, 
Fall, 1979 

(N = 19) 

37%** 
63% 

63% 
32% 

5% 

Previous Work Experience 
Full-time degree program 

(BA or MA) 42% 
Teaching/counseling in 

schools 26% 
Other employment 32% 

Semesters to Graduation 
Two 
Three 
Four 
Changed to part-time 
Dropped out of program 

Area of Specialization 
Elementary counseling 
Secondary counseling 
Community/agency 
Student/personnel 
Family/agency 
Undeclared 

5% 
47% 
26% 
11% 
ll'ro 

11% 
5'ro 

41% 
11% 
21% 
11% 

Partici
pants 
(N = 14) 

29% 
71% 

57% 
36% 

7% 

36% 

28% 
36% 

7% 
43% 
36% 

7% 
7% 

14% 
7% 

44% 
7% 

21% 
7% 

Follow-up 
Survey * 

(N = 79) 

48% 
52% 

61% 
25% 
14% 

Average 
Completion 
rate, 
2.2 years 

32% 
16% 
28% 
14% 
10% 

* The information in a follow-up survey of 1972 and 1975 
graduates was collected by a mailed questionnaire. The 
response was 45% of all graduates. Information on previous work 
experience and the number of students who changed to part-time 
status or dropped out was not available. (Newlon, 1978) 

** Percentages are presented to facilitate comparisons 
between groups, even though the sample size of each group is 
less than 100. 
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emphasizes analysis of individual counseling sessions or 

workshops about typical client problems. 

The author, a doctoral student in the counseling pro

gram, was in residence during the two-and-one-ha1f years of 

observation and during the second year received an assistant

ship to counsel students in the master's program. Partici

pants in this study were not identified publicly; sometimes 

information was transmitted in a hall outside a classroom, 

sometimes through a mailbox in the department office or over 

the telephone. 

In an initial interview, participants stated several 

reasons for volunteering for this study (the percentage of 

total responses is indicated to the left of each reason): 

12% Want an opportunity to improve training; 

20% Need to understand what happens to me during 
training; 

9% Want to help future trainees; 

12% Want the experience of being in a research 
project; 

20% Already planned to write about my experiences; 

12% Want to go on to a doctoral program and do a 
research project myself; hope to learn about 
how to conduct research here; 

15% Would want other people to volunteer if I did 
a study. 

All participants agreed to on-going contact with the 

experimenter. 
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Participant Observation Over Time 

The presence of an experimenter changes the environ

ment (Webb et al., 1966). Friedman (1967) reviewed tapes of 

laboratory experiments where experimenter behavior was sup

posedly standardized and found subject responses varied with 

the length of mutual glance between experimenter and subject. 

He recommends that experimenters acknowledge the role of social 

interaction in experiments and use participant observation to 

minimize the artificial or reactive element in research 

(Campbell and Stanley, 1963). Becker and Geer (1969) suggest 

the participant observer has access to the context of experience 

and is therefore able to revise theory to fit the phenomena 

observed. White (1966) argues that this on-going contact 

between experimenter and subject provides information about how 

subjects integrate experience and give direction to their lives. 

Gold (1969) sees the dual roles of participant and 

observer as a balance between the objectivity of a researcher 

and the involvement of a participant in human interactions. 

A researcher at either of the extreme ends of this continuum 

is less functional, either becoming too distant and therefore 

superficial or too directly involved and therefore unable to 

evaluate experience. If participant observation is indeed a 

productive alternative, controls over data collection and 

analysis are necessary. 
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Information Provided to Participants 

Webb et al. (1966) suggest that the observer should 

interact as little as possible with subjects, even if 

"entrapment" of subjects is necessary. Festinger, Riecken 

and Schachter (1956), for example, studied a religious sect 

by posing as members of the group. This pretense allowed the 

observers to view experience without publicly altering behavior 

of the subjects. In order to continue to play the role of 

members, however, the observers had to state opinions which 

confopmed to the group, make decisions within the group, and 

represent the group to outsiders. In contract, Coles (1967) 

introduced himself to black Southern families and asked 

permission to interview their children over an eight-year 

period. He believed that gaining the trust of the families 

was crucial to data gathering. 

Following Cole's example, the author made a formal 

agreement with the fourteen participants (see documents in 

Appendix A). The participants agreed to give the author 

tapes of counseling sessions presented for supervision, as 

well as share experiences in interviews and journals. The 

author in turn agreed to listen to and read what was sub

mitted and to protect the identity of the volunteers. 

On two occasions participant and researcher turned 

off the tape recorder and looked for alternative solutions 
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to a problem of the participant. Three of the participants 

reported the researcher was a model for them; at one time 

or another all participants asked the author for information 

about the department and the counseling profession. A number 

reported that they thought about what they said or wrote to 

the author and as a result took some action. The author, 

however, had no formal supervisory relationship with the 

volunteers nor any opportunity to determine grades or 

competency of participants. 

The paradigm and specific behaviors to be coded were 

not known to participants. They agreed to describe their 

experiences without knowledge of the research questions. 

Controlling the Variables 

In addition to controlling the amount of information 

provided to participants about the research study, the 

experimenter must also control what behaviors or variables 

are measured over time. The observer must look at the same 

behavior, continue to observe how the individual walks, 

rather than switch to observing how the individual runs. 

Kagan and Moss (1962), for example, interviewed families of 

89 children during the period from birth to early adulthood. 

Correlations between child and adult behaviors were reported 

on a number of measures, including aggression, achievement and 



fear of physical harm. The same variables were measured 

throughout. 
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The author divided variables for the present study in

to two categories--ski11s and cognitions. Counseling skills 

were measured by dividing counselor behaviors into ten 

categories, adapted from Ivey and Authier's system (1978). 

Cognitions about training were categorized into a card-sort 

of seventeen topics developed by the author. These lists of 

variables are included in Appendices Band C and were not 

modified during the study. 

Analysis of Data 

White (1966) used a group of interviewers in his 

study of adults, depending on consensus to validate Freudian 

interpretations of their subjects. Kagan and Moss (1962) used 

different interviewers at different points in tim~, so that 

interviewers were blind to any changes in individuals. In 

both cases, interrater reliability is the basis for guar

anteeing objectivity. 

In the present study, coders blind to the research 

questions counted behavior frequencies on audio tapes. The 

coders were changed during the study, with new coders trained 

each semester, so that no one coder followed a participant 

throughout training. The analysis of cognitive statements in 



interviews and journals was completed by the author and is 

presented in Chapter Four, separately from quantitative 

results. The analysis of both behavior and cognitions are 

interpretations derived from the content of the tapes, 

interviews and journals. 

Content Analysis 

17 

Content analysis is useful for studying verbal com

munication patterns and can yield both qualitative and 

quantitative information (Ho1sti, 1968). Data can be 

gathered with or without the experimenter present and analyzed 

by coders blind to the hypotheses under study or by the 

experimenter. 

Qualitative analysis, called semantic analysis by 

Lasswell, Leites and Associates (1949), takes into account the 

observer's analysis of meaning. Since different coders might 

attribute different meanings to the same verbal statement, 

validity depends on careful explication of the steps used to 

identify meaning. Schultz (1958) suggests a series of 

dichotomous decisions increases accuracy in qualitative 

analysis. 

Quantitative analysis is appropriate for high frequency 

responses (Ho1sti, 1968), and assumes that nominal measurement 

of frequencies can be sorted into exhaustive, mutually 
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exclusive categories. Reliability depends on samples being 

consistent in length, scope and environmental context (Janis, 

Fadner and Janowitz, 1943). Measurement of reliability is 

based on comparing frequency counts of two or more coders. 

Romanczyk et al. (1973) found that observers were more 

reliable when they were told reliability was being assessed. 

Holsti (1968) emphasizes that the distinction between 

qualitative and qu~ntitative analyses is largely artificial, 

that any identification of categories can only reduce rather 

than eliminate ambiguity. In this study, a more behavioral, 

less interpretive method is used to analyze tapes of 

counseling sessions: the author developed mutually exclusive 

categories, trained coders by a standardized procedure, and 

made reliability checks at the end of training and during 

coding. Some difficulties encountered in the coding process 

are outlined in Chapter Three. 

The analysis of interviews and journals was more 

subjective, depending on the author's sorting of trainee 

verbal statements into exploratory category systems as the 

data was collected. Standardization depended on using the 

same seventeen response categories in interviews and journals 

and the same open-ended probes in interviews. 

Matarazzo's conclusion (1978) that any ratings by 

coders are qualitative is an over-simplification of content 
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analysis. Whatever the measurement tools for counse1or

training research should be, presently supervisors make 

judgments about trainee performance based on a continuum of 

more or less subjective criteria, and research methodology 

reflects that reality. 

Summary of Chapters One and Two 

1. The purpose of this study is to gather, report and 

analyze experiences of one group of counselor trainees. 

2. The hypothesis that observing expert models affects 

trainee behavior and cognitions is tested. 

3. Methodology includes both laboratory and fie1d

based techniques, primarily participant observation and 

content analysis. 

4. The external validity of modeling experiences is 

evaluated over time and in a variety of settings. 

5. Other trainee cognitions are summarized from 

interviews and journal entries. 



CHAPTER 3 

ANALYSIS OF SPECIFIC COUNSELOR SKILLS 

I am still much more wrapped up in what is 
going on inside me than in attending to and 
following the other person. It's difficult 
to follow when the client talks on and on 
and I'm anxious about what questions I should 
ask next. In two to four years, maybe sooner, 
this stage will be behind me, but I wish that 
it would happen fast! There's a lot more to 
this than caring about someone. (A student 
in the first semester of training.) 

The student quoted above is learning through practice 

and self-observation. Implied are definitions of appropriate 

and inappropriate behavior: attending is good and being 

anxious about what to do next is bad. These rules 

(Bandura, 1977) are developed over time and through inte-

gration of training experiences with interpersonal skills 

previously acquired. The research outlined in Chapter One 

suggests that imitation of models is one significant training 

experience. The following research questions were designed 

by the author to test that hypothesis: 

1. What differences in trainee verbal behaviors 

are significantly maintained over nine trials 

during training and at a six-month follow-up 

trial? 
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2. What differences between expert and trainee 

behavior are significant at acquisition? 

3. What rules or abstract modeling processes do 

trainees report? 

In order to implement these questions, previous 

research on modeling in counselor-training programs is 

reviewed below. 

Related Research 

Operational Definitions of Counselor Skills 
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Several authors have attempted to classify counselor 

skills, a necessary prerequisite for content analysis of 

trainee and expert performance. One area of research at

tempts to identify competencies (Bergland and Quatrano, 

1973; Bernstein and Lecomte, 1976; Weitz, Anchor and Percy, 

1976). Menne (1975), for example, asked experienced 

counselors to rate the importance of such competencies as 

professional ethics, self-awareness, testing skills and 

vocational guidance. Although the subdivisions are con

ceptually useful, coding skills under these categories would 

require a high degree of subjectivity. 

While still not reaching the goal of sign rather 

than semantic analysis of content (see discussion in 

Chapter Two), several researchers have identified more 
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specific counselor skills. As an outgrowth of Carl Rogers' 

research on nondirective counseling, Robinson (1955) 

developed a system to evaluate counselor responses. 

Hoffman (1959) analyzed 165 interviews with 46 clients at 

five universities. Goodman and Dooley (1976) reviewed a 

. number of category systems and grouped behaviors into six 

"intentions. " Spooner and Stone (1977) and Hill, Charles 

and Reed (1981) base each of their longitudinal studies on 

different category systems. Ivey et a1. (1968) and Ivey and 

Authier (1978) have completed a number of micro-training 

programs in order to develop a taxonomy of attending and 

influencing skills. Table 2 summarizes these category 

systems with the similar categories placed a.t the top of 

each column. 

The four common e1ements--information gathering or 

questioning, reflection, information giving, and minimal 

encouragers--1ike1y represent similar constructs across 

taxonomies, although a specific behavior coded as reflective 

under one system, for example, might be coded as paraphrasing 

under another (Matarazzo, 1978). The presence of the 

experimenter's judgment is obvious in comparing the various 

systems. 



Table 2. Categories for Measuring Counselor Skills 

Goodman & Spooner & 
Hoffman Dooley Stone Ivey et al. 
(1959) (1975) (1977) (1978) 

Information Questions. Probe. Closed 
gathering; and open 

(/) 
requesting questions. 

QI elaboration 
• ..! 
~ Reflection. Reflection. Reflection/ Reflection 0 
bO restatement. of feeling. QI 
"-' 
ttl 
u 
~ Information Advisement. Information Expression 
ttl giving. giving. of content. 

r-f 
• ..! 
S Supporting/ Minimal Minimal • ..! 

U) participa- verbal encouragers. 
tion. responses. 

(/) Friendly Silence, Goal setting, Paraphrase, 
QI 

• ..! discussion, Disclosure. Confrontation, Sunnnarization, 
~ Structuring, Interpreta- Directions, 0 
bO Listening, tion/sunnnary, Expression of 
QI 
"-' Tutoring, Structuring feeling, 
ttl Diagnosing, statements, Influencing u 

g Rejecting, Self- sunnnary, 
Unclassified. disclosure. Interpretation, 

~ Focus 
I.!-I dimensions. 
• ..! 
~ 

Hill, Darlene 
& Reed 
(1981) 

Open, closed 
questions. 

Complex 
responses, 
reflection. 

Directives. 

Minimal 
encouragers, 
silence. 

Strange bed-
fellows 
(nonverbal 
referents, 
self-
disclosure). 

N 
UJ 
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Studies of Experts and Trainees 

Behaviors of Experienced Models. Once the decision 

about how to categorize behaviors is made by the experimenter, 

the next step in comparing expert and trainee behaviors is 

to analyze sample counseling sessions of each. This process 

establishes that the categories are appropriate for what is 

being observed. 

Zimmer and Cowles (1972) used a Fo~tran program to 

count total number of words and sentences, self-references 

and emotional words on three films of Rogers, Perls and 

Ellis, respectively (Shostrum, .1966). Reporting percentages 

of total behaviors, Zimmer and Cowles found Perls used more 

nonverbal referents and confrontations, Rogers used more 

minimal encouragers. and reflection, and Ellis more informa

tion giving and direct guidance. 

Zimmer and Pepyne (1971) used principal components 

analysis on the same films and found similarity in styles 

between Ellis and Perls and significant differences on five 

of six factors between Rogers and Perls. Hill, Thames and 

Rarden (1979) analyzed the films according to the Hill 

Verbal Response Category System (Hill, 1978). All three 

experts used information giving, minimal encouragers, 

interpretation and information. The distinctions were 

similar to the results in the Zimmer and Cowles study, 

with Ellis identified as the most active of the three. 
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Using audio tapes from eighteen therapists, in

cluding psychoanalytically oriented, gestalt and behavioral 

therapists, Brunink and Schroeder (1979) found gestalt 

therapists most dissimilar from the other two orientations. 

Based on mean percentage scores, gestalt therapists were 

reported using significantly more direct guidance and 

therapist self-disclosure. Also, Ivey and Authier (1978) 

make suggestions about how counselor behavior and theory 

interacts, referring to published interviews by Rogers, 

Patterson, Perls, Grinder and Bandler and others. 

While all of the above studies suggest there are 

differences between individual expert models, only the 

analysis of the Rogers, Perls and Ellis tapes are com

parable across studies. Even this comparison, however, is 

difficult, since each study used a different set of 

categories to analyze behavior. 

None of these studies measures the experts that 

trainees are actually imitating. Category systems which 

measure trainee behavior after the presentation of expert 

models is therefore a more relevant research area. Expert 

samples are assumed in these studies to be the criteria 

against which to measure trainee performance. 

Measurement of Modeling Effects at Acquisition. 

Several studies in simulated laboratory environments compare 



26 

effects of modeling with other methods of instruction. 

Payne, Weiss and Kapp (1972) found audio-modeling and 

didactic presentations equally effective in teaching 

empathetic responses. Kuna (1975) found modeling did not 

increase the frequency of trainee restatements when compared 

to didactic presentations alone. Gorma11y (1975) found 

trainees were reinforced for making different responses when 

exposed to skills training and to encounter groups (empathe

tic responses in the former and questions and self-disclosure 

in the latter). 

Another group of studies measures effects of model 

status and behavior on imitation by trainees. Marlatt 

et a1. (1970) found a model's receiving neutral feedback 

from a third person was more effective in increasing 

trainee problem statements than negative or no feedback 

conditions. Also, imitation increased with the use of a 

facilitation model (Dowling and Frantz, 1975), a reportedly 

more expert model (Doster and McAllister, 1973), a longer 

exposure to the model (McGuire, Thelen and Amo1sch, 1975), 

exposure to multiple rather than a single model (Kurpius, 

Froeh1e and Robinson, 1980), and practice after exposure to 

a model (O'Toole, 1979). 

Apparently modeling has some effect at acquisition 

in sim~lated counseling sessions, although differences in 
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procedure and measurement of behaviors made such a con

clusion problematic. Each of the above studies is based on 

a one-time measurement of modeling effects at the end of a 

brief training period. 

Maintenance of Trainee Behavior Over Time. Three 

studies completed in the last five years have followed 

specified groups of trainees throughout training and, in 

one study, three to six months beyond graduation. Each of 

these is more similar in scope to the present study than the 

research outlined above. Only the study by Pope et a1. 

(1976), however, attempts to compare experts and trainees. 

Pope et a1. used Carkhuff's facilitative conditions (1969) 

to compare "professional" with "novice" undergraduate inter

viewers. Analysis of the dependent variable, written evalua

tions by volunteer clients, indicated that student 

interviewers were rated significantly higher than pro

fessionals on warmth and genuineness over the three trials. 

Spooner and Stone (1977) measured counselor-trainee 

performance during training and three to six months after 

graduation. The analysis of interaction between sex of 

trainee and ten skill ca~egories indicated males made a 

significantly larger number of total responses. Confronta

tion and goal-setting were used with decreasing frequency 

by both sexes, and the use of probes increased. All 



categories were used by all subjects, interpreted by the 

researchers as evidence that training in specific skills 

does occur. 
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Hill, Charles and Reed (1981), in measuring change 

in the skills of doctoral students, found the student's 

experience level when ent~ring the program did not interact 

with changes over time. Students increased their use of 

minimal encouragers and decreased the use of questions. In 

post-graduation interviews, students reported changes in 

what the authors call "higher order" skills which were not 

included in the Hill Counselor Verbal Response Category 

System (Hill, 1978). 

The methodology of these three studies is compared 

in Table 3. Only Spooner and Stone's subjects are at a 

comparable level of training to participants in the present 

study. Clients in all three studies were recruited for the 

research project, while clients in the present study were 

participating in on-going counseling sessions submitted for 

faculty supervision. 

The larger number of trials in the present study 

were collected at regular interva1s--at the beginning, 

middle and end of each of three semesters--and at six 

months following graduation. Only those participants who 

were employed as counselors were included in the follow-up 

, 



Table 3. 

Study 

Pope. 
lb:ller. 
Norden. 
!t:Gee 
(1976) 

Spooner am 
Stone 
(1977) 

Hill, 
Q\arles am 
Reed 
(1981) 

Similarities and Differences in Methodology of Longitudinal Studies 

-_._ ... _-

tbIDer of lalgth of tbIDer of Reliability Method of 
Subjects Clients Trials Each Trial Raters Measures Analysis 

B.A.-level mental Fena.le college 3 At least 15 min., Post-interview None. Analysis of varience 
health workers. fresbnan Ckle in fall of no more than 45 ratings by for repeated 
(N - 19) volunteers. each year for minutes. clients on 10- measures with t-tests 
Professional inter- three years. point scale. for correlated am 
viewers for first independent data. 
trial. (N - 12) 

Navice students in Recruited 3 At least 30 min. 3 raters r=~ 'l\io-way analyses of 
graduate counselor clients, Each of pre- Time determined coded -pe varience on arc 
~program. initial practicun, by tltIIDer of transcripts .85 at end sine transfm:med 
(N = 14) session, real practicun, 3-9 feet of audio- independently. of training, data. Newmn-Keuls 

concerns. IIDIths after tape. .80 during test of significance 
graduation . rating. between trials. 

Spearmm's 
rho to check 
reliability 
of individual. 
categories . 

Doctoral students Volunteer 6 10-15 minute 2 raters 80'7. agreement 2 x 3 repeated 
in counseling tnfergraduates 'lWo sessions sessions. divided tapes at end of measures analysis of 
psyclv:>logy . asked to talk scheduled into response training. varience. 
(N - 13) about personal during middle units for 

problems. of fall transcripts . !ir: for 
Received course sanester each 3 raters a1 pairs of 
credit for of 3 years; rated tran- judges during 
participation. each year's scripts in- coding = 

pair of ses- dependently, .72, .76, 
sions averaged. discussed dis- .88. 

crepancies and (M = .79) 
averaged 
ratings. 

- ,-- '" \0 
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trial. Coding of trainee behaviors was conducted through

out the research project by nine different pairs of coders, 

a total of eleven raters in all. 

All of the above distinctions from previous 

longitudinal studies suggest that this research design is 

a field study--1ess controlled than laboratory simulations 

and at the same time a closer approximation to the natural 

environment. 

Method 

Participants 

Volunteers were fourteen'of the nineteen full-time 

master's students who entered the counseling and guidance 

program at the University of Arizona in the fall of 1979. 

Two volunteers and two non-volunteers changed to part-time 

status or dropped out of the program during the first 

semester, leaving a total of twelve participants. Six 

graduated in three semester, six in four, and four were 

employed as full-time counselors six months after gradua

tion. (Table 1 in Chapter Two summarizes demographic 

information.) A one-way analyses of variance indicated 

the total group of enrollees and participants in this 

study were not different groups when comparing baseline 

tapes of each. Clients during the first two semesters 

(the first six trials) were typically other students in the 

fundamentals and process classes. In most cases, the two 
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students traded roles and were both counselor and client. 

In all cases, students were encouraged to focus on "real" 

concerns rather than role playa client. During practicum 

and the six-month follow-up (the last four trials), clients 

were individuals requesting counseling services at the 

university or another counseling placement in Tucson. All 

clients gave permission for taping and understood tapes 

would be turned in to a faculty member for supervision. 

Instrument 

Audio-tapes of counseling sessions were collected 

during a pilot study in spring, 1979. Using Ivey and 

Authier's taxonomy (1978) as a guide, the author developed 

ten categories, including the four common response classes 

represented in Table 2. This system was further modified 

during training of the first of four groups of coders. The 

definitions and examples presented to the four groups of 

coders is included in Table 4. The coders, rather than a 

tape transcriber, determined the total number of units of 

behavior, using the series of dichotomous decisions outlined 

in Appendix B. 

Interrater reliability was computed at the end of 

training using the reliability program in the Statistical 

Package for the Social Sciences (Nie and Hull, 1975). The 

alpha, when every coder was compared to every other, ranged 
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Table 4. Definitions of Categories and Examples 

1. Open question: A request for information which allows 
for a variety of possible responses. 
Counselor: "What's your relationship with you 

husband like?" 

2. Closed *uestion: A request for information which requires 
dic otomous (yes/no) response. Begins with "do," "is," 
"are." 
Counselor: "Are you willing to talk about this area?" 

3. Restatement: A counselor response which repeats the 
client's words. 

4. 

Client: "I'm going to tell her Tuesday." 
Counselor: "You're going to tell her Tuesday." 

parathrase: A response which gives back the content of 
c ient statements. 
Client: "I'm going to tell her Tuesday." 
Counselor: "The most important decision for you is to 

tell her when you see her." 

5. Reflection: A paraphrase which includes a word describing 
a client's feeling, either a present emotional state 
or feelings experienced outside the counseling session. 
Client: "I see the test as a challenge, not a threat." 
Counselor: "You feel proud and happy when you finish 

and leave the testing room." 

6. Interpretation: A summary of the client's statements, a 
synthesis which also includes the counselor's hunches, 
theory or experience. 
Counselor: "I'm guessing that you tell yourself you 

are responsible for what she does." 

7. Knowledge: Transfer of factual information from the 
counselor to the client. 
Client: 
Counselor: 

"What should I do next?" 
"You need twelve more credits to graduate. 
I know a good: referral source for you." 
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Table 4. Continued. 

8. Goal Setting: Statements or questions from the counselor 
designed to structure the counseling session or set 
a counseling goal. Most of the time includes a 
behavior for the client to try, either in or outside 
the counseling session. 
Counselor: "How do you want the situation to be?" 
Counselor: "How will you know when you have what 

you want?" 
Counselor: "Are you willing to talk to your father?" 
Counselor: "What would you like to concentrate on 

today?" 

9. Self-disclosure: Focus on counselor. Counselor uses "I" 
statements and describes own life experiences; 
sharing personal feelings. 
Client: "When I was sixteen, I was arrested for 

shoplifting." 
Counselor: "I know what that hassle is like." 

10. Accepting: Any phrase or statement of support by the 
counselor for the client, including minimal verbal 
responses. 
Counselor: "I like you." 

"I like what you're doing for yourself." 
"Go on." 
"And ... ?" 
"Uh huh." 

11. Other: Inaudible responses. 
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from .87 to .99 for the three training tapes. The mean 

interrater correlation coefficient ranged from .84 to .97. 

The intrarater coefficient, when the four groups of coders 

were compared, ranged from .92 to .97. 

Procedure 

Audio-tapes of experts were collected during demon

strations in core classes by a student not participating in 

this study. Demonstrations are labeled by the counseling 

model the expert was i11ustrating--attending or micro

counseling, Adlerian, behavioral and gestalt models. Audio

tapes of the participants' counseling sessions were collected 

at nine points during training--at the beginning, middle and 

end of each three semesters--and at a tenth point six months 

after graduation. Seven of the total 157 tapes from 

participants were inaudible. Three participants completed 

practicums with supervisors who did not require audio-tapes 

and were omitted from trials 7 through 9. Seven of the 

twelve participants were not employed as counselors six 

months after graduation and did not complete trial 10. The 

length of tapes varied from 10 to 15 minutes the first 

semester of training to 45 to 60 minutes during practicum 

and follow-up. After the total length of each tape was 

determined, the second five-minute segment from each 
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fifteen minutes was re-recorded. A spot check of three 

randomly selected tapes indicated that coding five-minute 

segments was generally representative of coding tapes of 

whole sessions. The correlation coefficient between mean 

frequencies for each behavior on segments and entire tapes 

was .91. The criteria for including a tape in this 

analysis was that the tape had been submitted for super

vision. Sessions therefore were not necessarily equivalent 

. in length of session or counselor-client relationship. 

All coders (five male and three female) were post

master's level students who received six hours of training, 

three hours as a group and three hours in coding tapes 

without comparing frequency counts (Lambert, Dejulio and 

Stein, 1978). Each tape segment was coded by one pair of 

coders who did not compare results. Reliability was com

puted at three points during coding of segments, using the 

OMNITAB program for reliability (Knief, 1973), and coders 

understood all frequency counts were being tested for 

reliability. Retraining was initiated when reliability 

fell below .85. 

At the end of the study, interrater reliability, 

when all behavior categories were combined, ranged from 

.82 to .97, using the SPSS program (Nie and Hull, 1975). 

Ninty percent of the observations coded by two raters were 



within one point of each other. For example, Coder A 

counted four paraphrases on segment 10, and Coder B coded 

three paraphrases on the same tape. 
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In addition to the coding of trainee behaviors, 

interviews were conducted during the third month of each 

semester by the author or another doctoral student. Statements 

about expert models were assembled and categoried according 

to the participants' positive and negative observations of 

expert behaviors. Abstract rules about imitating models 

were generalized by the author from these students. 

Results 

Changes in Mean Frequencies of 

Counselor Verbal Responses Over Time 

Open questions, closed questions, paraphrases, and 

accepting statements occurred in more than 90 percent of the 

tape segments; other behaviors, in 60 percent. Frequency 

scattergrams of each participant's responses indicated a large 

number of zero and one frequencies, likely an artifact of 

coding five-minute tape segments. Group means over trials 

represented a wide range of response frequencies and a tendency 

toward a normal distribution (Kerlinger, 1973). 

Pearson product-moment correlation coefficients 

varied when pairs of coders were compared for each behavior 



Table 5. Pearson Product Homent Correlation Co
efficients for Each Behavior Category 

Mean Range 

Open Questions .91 .86 - .96 

Closed Questions .86 .77 - .95 

Restatement .62 .36 - .88 

Paraphrase .78 .42 - .91 

Reflection .78 .65 .95 

Interpretation .49 .17 - .68 

Knowledge .93 .89 - .97 

Goal Setting .90 .81 - .98 

Self-Disclosure .60 .27 - .90 

Accepting .94 .83 - .98 
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category. The higher frequency categories (open and closed 

questions, goal-setting and accepting statements) also main

tained higher correlation coefficients across all pairs of 

coders. Table 5 includes mean interrater coefficients and 

the range for coefficients across pairs for each category. 

Coefficients for the restatement and knowledge categories 

were too infrequent to be computed on seven of the ten trials. 

Table 6 presents significant changes between base

line and the end of training and follow-up trials. Closed 

questions, paraphrases, knowledge, goal setting and se1f

disclosure increased over the training period. Increases 

in paraphrases, knowledge and goal-setting categories were 

maintained at the follow-up trial. Significant changes 

between Trials 3 and 9 (the end of the first semester com

pared to the end of practicum) occurred in closed questions, 

restatement, reflections and self-disclosure. All signifi

cant changes reflect increases in incidence of observations. 

Figure 1 pictures changes in attending responses 

over time; Figure 2, influencing responses (Ivey and 

Authier, 1978). Each mean frequency is scaled on a 1 - 18 

point scale with 1-point intervals. All ten behavior 

categories occurred at baseline (Trial 1), collected during 

the first week of training. The largest number of increases 

in attending behaviors occurred between Trials 1 and 2. 
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Table 6. Significant Changes in Group Means Between Trials 

TRIAlS 

Baseline to Baseline to Trial 3 
CATEGORY Trial 9a Trial 10 to Trial 9 

F M SD F M SD F M SD 

Open 1.31 4.92 4.31 .45 4.92 4.31 .08 3.31 3.18 
Questions 2.91 2.93 6.70 6.53 2.91 2.93 

Closed 5.65* 5.21 3.82 1.13 5.21 3.82 15 37** 2.69 3.04 
Questions 10.41 6.03 7.90 6.71 . 10.41 6.03 

Restatement .18 .58 1.38 .59 .58 1.38 6. 72'~ .07 .19 
.83 1.03 .10 .22 .83 1.03 

Paraphrase 5.59* 1.71 2.42 
5.18"~ 

1.71 2.42 .14 5.42 3.00 
4.86 3.60 4.60 2.30 4.88 3.60 

Reflection .15 .42 .90 1.07 .42 .90 11. 52*k 2.86 2.11 
.29 .36 1.00 1.41 .29 .36 

Interpre- 1.49 1.38 1.45 18.28** 1.38 1.45 1.03 1.38 2.05 
tation 2.31 2.00 7.70 4.82 2.31 2.00 

KncM1edge 31.49*i~ 
.17 .39 4.76* .17 .39 36.38** .07 .28 

4.29 2.53 1.60 2.30 4.28 2.53 

Goal 4.05* 1.42 1.49 7.43** 1.42 1.49 .069 .77 1.47 
Setting .33 .38 5.40 4.71 .33 .38 

Self- 4.72* 1.04 1.16 1.45 1.04 1.16 9.53** .27 .56 
Disclosure 3.63 3.92 1.90 1. 75 3.63 3.92 

Accepting 2.17 6.75 6.58 2.80 6.75 6.75 .917 17.43 15.76 
11.63, 8.21 12.80 12.80 

a N = 12, Trials 1 and 3; N = 8, Trial 9; N = 5, Trial 10. 

* P ~ .05 

m~ p ~ .01 

11.63 8.20 
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Over time, accepting responses and closed questions, the two 

behaviors with the highest mean frequencies at baseline, 

occurred at a higher frequency than other behavior categories. 

Paraphrases and open questions, less variable in frequency, 

occurred consistently over all trials. Means of influencing 

responses increase after the first semester of training, 

especially closed questions and goal-setting statements. 

Comparison of Models and Participants 

Table 7 compares classroom demonstrations by experts 

with participant tapes imitating modeled behavior. All tapes 

were made during the second semester of training, within two 

weeks of the trainees' observation of expert models. With 

the exception of the accepting category, the trend across all 

comparisons was that models used each behavior category more 

frequently than participants. 

One-way analysis of variance indicated significant 

differences between experts and participants for each 

counseling model. 

Discussion 

The above results relate to two of this study's pur

poses--to gather, report and analyze the experiences of one 

group of trainees, as well as to measure the training process 

over time. The hypothesis that Bandura's research represents, 



Table 7. Significant Differences Between Experts and Participants 

<J-

] "2~ I QJ .§ QJ 

~~ 
~ I QJ 

~ QJ f .§. <J 

~.§ J <J al !! ~ 
0 

~~ 
os ...... ] I ...... 

~~ Jl ~ 
.... LJ<J 

......<J ::l~ 
8~ ~ .s~ QJ .... 

til 0 

CIJUNSELOO 
MJDEL E P E P E P E P E P E P E P E P E P 

Att~ 

F .50 .10 .34 3.43* '4.09 .33 .07 1.31 18.52** 
M a 10.00 5.62 2.00 1.38 0.00 1.23 15.00 6.27 6.00 2.07 0.00 .85 0.00 .04 3.00 .6Q 6.00 .65 
SO 5.93 1.88 2.04 4.54 1.87 1.41 .14 1.94 1.19 

Behavioral 
F 1.06 3.89* 7.92* .44 .006 .44 .14 4.35* 48.54** 
M 6.00 3.31 8.50 2.69 1.00 .08 7.50 5.42 3.00 2.86 2.50 3.54 0.00 0.00 3.00 .77 4.50 .27 
SO 5.66 3.18 9.19 3.04 1.41 .19 10.60 3.00 4.24 2.11 1.38 2.05 .08 .28 0.00 1.47 2.12 .56 

Adlerian 

F .008 .04 1.90 .12 .61 .76 9.31** .10 1.64 
M 6.15 6.50 9.15 10.59 1.50 .45 2.80 2.50 .80 .41 5.00 3.09 3.50 0.00 1.30 2.50 3.00 1.00 
SO 5.45 5.09 1.20 10.37 2.12 .79 1.13 1.19 1.13 .58 5.65 2.39 4.95 0.00 1.84 5.03 4.24 1.65 

Gestalt 
F 2.13 2.14 .02 4.61* .02 8.68* 8.33* 4.48 5.16* 
M 3.10 7.00 3.10 7.00 1.15 1.00 7.00 2.10 2.80 2.50 7.15 1.90 .80 .10 15.5 7.00 1.45 .20 
SO .71 3.62 .71 3.62 .21 1.33 5.65 2.50 1. 70 3.03 .21 2.42 .28 .32 7.28 4.64 1.20 .63 

a 1he mean far the attending JlDde1 represents the frequency of one apert's daoonstration. All other means represent the average 
of twu experts. 

* p<.05 
*k p<.Ol 

J 
<J 

fir 
u 
~ 

E P 

.81 
0.00 7.08 

7.57 

.09 
21.50 17.43 
30.41 15.76 

2.47 
2.50 19.27 
3.54 14.51 

.93 
9.80 18.10 
4.52 11.64 

+=' w 



44 

stated simply, is that individuals learn by observing the 

behavior of others. To this point, the previous research on 

modeling effects in counselor-training programs have in 

large part determined how data was gathered and presented in 

this chapter. Previous researchers have set up category 

systems in order to count frequencies of observable behavior 

of both experts and trainees. Most of this observation 

has taken place at one point in time. The studies of Spooner 

and Stone (1978) and Hill, Darlene and Reed (1981) are the 

exception. The research questions stated first in Chapter 

One are addressed below. 

Conclusions About Research Questions 

What Differences in Trainee Verbal Behaviors Are 

Maintained Over Nine Trials During Training and a Six-Month 

Follow-Up Trial? In general, Figures land 2 indicate that 

responses already frequently used by participants at baseline 

were maintained or increased in frequency over trials. The 

striking increase in accepting responses over Trials 3 through 

5 suggests participants understand that they need to be more 

active in interacting with clients and therefore rely on the 

more simple attending behaviors. The g~~oup of significant 

changes from beginning to end of training in Table 6 suggests 

participants have learned to use each behavior category more 

frequently; in other words, they have learned to be more 

active. 
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The clearest pattern of increase and decrease in 

each behavior occurs between Trials 1 and 2. Between these 

two trials, the participants had been exposed to the 

attending demonstration and were required to practice the 

skills demonstrated. All attending responses increase in 

Trial 2, and all influencing responses decrease. This result 

supports the research of Ivey et a1. (1968) and Bandura's 

laboratory experiments. The pattern, however, is not 

maintained over time. Apparently the practicum environment 

encourages participants to giv~ information and set limits 

to client-counselor interaction more frequently than to at

tend to client verbal behaviors. 

What Differences Between Model and Trainee Behaviors 

Are Significant at Acguisition? If the expert's use of a 

specific behavior is defined as the criterion for success 

(Bandura, 1969), then participants were significantly less 

expert than their models at the point of acquisition. In 

addition, the significant differences in Table 7 between 

experts and participants are logically related to the 

theoretical orientations the experts are demonstrating. 

For example, the demonstrator of attending responses 

used more paraphrases, a behavior intended to signal that the 

counselor understands what the client is saying. The 

behavioral experts used more goal-setting responses, re

statements and closed questions, useful in specifying the 
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focus of counselor and client. The gestalt experts used 

more paraphrases, knowledge statements and interpretations, 

skills designed to incorporate client information into 

counseling theory. (The significant differences in self

disclosure are not interpretable because of wide variations 

in reliability coefficients in this behavior category.) The 

significant differences between Adlerian experts and 

participants is in knowledge responses, a skill used by 

Adlerian counselors to teach democratic and cooperative 

principles. In each of these cases the expert is apparently 

using behaviors that relate to the specific counselor 

orientation. 

When the significant differences are related to 

information in Figures land 2, some additional logical 

relationships appear. The Adlerian trial includes more 

closed questions than at any other point over time, 

responses used to gather information about the family 

constellation and client life style. The gestalt trial 

includes more goal-setting statements--agreements such as 

"working on an issue in a session"--than at any previous 

trial. Also, reflections occur more frequently at 

attending, behavioral and gestalt trials than the Adlerian, 

a more cognitive orientation. Evidently the participants 
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are observing and practicing behaviors of the experts, al

though less frequently than the experts. 

What Rules or Abstract Modeling Processes Do 

Trainees Report? In analyzing interview tapes and journal 

entries from the participants, no list of specific behaviors 

could be identified to describe a perfect overall model. One 

participant saw a model's ability to put everyone at ease 

with a smile and a funny stor.y as crucial. Another was glad 

the model took the siutation "seriously" by waiting quietly 

for the client to speak first. One liked a model who asked 

questions, another liked one who didn't. One liked a model's 

low, gentle voice; another a model's loud, strong tone. 

Three rules emerged from a number of examples given 

by the participants. First, the model needs to belong to a 

group which the participant also wants to belong to. Some 

picked fellow students as models. For example, one partici

pant co-counseled with a fellow student and learned how to 

pinpoint a goal quickly. Another described the pleasure of 

watching a fellow student demonstrate role-playing and 

receive a round of applause from the class. 

Faculty members and graduates of the training 

program were also models. One participant saw a c,lassroom 

demonstration where the model was interested and used 

questions to identify the problem. Another saw a model 
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explain theory in simple terms to a client. Counselors in 

the community, particularly on-site practicum supervisors, 

were also chosen as models by participants. No one group 

was picked by all participants. 

Second, the participant should choose only the 

behaviors and attitudes of the model that can be incorporated 

into their previous experience. In the above examples, 

participants did not often describe why a behavior was 

acceptable. They did make general references to similarity 

of "personality" and "attitudes." Apparently the response 

of other observers did not always encourage imitation. 

Several examples of rejecting model behavior included state

ments such as "everyone else liked what the counselor was 

doing" or "I didn't feel like I saw things like the rest of 

the class." 

Third, the participant needs to create a safe 

environment in which to practice the behaviors observed. 

Participants saw their models as having unusually perceptive 

insights, being consistently "comfortable" or projecting 

"positive vibrations." One described her counselor nine years 

previously as "incredible." She remembered the counselor 

rejected the role of expert and said to her, "Why are you 

looking at me? Do you think I have the golden apple?" 



Because the models were so much more able and 

experienced, participants hesitated to imitate them. One 
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said, "I give up trying and say 'what's the use.' 

feel powerful like the counselor I saw in class." 

I don't 

In the 

"right" situation, however, participants tried being like 

their models and described feeling successful or realizing 

that they needed more practice. Often success on the first 

trial was perceived by the imitator as cruc~al, determining 

whether or not another trial would be attempted. Encourage

ment or acknowledgement of success by a supervisor after the 

first trial was often an important reason for continuing to 

practice a behavior. 

Relationship Between Conclusions and Bandura's Paradigm 

Participants did respond to modeling influences both 

in their behavior and in their descriptions of observing 

models. The general trend across trials was consistent with 

previous longitudinal studies of training programs (Spooner 

and Stone, 1977; Hill, Charles and Reed, 1981). Participants 

responded more frequently to their clients at the end of 

training than at the baseline and initial trials. 

Once the logical connections described in the 

preceding section are made, however, frequencies in the ten 

behavior categories appear highly variable over time (see 

Figures 1 and 2). Three explanations for this variability 

are plausible. 
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First, Bandura's paradigm accounts for the 

variability: the participants continued to respond to the 

most recent modeling influences. In the core classes, 

participants were required to submit one practice tape fol

lowing each demonstration, then to switch and practice skills 

presented by a different model. After the acquisition phase, 

modeling influences frequently included counselors at a 

practicum site outside the training program. In some cases, 

participants observed no models during practicum. Maintenance 

of skills at a higher frequency may require more exposure 

to models and more frequent supervised practice. 

Also, maintenance of specific skills is difficult to 

interpret at the trial six months after graduation, since 

only four of the twelve participants were employed as 

counselors at that time. Integration or erosion of skill 

gains may occur after this arbitrary measurement point. 

Bias in measurement provides a second explanation 

for the variability in frequencies. The samples analyzed 

were sessions submitted to supervisors for evaluation, and 

no information is available about how participants chose 

tapes to submit. Participant perceptions of their super

visors are discussed in Chapter Four. The observations 

suggest that participants have expectations about what 

supervisors will evaluate favorably. These expectations 
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may influence the samples analyzed in this study and account 

for variability, since participants believe different 

supervisors had different evaluation criteria. 

Third, the coding of tapes by judges does not 

identify what trainee behaviors contributed to client change 

and positive client evaluations of the counseling experience. 

Even though a model demonstrates a specific behavior and 

trainees imitate that behavior, clients may influence the 

number of times specific skills are used. For example, a 

client may ask a counselor to stop or to start asking qu~stions, 

based on criteria not included in this study. Research on 

client influence on counselor behavior (Mendelson and 

Geller, 1963; Bandura, Lipsher and Miller, 1960; and Lauver, 

Kelley and Froehler, 1971) suggests client characteristics 

and behaviors do affect the counseling relationship. 

The above comments indicate that modeling influences 

are more complex than presenting a demonstration to trainees 

and asking them to imitate the model. Faculty and client 

values may be as significant as any classroom demonstration. 

Present research on the model-imitation sequence is limited 

to only one structured modeling influence. The following 

chapter suggests alternative methods to observe results of 

the training process. 



CHAPTER 4 

BECOMING A PROFESSIONAL 

And I about made up my mind to pray, and see 
if I couldn't try to quit being the kind 
of a boy I was and be better. So I kneeled 
down. But the words wouldn't come. Why 
wouldn't they? It warn't no use to try and 
hide it from Him. Nor from me, either. I 
knowed very well why they wouldn't come. ,It 
was because my heart warn't right; it was 
because I warn't square; it was because I was 
playing double. I was 1ettin~ on to give up 
sin, but away inside of me I was holding on 
to the biggest one of all. I was trying to 
make my mouth ~ I would do the right thing 
and the clean tlirng, and go and write to that 
nigger's owner and tell where he was; but deep 
down in me I knowed it was a lie, and He knowed 
it. You can't pray a 1ie--I found that out. 

So I was full of trouble, full as I could 
be; and didn't know what to do. At last I had 
an idea; and I says, I'll go and write the 
1etter--and then see if I can pray. Why, it 
was astonishing, the way I felt as light as a 
feather right straight off, and my troubles 
all gone. So I got a piece of paper and a 
pencil. all glad and excited, and set down and 
wrote: "Miss Watson, your runaway nigger Jim 
is down here two mile below Pikesville, and 
Mr. Phelps has got him and he will give him up 
for the reward if you send. Huck Finn." 

I felt good and all washed clean of sin 
for the first time I had ever felt so in my 
life, and I knowed I could pray now. But i 
didn't do it straight off, but laid the paper 
down and set there'thinking--thinking how good 
it was all this happened so, and how near I 
come to being lost and going to hell. And went 
on thinking. And got to thinking over our tri? 
down the river; and I see Jim before me all 
the time: in the day and in the night-time, 
sometimes moonlight, sometimes storms, and we 
a-floating along, talking and singing and 
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laughing. But somehow I couldn't seem to 
strike no places to harden me against him, 
but only the other kind. I'd see him standing 
my watch on top of his'n, 'stead of calling 
me, so I could go on sleeping; and see him how 
glad he was when I come back out of the fog; 
and when I come to him again in the swamp, 
up there where the feud was; and such-like times; 
and would always call me honey, and pet me, 
and do everything he could think of for me, 
and how good he always was; and at last I 
struck the time I saved him by telling the men 
we had smallpox aboard, and he was so 
grateful, and said I was the best friend old 
Jim ever had in the world, and the onty one 
he's got now; and then I happened to oak 
around and see that paper. 

It was a close place. I took it up, and 
held it in my hand. I was a trembling, 
because I'd got to decide, forever, betwixt 
two things, and I knowed it. I studied a minute, 
sort of holding my breath, .and then says to 
myself: "All right, then, I'll g£ to hell"-
and tore it up. 

It was awful thoughts and awful words, 
but they was said. And I let them stay said; 
and never thought no more about reforming. I 
shoved the whole thing out of my head, and said 
I would take up wickedness again, which was in 
my line, being brung up to it, and the other 
warn't. And for a starter I would go to work 
and steal Jim out of slavery again; and if 
I could think up anything worse, I would do 
that too; because as long as I was in, and in 
for good, I might as well go the whole hog. 
(Twain, 1948, 213-215.) 
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Huck Finn describes in the passage above his own 

process of determining what is right and wrong. Mark Twain 

has placed his character in a number of contradictory 

environments--first under a drunken father's regime of 

gratuitous physical punishment, then in the home of two 



Bible-quoting, floor-scrubbing "old maids," and finally 

on a raft with a loving Negro slave. Huck resolves th~se 

contradictions by acting in accordance with his present 

environment on the raft with Jim and saying that he 

willingly accepts the consequences of breaking the norm 

Miss Watson represents. 
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Like Huck Finn, a counselor-trainee chooses from a 

variety of environmental influences, decides to imitate a 

specific model's behavior because the behavior is "right" 

or "appropriate." Understanding this process of decision

making is as crucial to improving counselor training as 

observing the development of skills like paraphrasing and 

reflection. Without information about how the trainee 

internalizes experience, conclusions about training needs 

are based solely on the external observation of trainee 

. behavior, which mayor may not coincide with internal 

mediating processes (Bandura, 1977). The rules the 

participants in this study formed during training will likely . 

be part of their counseling method until some future 

experience requires them to change the rules. Understanding 

how these rules are formed is a necessary prerequisite to 

more effective training methods. The rules formed by 

trainees mayor may not coincide with the rules advocated 

by trainers. With the knowledge of what influences 



trainees incorporate, trainers should be more able to 

assist in the forming of a systematic, productive and 

discriminating set of rules. 

Related Research 
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The observation of trainee cognitive processes is a 

much less developed area of study than is the research on 

trainee imitation reviewed in Chapter Three. In fact, this 

review, unlike Chapter Three's review, has been developed 

inductively, along with and following data collection. As 

Skinner (1955) suggested in describing his research process, 

the author as participant observe':c necessarily analyzed 

the interview and journal records with the supposition that 

a training process would emerge from the examination of the 

information. 

The survey of related research below focuses on 

both conceptual and experimental studies, but the purpose 

is to suggest approaches for the study of trainee cognitions. 

One operational definition of individual change is the 

concept of "personal growth." This label in some sense 

represents changes in individual thoughts and behavior 

and is the theoretical basis for a number of studies out

lined below. Two conceptual models of cognitive processes, 

not previously the basis for 'research in counselor-training 



programs specifically, are also summarized: Bandura's 

abstract rule formation, more recently labeled cognitive 

mediation (1977), and social psychology's reference group 

theory. 

The Measurement of Personal Growth 
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What research that has been done on "personal growth" 

or change in trainee mediating processes centers around two 

areas: measurement of change on standardized personality 

inventories and isolated attempts to record personal 

experiences. 

Research on counselor training in the 1960s, con

ducted primarily through summer workshop training under the 

National Defense Education Act, explored relationships 

between personal characteristics of counselors and their 

effectiveness (Mcquary, 1964; Demos and Zuway1ef, 1966; 

Wicas and Maham, 1966; Rochester, 1967; Durbak, 1973). 

Jackson and Thompson (1971) measured flexibility, tolerance 

and positive attitudes toward self and others by administer

ing paper and pencil inventories and a bipolar adjective 

checklist. These scores were compared to practicum 

supervisor ratings of counselor effectiveness. Positive 

attitudes toward clients and counseling were significantly 

related (p~.OOl) to supervisor ratings of effectiveness. 

Zahner and McDavis (1980) more recently compared the moral 
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development of professional to paraprofessional trainees and 

found the professionals more likely to choose the "right" 

or "best" choice when confronted with moral dilemmas. 

Schwab and Harris (1981) found that scores of more 

advanced trainees on the Personal Orientation Inventory 

were similar to samples of "self-actualized" adults, while 

beginning trainees were similar to "normal" adults. 

All of these studies depend on the one-time adminis

tration of inventories standardized on populations that may 

or may not be similar to counselor-trainees. Even so, 

trainee responses on these inventories may represent im

portant information about how trainees learn to talk about 

counseling. Words like flexibility, tolerance, positive 

attitudes, moral development and self-actualization may 

summarize a complex sequence of thoughts and behaviors, 

but the labels teach trainers and trainees little about how 

to reach these laudable criteria. 

Plum (1981), in outlining the limitations of skill 

training, suggests that communication cannot be prescribed 

and that trainees need to learn to be flexible and focus 

on their own emotional reactions. While this attitude 

approaches a conception of change or growth during training, 

the two training packages (Goodman, 1979, and Apfelbaum, 

et al. 1979) suggested by Plum are unpublished and described 



only in general terms. It is evidently easier, as 

Spielberg (1980) has done, to question whether or not 

further training automatically implies improved skills 

than to develop an operational definition of personal 

growth (Hurst and Jensen, 1968). 

Two isolated research studies, however, suggest 

alternative methods for recording personal experiences 

during training. Atkinson and Zimmer (1977) used an 

individual portfolio to encourage trainees to record a 

variety of experiences, including knowledge from classes, 

samples of counseling skills, and out-of-class activities 

and practicum experiences. None of this information is 

analyzed by the counselor educators involved, however. 
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Hill, Charles and Reed (1981) concluded a three-year study 

on doctoral students in counseling psychology with inter

views about what changes subjects perceived in themselves, 

then organized these responses into a developmental sequence 

or model for the group of subjects. The four stages were, 

first, sympathy or feeling responsible for a client as a 

friend, then reliance on supervisor judgments, a transition 

phase where the trainee may become atheoretical, and finally 

an integrated personal style. The method used in both 

studies asks trainees to describe their own experiences. 

Although all of the above studies suggest personal growth 
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is an appropriate area of study, the lack of a hypothesis 

about what change represents and the consequent lack of an 

appropriate methodology largely negate the usefulness of 

this research. 

Bandura's Abstract Rule Formation 

The observation of cognitive change or "growth" 

over time requires a theory of how individuals develop rules 

to live by. Although not as fully developed as his research 

on modeling behavior, Bandura's theory of abstract rule 

formation (1977) does account for the development of internal 

rules or expectancies about the future. 

According to Bandura's hypothesis, a change in what 

an individual labels acceptable or unacceptable is related 

first to his or her cognitive understanding of the judgment 

a model is making, and second to the person's awareness 

that positive consequences will result from imitating that 

judgment. The change needs to be both internally congruent 

with previous experience and externally rewarded by others. 

Bandura (1974) believes conflicts occur when 

external rewards are stronger than self-censure or when 

external punishment is stronger than internal support for a 

specific behavior. The individual must make a decision to 

value one reward system over the other. 
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In a review of literature on teaching children 

values, Aronfreed (1968) suggests that the most rapid 

method to teach appropriate behavior is to have an external 

reward agent present at all times, as long as that agent 

consistently responds positively to the child's appropriate 

behavior. Internalization of values, however, requires the 

child make decisions when the external agent is not present, 

since the child must learn to evaluate his or her own 

conduct as well as depend on external reward. 

Monitoring of behavior, the process Twain describes 

as Huck's deciding between "right" and "wrong," must 

necessarily be internalized to be maintained after the 

completion of counselor training. By definition, practicum 

supervisors will not continue to monitor trainee behavior, 

and on-going external supervision largely depends on the 

graduate's perceiving such a need. How the trainee represents 

experience to himself of herself, and self-monitors behavior, 

is therefore crucial to maintenance of training experiences. 

Cognitive Mediation 

In the last five years, Bandura's concept of rule 

formation has been developed into a therapy process called 

cognitive restructuring or behavior modification 

(Meichenbaum, 1977). This therapy assumes that cognitions 
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influence behavior. The sequence of studies outlined below 

suggests how this hypothesis was developed. 

Schachter and Singer (1962), in a laboratory 

experiment with naive subjects, administered injections 

of epinephrine. Subjects who were told physiological 

changes were caused by the drug did not look for alternative 

explanations. Subjects who were not told of the drug's 

effects were influenced by confederates who attributed the 

effects to emotional states of anger or euphoria. In this 

experiment subjects reported feelings of anger and happiness 

and behaved in accordance with these mood states, imitating 

the confederate or performing new behaviors consistent with 

the ascribed mood. Behavior was in fact influenced by the 

subject's cognitive attributions about experience. 

In order to gather information about cognitions, a 

researcher needs a taxonomy to organize a series of 

individual statements. Mischel (1973) suggests cognitive 

transformations enable a child to regulate his or her own 

behavior. All children do not make the same transformations, 

however. Five variables are identified as governing an 

individual's behavior: (1) the ability to construct a 

cognition; (2) the method used to categorize an experience; 

(3) the expectancies about outcomes of a specific behayior; 

(4) the value or importance given to an outcome; and (5) the 

rules used to organize behavior sequences. 
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The treatment applications made by Meichenbaum 

(1977) and Beck (1970, 1976, 1979) follow from the above 

operational definitions of cognitions. Popularly labeled 

"self-talk," treatment involves modeling for the client more 

appropriate cognitions, the private events Homme (1965) called 

operants of the mind. Meichenbaum teaches clients "coping" 

rather than "mastery" statements: "I can take one step at 

a time" rather than "I have to do this right." Beck asks 

clients to record "automatic thoughts," often by remembering 

the events of the day that led to these thoughts, and then 

modify these thoughts: "There's no law that says I have to 

do everything today" rather than "I'm a failure at whatever 

I try to do." 

Both treatment procedures depend on the ability of 

the exp'ert model, either the counselor or another signifi

cant person in the client's environment, to influence the 

client's cognitive interpretation of experience (Cautela, 

1971; Cautela, Flannery and Harley, 1974; Kazdin, 1974; 

and Nietzel, Martorana and Mclenick, 1977). Before covert 

modeling is possible, both counselor and client must have 

access to these cognitions. All of the above research 

assumes cognitions change and that environmental influences 

affect this change. 

In this study, the therapy proce~s described above 

is assumed to be analogous to the trainer-trainee relationship. 
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The trainee statements collected in Appendix D suggest that 

participants responded as individuals to environmental 

influences. The faculty member is only one of the 

significant models during the training process. In other 

words, the two questions suggested from the interviews and 

journals are what do trainees say to themselves about their 

experiences, and who influences what they say to themselves. 

Both the access to cognitions and identification of models 

or reference groups is crucial to the understanding of this 

cognitive process. 

Reference Group Influences 

The identification of which individual model or 

which group value a person will imitate is more elusive than 

identifying the cognitions themselves. Gilmore (1973) 

describes relationships as moving toward, away from, or 

along side another person. Murphy, Murphy and Newcomb (1937) 

emphasize the accidental or occasional element in allegiances, 

based on family membership or residential community. 

Certainly both individual choices and enviornmenta1 op

portunities are important factors in determining imitation 

(Newcomb, 1961). 

Sherif and Wilson (1953) defines the term reference 

group as "those groups to which the individual relates him

self as a part or to which he aspires to relate himself 
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psychologically" (p. 86). This construct can be used to 

measure conformity of an individual to a specific group's 

values. In a study of religious attitudes, for example, 

Rosen (1955) explored whether adolescents adopted family or 

peer values. Jewish adolescents were questioned about 

dietary practices, particularly whether or not they ate 

Kosher meat. Parents were identified as having the 

traditional value and peers as deviators from traditional 

norms. 

Both groups expected members to conform to their 

own norms. Results were based on a series of questions 

about affiliations: (1) Who are the people whose good 

opinion of you is important to you? (2) How religious 

would you say you are? Are you comparing yourself with 

someone? (3) Who do you think understands you better--your 

parents or your friends? The choice of diet in fact con

formed to the value of the group identified as more 

significant. 

Simply stated, if the researcher can determine which 

group or groups is significant to an individual, he or she 

also may have information about the values of that 

individual. 



65 

Re"search Questions 

Because current research does not directly address 

what changes in cognition occur in individual trainees over 

time--and more importantly whether or not training does or 

should influence these changes--this research study focused 

on collecting examples of cognitions and descriptions of 

reference groups, group norms and conflicts between norms 

of different groups. The purpose was to collect and describe 

cognitions. Information was oreanized around three research 

questions: 

1. What rules or abstract modeling processes do 
trainees report? 

2. What developmental processes do trainees 
report during training? 

3. What occupational experiences do trainees 
report after graduation? 

Chapter Five includes a series of proposed experimental 

studies which follow from the information collected by the 

author. 

" Method 

Population 

The participants in this study, described in 

Chapters Two and Three, were fourteen students in the 



Master's program in counseling and guidance at the 

University of Arizona. 

Instruments 

Interviews. Kerlinger (1973) sees the interview 
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as a means to discover reasons for responses, a follow-up 

to more objective measures of behavior. Standardized 

interviews require the same questions be asked in the same 

order and with the same emphasis. Kinsey, Pomeroy and 

Martin (1948) spent one y~ar training interviewers to ask 

questions about respondents' sexual behavior. Even though 

this training was highly structured, subjective elements 

such as establishing rapport and asking probing questions 

were still necessary. The purpose of using these skills 

was to enable the interviewer to gather a maximum amount of 

information at a single setting. 

Structured interviews, on the other hand,'depend 

on a sequence of questions that reflect specific hypotheses 

and may be modified to take advantage of the individual 

differences in respondents (Cannell and Kahn, 1953). Both 

standardized and structured interviews assume respondents 

have information to answer questions, are willing to report 

that information and have time to give to the interviewer. 

This study was based on a series of four structured 

interviews about topics developed by the author. During the 
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pilot study interviews were completed by four doctoral 

students other than the author. Questions included 

knowledge about counseling theory and process. Knowledge 

questions were omitted from the final interview format 

because no discrimination in knowledge between individuals 

was evidenced, and the questions conflicted with the 

establishment of rapport in order to encourage descriptions 

of personal experience. 

Participants were asked to sort the 17 topics 

included in Appendix C into three groups: "topics to 

discuss," "not to discuss," and "maybe." The topics were 

presented in the same order at each interview, and four 

topics in the "to discuss" group were explored further. In 

each case, the part~cipant was asked to define the topic, 

give an example from recent experience and compose a 

summary statement about what the topic represented. 

Journals. Allport (1942) sees personal documents 

as a means to combine normative and ideographic research 

methods. The former take into account only a few aspects 

of an individual's experience, while the latter require 

inclusion of all contradictory experiences. Writing 

personal documents may be a means to integrate experience 

and record experience permanently (Bolger, 1965). 
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During the pilot study, journals were collected from· 

six first-semester students selected from a pool of 

volunteers. The journals were structured into four columns 

with requests for specific information. Participants 

suggested the structure forced them to select experiences 

to fit the format rather than to describe significant 

events. For this reason the journals were changed to a 

narrative format. 

The author gave participants an information sheet 

and a list of 17 topics to cover in the weekly journal 

entrie~ (see Appendix C). Participants made decisions 

about what topics to address and how much information to 

present. Nine of the twelve participants maintained the 

journal through two semesters. The other three stopped 

writing during the first semester and were willing to 

continue to give information in interviews only. 

In both interviews and journals, participants were 

assured that access to information would be limited to the 

author and another doctoral student who conducted 50 percent 

of the first two interviews. 

Procedure 

For both the interviews and journals, the author 

functioned as a participant observer over a two-year period 

(see Chapter Two). After an initial interview where the 
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interviewer and participants explored the format and purposes 

of the study, the author or another doctoral student con

tacted participants each semester and conducted one-hour, 

tape-recorded interviews in the latter third of each semester. 

Journals were placed in an envelope in a mailbox in the 

departmental office, and participants were encouraged to 

continue to write journals at each interview. 

Both the 56 audio-taped interviews and the journals 

were analyzed by the author in a three-step process. 

First, frequency of responses on the 17 topics and examples 

of each topic were recorded, as well as group frequencies 

on a list of life changes. Second, cognitive statements 

about experience were sorted into four categories: 

1. I'm confused about 
about 

2. I'm proud of myself for 

3. I've learned 

4. Being a counselor means 

I'm worried 

Third, the references to models and groups were 

identified, providing information about who participants 

were imitating and what conflicts between group norms were 

expressed. 

Observations 

Although the analysis which follows is in part based 

on quantitative data, the conclusions about these interviews 



and journals are exploratory, designed to promote a future 

series of experimental studies described in Chapter Five. 

This section is therefore a series of observations rather 

than experimental results. 

Response Frequencies of Discussion Topics 
and Life Events 
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Table 8 presents variations in significant response 

clusters for the series of interviews. Interviews and 

journals included at least one response to the 17 topics 

presented. The "other" category included questions directed 

to the interviewer about training. 

Table 8. Response Clusters Discussed by More Than 
Fifty Percent of Participants 

First Semester 

Second Semester 

Third Semester 

Post-graduation 

11. Why I'm here in the program 
12. Difficulty of courses 
13. Success in program 
14. Area of specialization 

7. Friends 
8. Children 
9. Other adults 

10. Spouse/lover 
3. Opportunities to work 

15. How to get a job 
16. How I see myself 

3. Opportunities to work 
16. How I see myself 

During training more than 75 percent of the partici-

pants experienced a significant life event: 

4 engaged and/or married 
3 divorced or ended long-term relationships 
4 deaths in the immediate family 
2 births of children 
3 hospitalized for more than one week 
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In a single interview during the final semester, the com-

parison group less frequently discussed relationships and 

life events than the participants, an indication that the 

two-year long series of interviews may have influenced the 

participants' willingness to report significant events. 

Cognitive Statements 

The statements in Appendix D are representative 

samples of four categories of participant responses. All 

statements were made by at least one participant. A number 

were reported by all participants at some point during 

training. The quotations which follow are more complete 

examples for each of the categories, intended by the author 

to represent the scope of the participants' cognitions. 

1. I'm confused about 
about 

I'm worried 

I feel like I'm in another world in these 
courses. Overwhelmed. I have no background 
in math, for example, for the research class. 
I'm having a hard time understanding what's 
happening. At first I thought it was me, but 
I see its true for other students too. Once 
I have some background, I hope I will be clearer. 
Another course doesn't live up to my expecta
tions. I feel like I've been had. There's 
no feedback or time for discussion. The 
teachers assume we know more than we do. 

I'm used to being the leader and maybe it's 
hard for me to follow. At the same time, I 
don't see a structure to follow. There's a 
whole change of atmosphere, the environment. 
I feel like there's so much we could be in
formed about--workshops, how to get experience. 
I feel inadequate; learning the Counseling & 



Guidance grad school game, not getting what 
I need to be a better counselor. 

Why do we have to go outside the department 
to learn what we need and do busy work here? 
I need help with the children I work with 
when I go back home. I don't want to be the 
same counselor when I go back that I was when 
I came here. I need help coping with my own 
problems. I need to learn for my children, 
and I don't even know what I need to know. 

2. I'm proud of myself for 

To be a good counselor I have to be well
grounded, sound. I have to get my own house 
in order, my health and activities. Now I' 
meditate and do self-hypnoses. Also, I left 
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a person I lived with who had a drinking problem. 
We fought all the time. Now I don't have to 
worry about the fight we had last night or 
.will have when I get home tonight. 

3. I've learned 

In the past, I allowed myself to be immobilized 
when I perceived a threat. I'm learning to 
accept my anxiety, decide how to solve a 
problem and act. I rehearse and relax before 
I enter the situation. Now I can tell a friend 
ways I appreciate her. On my last visit with 
my mom, we talked about regrets we had about 
the way we have treated each other in the past 
and I'm not shutting her out of my life because 
I'm afraid. 

At the beginning of the program I focused on 
techniques, felt I had to have a whole bunch 
of techniques in my repetoire. Now I'm seeing 
that I want more of a foundation, a theory. 
Because of the counseling process class I think 
of what I want, basically, and then add 
techniques. 

I'm getting to the point where I can start 
putting things together. Before it would 
have made no sense to try. I wouldn't have 
had the information to assimilate. I'm still 
in the middle of everything and what I under
stand is hard to pick out. My theory'is that 



a person has unlimited potential if he or she 
uses energy, but there are influences around 
us that seem to limit. us. Now I need to 
practice that theory with clients. 

4. Being a counselor means 

I really don't know why I'm here. When I see 
other people counsel, it looks like fun. 
The classes I have had have been good, but 
I may be chasin? butterflies around. I'm 
not sure what I 11 do with all this ten 
years from now. I do know this is an op
portunity to advance myself, one link in the 
chain ahead of me. As for making the world 
better with my counseling, I'm weaving my way 
through, touching the people close to me. I'm 
here learning and to see what comes next. 

Norms of Reference Groups 

The interviews and journals included information 

about four reference groups: faculty, other students, 

experienced counselors, and significant others (family, 

friends, fellow workers). At times the participant 
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perceived that the norms of these groups matched, but often 

he or she described having to make a choice between norms. 

For example, the faculty member might encourage students to 

volunteer in the community, while family members would 

expect the participant to be at home for dinner every 

night. Or experienced counselors might suggest a partici

pant attend a training seminar in the community, while fellow 

students value a high score on a written classroom assignment. 

Also, a participant responded to norms as he or she 

perceived them, which might or might not correspond to 



perceptions of individual reference group memb~rs. One 

participant described an experience the first semester 
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when a professor in a morning class told students not to ask 

questions and another professor in an afternoon class told 

students to use questions. The participant was unable to 

determine what the group norm was, since two members of the 

group presented contradictory ideas. 

The examples given below represent perceptions about 

the four reference groups described by a majority of the 

participants, including conflicts between expectations and 

present experience. 

Faculty. Participants described initial experiences 

in counseling and guidance classes as different from their 

expectations about graduate school. Faculty were addressed 

informally by first name, students were asked to introduce 

themselves and talk to other students beginning with the 

first class meeting, and the faculty's office doors were 

typically open with the faculty member present, or closed 

for a student conference. In general, participants con

cluded that grades on written assignments were valued equally 

with a concern for student performance with clients. 

The norms of appropriate behavior in a counseling 

session, however, were difficult for participants to 

identify (see the similar concerns described in Chapter 

Three's review of related research). The practicum super

visor expressed opinions about this complex set of norms, and 
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participants expressed in interviews and journals the need 

for support from the supervisor, a need often in conflict 

with the reality that supervisors award course credit. The 

following examples of participant statements reflect this 

conflict: 

1. In practicum this week I felt embarrassed and 
hurt and almost cried, just like a little kid 
whose feelings are smacked. I guess I 
expected more coming from my supervisor. 

2. Having a supervisor listen to me counsel 
would be too much pressure. I'm glad I 
don't have to do that in practicum. 

3. I need to know someone is available to listen 
to me when I don't know what to do with a 
client. 

4. Good feedback means the supervisor says, 
"That was good," or "Did you think about 
trying ... ?" or "Perhaps another option was .... " 
I need ideas. I want lots of positive feed
back and one or two things to do differently. 
Not look down her nose at me. I need my 
supervisor to have more experience than I do. 

5. I played a tape for a supervisor who didn't 
acknowledge the improvement I'd made over the 
first tape. That made me feel bad for a 
couple of days. 

6. I shouldn't be afraid of my supervisor, but I 
am. I feel like I was blasted in class and don't 
want to go to her office. 

7. I feel pressure to get the client to come back, 
to make the session longer. I dragged out our 
contact to please my supervisor. 

Other Students. Perceptions about other students 

were expressions of self as either similar to or different 



from the reference group. The following are examples of 

perceptions of similarity: 

1. Everyone else in the class is confused, too. 

2. I think everyone else is worrying about what 
slot they will fit into after graduation. I 
wish we knew. 

3. Lots of important sharing has gone on in the 
hall outside class. I know how people feel 
about all kinds of issues, special experiences. 
And I share, too. 

4. We all went out for a beer after class. I was 
quite surprised at who my classmates are. We 
all are struggling through the same process. 

5. Students support one another here. They're 
not in competition like in other areas, take 
time to introduce themselves and get to know 
each other. 

6. I made a tape with another student in the pro
cess class. I learned about myself and he told 
me he'd never talked to anyone about that 
subject before. I was proud of both of us. 
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Perceptions of differences between participants and other 

students included the following: 

1. I have an extra sense that other students don't 
have. It's difficult to explain, but I depend 
a lot on this sense when I counsel and I don't 
even try to explain it to other students. 

2. I've been frustrated in co-counseling with 
another student. He kept talking and nothing 
happened. We need to quit messing around. 

3. I look around at other students, and it's 
scary. I've heard people say some things that 
are really ignorant. 

4. I like other students, but my friends and I have 
different values than my classmates. When 



people talk in the halls outside class, they 
sound so conservative. 

5. I'm bitter about students who are looking to 
fill their pockets with money. I don't want 
to look for status in this work, to say I'm 
better than my clients. 

6. I have met some of the students, but we don't 
have the same experiences. There's only one 
I can relate to. 
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The one participant who dropped out of training described 

herself consistently as different from faculty and other 

students, and of feeling like an outsider in bo-th groups. 

Experienced Counselors. Participants perceived 

experienced counselors as models (see discussion section in 

Chapter Three). Models who demonstrated skills in front of a 

counseling class were often perceived as "super competent." 

1. I saw a counselor work in front of the class; 
she was able to draw the person out. It was 
encouraging for me to see someone who is so 
good, who does it so easily. For the students 
counseling is such an effort. 

2. The class gave the counselor a round of applause. 
I felt intimidated by her professionalism, and 
that was a hard act to follow. 

3. I got such tremendous vibes from the counselor 
and felt so comfortable with him that I'm 
going to another session with him. 

In a practicum setting, participants described exper

ienced counselors as more similar in competency to themselves: 

1. No one in the staff meeting paid attention to 
the progress the client was making. They all 
wanted to kick him out of the program. I hope 
I won't be like that after five years. 



2. I thought my lack of experience would 
limit me, but my different experiences have 
been a strength in working in the agency. I 
don't have to do everything the same as the 
counselors who already work here. 

3. I'm in the same working setting where I 
was before I went to graduate school, only 
now I'm supposed to be the expert. I have 
more training than any of the other counselors, 
and they ask me what to do. I feel like I 
need more training already. 
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Significant Others. The family, friends and fellow 

workers who were significant in the lives of participants 

before and during training constituted a fourth referen~e 

group for participants. Often significant others were the 

first to experience changes in participants resulting from 

training: 

1. I'm not as close to a friend because I'm 
doing something different with my time now. 
I want her to do what I'm doing because I'm 
having so much fun--I want to tell her what 
to do. 

2. Last week my wife and I worked on our friend
ship with another couple. We learned problems 
can be worked out even when feelings have been 
hurt. I never thought we'd be able to do that. 

3. I'm more aware now of what I'm doing with my 
children. I listen to what they say, and 
sometimes I use their ideas. They talk to 
me more too. 

4. It's been very gratifying to me to help a 
friend who wanted to talk to me. To be able 
to help is neat, and she knows I have skills 
now. I'm not just a silent listener. 



5. I have tried to communicate with my husband, 
but he won't talk. I need to know what he's 
feeling, and he has such a hard time .. I 
suggested he go see a counselor, but he says 
that's my thing and he doesn't want to have 
anything to do with counseling. 

6. My husband and I are doing better than we 
ever have. I have realized how fortunate I 
am. I don't have the problems other people 
have. I didn't realize that before I started 
this graduate program. 

7. When a family member died, I reached out for 
help. I understand the grieving process 
because of my training. The old me would have 
said I don't need any help, that it was okay 
if my friends didn't call. Now I call them 
when I need to. 

Certainly one participant might express affinity 

with or rejection of each of these groups at different 

points during training. All of the examples included 
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above indicate that trainees were responding to members of 

the various reference groups. 

Discussion 

Any conclusions about the above observations 

necessarily apply only to the fourteen participants in 

this study. The purpose is to suggest a potential area for 

further experimental research. The principal result, 

stated simply, is that the participants did think about 

their training experiences and did learn from the individuals 

around them. This result places the focus of research on 

what the trainee accumulates from the experiences that the 
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trainer provides. The research questions addressed below 

extend the above observations so that the trainer can make 

use of the information gathered by the participant observer. 

Conclusions About Research Questions 

What rules or abstract modeling processes do 

trainees report? Participants indicated in several in

stances the content of the rules they learned during 

training. Rules about how to imitate models are summarized 

in the discussion section of Chapter Three. In response to 

a direct question in final interviews for this study, 

participants stated a number of rules useful in completing 

the training program (see Appendix E). 

The preceding observations, however, are organized 

to suggest the process rather than the content of rule 

formation. Participants formed rules by repeating state

ments to themselves and others. Often these rules were 

attributed to a member of a significant reference group. 

One participant, for example, volunteered in community 

agencies because an experienced counselor had done the same. 

Another decided to "confront" a client because another 

trainee had "confronted" a client during a group counseling 

session. In each case, the participant learned the rule 

after observing a member of a reference group state the rule, 



likely because the statement correlated with previous 

experience and individual expectations (Bandura, 1977). 
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The author also observed that rules stated by models 

were often significantly modified by participants over 

time. Maintenance of rules may be influenced by further 

experiences that confirm or disconfirm the rule as originally 

stated. Participants did not often summarize the rules 

they were developing, although written assignments about 

their beliefs and the practice of counseling, as well as 

discussions with other students, provided opportunities to 

state abstract rules about counseling publically. 

What developmental processes do trainees report 

during training? The formation of rules certainly occurs 

throughout training. The process, however, appeared to the 

observer to be divided into a series of five steps. At the 

transition points between each of these stages, participants 

described how they were integrating experience. The stages 

were equivalent rather than identical for each of the 

participants. 

First, participants adjusted to a new environment, 

often described as a confusing process. Several participants 

later referred to their first semester as a time of worry 
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and confusion. The majority of topics discussed in the 

first semester's interview related to understanding the 

training program, and the majority of cognitions in 

Appendix D about confusion were stated during the first 

semester. One participant, for example, described being 

"shocked" at another trainee's willingness to talk about 

his "private life" during the first few minutes of their 

first counseling session. The participant worried about 

being prepared to know so much about another person. Over 

time she learned to expect clients to share private events. 

Second, participants learned to select what experiences 

to pay attention to. The selection of courses, professors 

and workshops was a means to choose from all available 

options. Participants learned in the counseling process 

class that counselors with different theoretical orientations 

would behave differently in classroom demonstrations. Not 

every model could be imitated simultaneously. 

Third, participants practiced counseling skills, 

first with other trainees and then with identified clients. 

Organizing the training experience in order to take advantage 

of opportunities to practice was a concern for most partici

pants. The search for employment after graduation was 

described as a search for a place to be a counselor. One 

participant described the six months following graduation 

as the most difficult, since she had no opportunity to 

practice what she had learned. 
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Fourth, participants looked for ways to receive 

assistance in working with clients. One participant said 

his first practicum meeting was crucial because he was going 

to have his first official appointment that same evening. 

"I'd never counseled anyone before and I needed help." 

Several participants, however, experienced frustration with 

supervision, either because the supervisor was "too busy" 

or had previously "criticized" trainee performance. Only 

two participants indicated they were receiving on-going 

supervision six months after graduation. 

Fifth, participants integrated training experiences 

with the rest of their lives. The comments about significant 

others, included in the previous section, indicate the 

questions trainees asked themselves about their own thoughts, 

feelings and behaviors--and those of the people important 

to them. Most of these comments were collected during the 

second semester of training, when participants were exposed 

to client as well as counselor models and practiced being a 

client with other trainees. 

Each participant experienced this developmental 

process differently. One participant remained confused about 

faculty expectations throughout the training program. 

Another found "being a client" was more important than 

practicing counseling skills. At times the need for 

supervision was more necessary than personal concerns about 
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appr.opriate counselor behavior. Over a two-year period, 

the author saw participants involved in some variation of 

the above process. The steps, although artificial, help 

to identify points when the trainees may be able to describe 

their responses to training. 

What occupational experiences do trainees r-eport 

after graduation? The most significant observation about 

experiences after training was that only four of the fourteen 

participants were employed as full-time counselors within 

six months after graduation (October, 1981). Two of these 

four returned to positions they held before entering the 

training program. 

The other graduates were seeking employment in any 

paid position as a counselor and were continuing to do 

volunteer work. Three people took positions involving 

training or case management, areas they perceived as related 

to counseling. Four were unemployed or employed in the 

same secretarial or business jobs they had during training, 

and one enrolled in a university doctoral program. 

An original aim of this study, to trace how trainees 

integrated training experience with post-graduation employ

ment, was therefore abandoned. The graduates who were 

employed talked about what they had learned and how they 

interacted with clients, but frustration with not being able 



to practice counseling skills was the more frequent 

response. 

Significance to Trainers and Trainees 
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If trainees do in fact internalize training 

experiences, if trainees do develop these ideas over a 

series of steps, and if trainees have the desire to practice 

what they have learned after graduation, then how can 

trainers facilitate this proc~ss? In order to assess 

trainee cognitions, the author necessarily taught partici

pants that talking about experiences was appropriate and 

productive. The interview and journal were effective ways 

to collect examples of trainee cognitions. 

There was no attempt, however, to determine whether 

or not trainer and trainee experiences were similar. 

What the trainer sees a.s appropriate is important in 

forming the rules of trainees. In a sense, the published 

studies quoted in the earlier reviews of the literature 

are samples of trainer cognitions. On a much simpler 

level, however, the individual practicum session or the 

classroom demonstration are opportunities for trainer and 

trainee to influence each other's behavior. 

The presence of a participant observer gave trainees 

an opportunity to talk, knowing that someone was listening 
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to and recording their ideas. This method might be applied 

in a number of ways to assist trainers and trainees. A 

number of specific suggestions follow. 

1. Structure supervision sessions to include 
recording of cognitions as they occur, either 
on paper or tape. 

2. Use an outside observer to facilitate trainers 
and trainees expressing cognitions (the ground 
rule that course evaluations did not depend 
on the content of the ideas would be important). 

3. Accept whatever rules are expressed as attempts 
to make sense of and organize experiences, what
ever variations from other individuals may be 
revealed. 

4. Recognize a number of options rather than one 
way to structure experience. 

These suggestions are directed to the trainers, who 

have more opportunity to structure the training environ

ment over time, but the trainees will determine whether 

or not the process is successful. More than any specific 

conclusion, the author finished listening to interview 

tapes and reading journals with the awareness that training 

experiences are important events in the lives of trainees. 

Chapter Five outlines specific research methods to encourage 

trainees to talk. about and evaluate these experiences. 



CHAPTER 5 

DIRECTIONS FOR FURTHER RESEARCH 

Indeed, it is no great exaggeration to say 
that the present state of behavior theory 
resembles one of those pieces of sculpture ... 
a rough, unworked block of stone with only a 
hand emerging in low relief here, a foot or 
thigh barely discernable there, and elsewhere 
a part of a face ... the relative backwardness 
is due not so much to their inherent complexity 
as to the difficulty of maintaining a consistent 
and rigorous objectivism (Hull, 1943, p. 28). 

"If there's no meaning in it," said the King, 
"that saves a world of trouble, you know, as 
we needn't try to find any." (Carroll, 1944, 
p. 185). 

The objectivity necessary to find meaning in the 

study ,of other individuals is at best elusive, at worst 

self-serving. After two years of observing counselor 

trainees, the author is tempted to follow the King's lead 

and omit this chapter all together. Hull, however, provides 

a metaphor for continuing the pursuit. 

Proposed Research 

This study began with the author's desire to observe 

individual training experiences, organized around the 

hypothesis that students learn by imitating the behavior 

of others. As the two-year project evolved, however, the 
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sculpture grew broader in outline and the internal 

experiences of the individual participants became as 

significant as the behavioral observations. The research 

projects suggested below will not integrate all of what the 

author observed, but hopefully more low relief will emerge 

from the block of stone. 

Experimental Designs to Identify 
Significant Model Behaviors 

The ten categories used in this study to sort 

counselor behaviors were developed from previous research 

and depended on the researcher's skill in selecting 

categories and sorting behaviors into these categories. No 

matter how frequently the process is repeated with the same 

set of categories, the result depends on consensus of the 

judges about what is being observed. 

Another approach to identifying what behaviors are 

significant would be to ask trainees to record the modeled 

behaviors they are imitating or rejecting, a process that 

would include observations at all levels of specificity, 

conunents on everything from a model's "vibes" to the 

position of the model's right hand. This process would also 

identify who trainees perceive as their models. 

In a pilot study, trainees would record everything 

they are observing as they watch models, followed by their 
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recording instances of imitating these behaviors. From this 

pool of behaviors a category system would be developed, 

likely relying on some of the same terminology used in 

previous research. This technique would be useful both for 

research and training and would avoid the arguments in the 

literature about mechanical versus feeling communication. 

Whatever the trainees observe and imitate becomes the out-

come for training. Trainers could then draw conclusions 

about what trainee behaviors to encourage and what to 

ignore. 

Replication of Comparisons 
Between Models and Students 

Since the concept of directly comparing student 

behaviors with those of their models has previously been 

based on comparisons by external judges, another approach 

would be to teach trainees to make these comparisons. 

Using the category system described above, trainees could 

compare demonstrations by models to those of imitators and 

evaluate differences in performance. One result of the 

present study was that models generally perform a behavior 

more frequently than trainees. Trainees could focus on 

increasing the frequency of appropriate behaviors or on 

decreasing the frequency of incompatible behaviors, aware 

at the same time that judgments about appropriateness may 

well be specific to an individual model. 



Development of an Instrument to 
Assess Trainee Responses to T!:'aining 

The statements included in Chapter Four and Ap

pendix D represent the variety of cognitions possible from 

individual trainees. The supervisor and other reference 

groups influence these responses and can more effectively 

assist the trainee if these responses are available. A 

comprehensive list of these responses might be used as an 

initial assessment from which a trainee could establish 

individual goals and objectives for training. Crucial to 

this process would be the acknowledgement that cognitions 

vary from individual to individual. Trainees could then 

observe and evaluate whatever they were experiencing. 

Experimental Designs to Incorporate Cognitive 
Mediation into Practicum Supervision 
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The ways trainees talk to themselves very because of 

previous experience and opportunities to observe new ways to 

talk to themselves. Participants in this study quoted other 

students, faculty and other counselors, often combining an 

attribution from someone else with their own beliefs. 

Whether the values of the model were observed as similar to 

or different than self, participants saw these statements as 

significant to learning. 

Self-observation of the cognitions used during 

training, whether recorded verbally or in writing, would be 
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a necessary first-step to modifying these cognit~ons. For 

the participants in this study, practicum supervision was 

often a place where stating cognitions about confusion or 

failure was expected to be judged harshly. In this 

environment, supervisors will not have access to the 

information necessary to assist trainees. 

If trainers and trainees observe cognitions with 

the awareness that responses will vary from individual to 

individual, then the opportunities to change these 

cognitions will increase. The assessment device described 

above is one means to acknowledge this variety. 

Conclusions 

The conclusions of this study are addressed to 

counselor educators, the audience most qualified to evaluate 

this research. As a participant observer of one training 

program, the author may not have the range of vision to 

instruct the profession. Summarizing the experiences of 

fourteen individuals, however, has provided the author 

with much detailed information and personal reward. The 

following recommendations are the outgrowth of that 

experience. 

1. In order to understand the training process, 
look at what trainees do when counseling, 
what they say about what they are doing. and 
who they imitate. 



The collection and sorting of cognitions in 

Chapter Four assumed the analogy between the counselor

client and trainer-trainee relationships. The recent 

studies which analyze trainee behaviors, reviewed in 
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Chapter Three, are derived from the work of Rogers (1951) 

and Robinson (1955), who were searching for methods to 

evaluate the counseling relationship. In writing the 

definition of client-centered therapy, Rogers suggests the 

following: 

... the probability of therapeutic movement 
in a particular case depends primarily not 
upon the counselor's personality, nor upon 
his techniques, nor even upon his attitudes, 
but upon the way all these are experienced by 
the client in the relationship .... It is the 
way it seems to the client which determines 
whether resolution of conflict, reorganization, 
growth, integration--all the elements which 
comprise therapy--will occur. (p. 65) 

Designing a research study which measures frequencies 

of trainee behaviors without reference to how trainees 

experience the relationship with trainers is to adopt 

Ro'gers' and Robinson's technique without their intention. 

Matarazzo's (1978) requirement for more rigorous methodology 

and Plum's (1981) attention to trainee feelings and 

interpretations are two halves of a whole. For the purposes 

of analysis, this study was divided into Chapters Three and 

Four, but a more representative method of analysis would 

address behaviors and thoughts of individuals at the same 



time. In order to accomplish this goal, the individual 

trainee needs to remain the observational unit (Goldman, 

1976). 
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A counselor educator, therefore, could use the 

methods of participant observation and content analysis to 

conduct a research study with each trainee. The specific 

methods described in this chapter, or any comparable 

technique, could be applied in the on-going interactions 

during training. 

2. View the relationship between trainer 
and trainee as the sum total of behaviors 
and thoughts of each. 

The role of counselor educator is ambiguous. 

Training a student to use a welding torch involves a finite 

number of steps, with attention to encouragement and 

specific suggestions about performan~e. The content of 

counselor training, however, involves human interaction, 

and as Hull (1943) suggests, objective evaluation is there

fore more difficult to achieve. 

How the role of counselor educator is carried out 

will vary from individual to individual, but each educator's 

intention is crucial to trainee development. One 

participant in this study stopped seeking supervision in 

her practicum because the supervisor repeatedly came late 

to the class. She concluded from his behavior that he did 
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not consider practicum important. Whether or not that 

conclusion was accurate, the supervisor's behavior certainly 

influenced that of the participant. 

Kelly (1963) describes the perspective of an 

individual as the basis for his theory of personal 

constructs. 

No two people can play precisely the same 
role in the same event, no matter how 
closely they are associated. For one thing, 
in such an event, each experiences the other 
as an external figure. For another, each 
experiences a different person as the central 
figure. (p. 55) 

Arriving late to class may be insignificant to one individual 

but a symbolic act to another. 

3. Acknowledge that counselor training conveys 
a set of values as well as skills. 

The quotations above from the writings of Rogers and 

Kelly imply that high value is placed on the uniqueness of 

the individual. For both the trainer and trainee, accepting 

this value may require modifications in thoughts and behavior 

that conflict with other environmental norms. Bandura (1974) 

sees counselors as social agents affecting changes in a 

society's values. 

If psychologists are to have a significant 
impact on common problems of life, they 
must apply their corrective measures to 
detrimental societal practices rather than 
limit themselves to treating the casualties 
of these practices. This, of course, is 



easier said than done. Practitioners, whatever 
their specialty, are reinforced more powerfully 
for using their knowledge and skills in the 
service of existing operations than for changing 
them. Socially oriented efforts are hard to 
sustain under inadequate reinforcement supports. 
(p. 867) 
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Values as well as behaviors are integrated during 

counselor training. As a trainee repeats a statement learned 

from a model or imitates the way a model sat in a chair, 

the single interaction becomes the basis for beliefs about 

how individuals should relate to each other. 

Whatever language or label is presented by a 

counselor educator, the example he or she presents will 

affect the interaction between the counselor-in-training 

and future clients. Modeling is an on-going process, 

beginning long before and ending long after the click of 

a tape recorder. 



APPENDIX A 

DOCUMENTS PRESENTED TO PARTICIPANTS 

TO: New full-time* master's students in 
Counseling & Guidance 

FROM: Marjorie Holiman and Cheryl McLaughlin 
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We are looking for volunteers for a research project 
on the master's program at the University of Arizona. If 
you volunteer. you will complete the following tasks: 

a. Spend one hour a week keeping a journal about your 
training experiences. 

b. Meet with one of us for an hour interview once each 
semester during training. 

c. Complete two standardized inventories at the 
beginning and end of your training. 

d. Turn in tapes from counseling sessions three times 
each semester and for six months after you are 
employed; the tapes collected during training will 
be the same ones you turn in to your professors. 

In return for your time. we are offering the op-
portunity to talk about your training as it happens and to 
anonymously evaluate the training program. To encourage you 
to participate. Dr. Lauver is willing to substitute the 
above tasks for one of the papers assigned in 601. Whether 
or not your volunteer will not affect your grade in 601 or 
any other course. 

If you are interested in volunteering. please choose 
a time for an individual interview with one of us. At that 

. time we will go over the purposes of the study. ans.·;r~r your 
questions and ask you to sign an agreement to participate. 

If you need to reach us in the next few days. you 
may leave a note in one of our boxes in the C&G office or 
call one of us at home (Marj. 624-2084; Cheryl. 795-3029). 

* Full-time means enrolled in 9 or more units this semester. 



Information Sheet 

A Two-Year Study of Master's Students 
In Counseling and Guidance 
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The purpose of this project is to investigate the 
relationship between your training and your employment 
after training. We hope to understand more about how 
students in training are alike and how each is unique, and 
to give you an opportunity to describe your experiences as 
they happen. 

All volunteers will be full-time master's students 
who are beginning coursework in Fall 1979. Your role will 
be to observe your own development, to describe your ex
periences to us. Our role as investigators will be to 
summarize and tabulate the information you give us and to 
note trends or changes over time. 

The study will be conducted over a two-year period, 
including your three semesters of training and six months 
of employment. A number of methods will be used to gather 
information, including a journal (one hour per week), an 
interview (once each semester), two standardized measures 
(administered twice, at the beginning and end of training). 
Also we will collect three counseling tapes from you each 
semester that you have turned in to one of the Counseling 
and Guidance professors for evaluation. 

Completing the measures will require your time and 
energy. In order to assist you, we will collect materials 
from you in the Counseling and Guidance Department and will 
provide tapes and paper for recording. Also, we want to 
answer questions at any time during the study, either in 
person or over the phone. You have the right to drop out 
of the study, but if you do, we ask that you complete one 
final interview with one of us. 

We assure you that all materials will be read by the 
investigators only, and will be kept at our homes during the 
study. The standardized inventories will be coded by 
professional evaluators through the mail, without your names. 
The counseling tapes will be coded by two Ph.D. students, 
again anonymously. The analysis we complete will not af
fect your grades or evaluations by professors in the depart
ment, since they will not have access to the materials. 
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At the end of the study we will return all 
materials to you to dispose of as you wish, and will 
interpret results individually. In some instances we may 
want to include information 'about you in a case study, but 
you will approve what we write before it is included. 

Please ask any questions you have at this time. If 
you are willing to participate, please sign the consent 
form in the presence of one of the investigators and a 
witness. 



Consent Form 

A Two-Year Study of Master's Students 
In Counseling and Guidance 
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I have received written and oral explanations of 
the above Project. The nature, tasks, requirements and 
benefits have been explained to me. I understand that I 
may ask questions and that I am free to withdraw from the 
project at any time without incurring ill-will or affecting 
my training at the University of Arizona. Whether or not I 
volunteer or withdraw will not affect my g~ade in this 
course or any other.' 

I understand this consent form will be filed as 
designated by the Human Subjects Committe~ with access 
restricted to the investigators or another authorized 
repres~ntative of the Counseling and Guidance Department. 

A copy of this consent form is available to subjects 
upon request. 

Subject's signature_' ________________________ Date ________ _ 

Investigator's signature ____________________ Date __________ _ 

Witness's signature _________________________ Date __________ _ 



Code as 
Inaudible 

APPENDIX B 

CODE SHEETS FOR ANALYSIS OF TAPES 

Decisions to Make in Coding Each 

Counselor Verbal Behavior 

Code as open 
or closed 

Code as restatement, 
paraphrase, reflection 

Code as interpretation 
or knowledge 

Code as single 
or multiple 

Code as goal setting, se1f- 1-----1 
disclosure, accepting 

) 
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CODE SHEET 

Your Name ---------------------------
Student No. -------------------------
Tape No. __________________________ __ 

INSTRUCTIONS: You will code and tally each counselor's 
verbal behavior on two 5-minute segments of 
the tape. Use the flow chart as a guide in 
making your decisions, and check the 
definition sheet as you need to. If you 
tally a response as "other," please write 
the response on the back of this sheet. 

Question Category First Second 
Segment Segment 

A Question? Open question 
Closed question 

A Following Restatanent 
Response? Paraphrase 

Reflection 

Infonmtion Interpretation 
G' . ? l.VlIlg. Knowledge 

Relationship Goal setting 
Building? Self-disclosure 

Acceptlllg 

Other 
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APPENDIX C 

INSTRUCTIONS FOR INTERVIEWS AND JOURNALS 

Guideline's for Interviews 

The purpose of these interviews is to cover more £ully the 
topics covered in the journals in order to clarify the 
change process students experience throughout their 
master's program in counseling. The interviews will be 
taped and the confidential nature of the relationship will 
be explained at the beginning of each session. Four 
interviews will be held with each subject, one during each 
of the three semesters while attending the master's pro
gram in counseling and guidance and an exit interview upon 
graduation. Only the investigators will listen to the 
tapes and read the journals. Any information used in the 
study will be approved by the subject before being in
cluded. The procedure for the interviews will be as 
follows: 

Interview iFl 

1. Explain the purpose of the interview. 

a. To gain a clearer understanding of the experiences 
while attending the master's program. 

b. Their role is to be researchers for us about their 
experiences; our role is to make sense out of the 
information they share. 

2. Explain the confidential relationship. 

a. Tapes and journals will be reviewed only by the 
investigators. 

b. Information they share will be used in our study 
only with their approval. 

c. Their participa~ion in this study will not affect 
their course grades. 

d. All materials will be returned to them at the end 
of the study. 

e. Share as much as they are willing to about the 
topics they choose in the interviews. 
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3. Ask if the subjects have any questions about the above 
or the study itself. 

4. Show subject his/her Admission Data Form for entry into 
the program. Ask them to check the accuracy of items 
on full-time, part-time status, current employment, 
area of specialization and work and volunteer experience. 
Explain to them that the answers to these questions may 
change during the program. 

5. Have the subject sort the cards into three piles (~, 
no, maybe), using the criteria "topics that are most 
prominent as of today." Record the selections on the 
code sheet; then ask the subject to resort and choose 
four cards for discussion. 

6. Use the following open-ended questions to guide the 
subject in giving information. Write down the example 
and summary statement on your record sheet. 

a. What are you thinking/feeling abou t the topic? 
b. Define important terms .. 
c. Give an example or specific experience. 
d. Have you observed others in a similar situation? 

Describe. 
e. You've told me what you are experiencing. What 

do you want to happen? 
f. Anything else you want to add? 
g. Summarize what you have said. Use one word or a 

phrase, if possible. 

7. Repeat questions for each of the other three topics. 

B. If the subject wants to problem-solve after reporting 
what is happening, move to another location. Keep the 
gathering of information for the study as a separate 
process. 

Intervie~v 412 and #3 

1. Repeat steps 2 through B. 

In t erview 4/4 

1. Repeat steps 2 through B. 

2. Add the following questions: 



a. 

b. 
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Have you noticed any difference in your point of 
view during this year's work? What do you 
attribute this change to? 
What would you like to see added to the program to 
improve your development as a counselor and your 
perception of yourself? 
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Code· Sheet for Card Sort 

Use the following symbols to record how the subject sorts 
the set of cards. Give the subject the cards in the same 
order as listed below: 

X topic to discuss 
not to discuss 

0 maybe 

Role of Counselor 

Reasons to be a counselor ---
--- Limits of counseling 

--- Opportunities to work 
Status of counselors 

Physical Resources 
Money ---
I. Amount available 
2. Sources 
3. Ways to spend 
Health ---
1. Exercise 
2. Illness, accident 
3. Food, drink, cigarettes, drugs 

Relationships With Others 
Friends 
1. Time together 
2. Activities together 
3. New friends 

Children 
1. Time together 
2. Division of responsibilities 
3. Living together . 
4. Having children, if you don't already 



Other Adults ---
1. Employer 
2. Parent 
3. Professor 
4. Fellow students 

Spouse/Lover 

1. Time together 
2. Household duties 
3. Living together 
4. Sexual relationship 
5. Support for each other's work 

CouI).seling and Guidance Program 

Why I'm here ---
--- Difficulty of courses 

Success in program 
____ Area of specialization 
____ How to get a job 

Self-Perceptions 

____ How I see myself 

---

1. Strengths 
2. Weaknesses 
3. Values 

Other 
1. 
2. 
3. 
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Sample Record She"etfor Interviewer 

Topic 

Example: 

Summary Statement: 

Topic 

Example: 

Summary Statement: 

Topic 

Example: 

Summary Statement: 
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Journal 

The journal you will be keeping is designed to help 
you share your experiences as you progress through the 
master's program. Write as much as you are willing to 
about the topics on the attached list and include relevant 
experiences which may not fall under one of the specified 
areas. 

Your entries will be read only by the investigators. 
We will not include your experiences in our study unless 
we have your permission, and at no time will your name be 
used. Your participation in our study and the information 
you share with us will have no affect on course grades. 

When making your entries, please follow these steps: 

1. Set aside at least one hour, if possible at the 
same time each week, to think about and write in your 
journal; for example, write each Sunday after dinner, or 
each Tuesday morning. 

2. Review the attached list and address as many of 
the topics as you need to in describing your week's 
experiences. Students in our pilot stody usually wrote on 
3-5 topics. \~rite on one topic if it adequately describes 
your experiences that week. If nothing significant hap
pened, so report. 

3. Also address the following questions when they 
apply to your week's work: 

a. Describe your reactions to class presentations. 
b. Describe what you are learning from making 

tapes, participating in group activities, and 
completing assignments for your classes. 

c. Describe your reactions to feedback you are 
receiving about the counseling you are doing. 

4. Use the paper we provide for your entries, keeping 
one copy for yourself and turning in the other to'us each 
week. You can hand us your entries each week or place 
them in one of our boxes in the Counseling and Guidance 
Department. 



Relationships With Others 

Friends 

1. Time together 

Topics 

2. Activities together 
3. New friends 

Spouse/Lover 

1. Time together 
2. Household duties 
3. Living together 
4. Sexual relationship 
5. Support for each other's work 

Children 

1. Time together 
2. Division of responsibilities 
3. Living together 
4. Having children, if you don't already 

Other Adults 

1. Employer 
2. Parent 
3. Professor 
4. Fellow students 

Physical Resources 

Money 

1. Amount avaj.1ab1e 
2. Sources 
3. Ways to spend 

Health 

1. Exercise 
2. Illness 
3. Food, drink, cigarettes, drugs 
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Self-Perceptions 

Strengths 
Weaknesses 
Values 

Counseling and Guidance Program 

Why Ilm here 
Area of specialization 
Success in program 
Difficulty of courses 
How to get a job 

Role of Counselor 

Reasons to be a counselor 
Boundaries of counseling 
Opportunities to work . 
Status of counselors 
Appropriateness of lectures/demonstrations 
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APPENDIX D 

EXAMPLES OF COGNITIVE STATEMENTS IN 

PARTICIPANT INTERVIEWS AND JOURNALS 

A. I'm confused about -----; I'm worried about 
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1. I'm not future-oriented, and I don't know what I 
want when I finish this program. 

2. Some of the personal turmoil in me about what I'm 
hearing here interferes with my studying. I don't 
worry about grades, but about being able to stick 
it out. 

3. I wonder if people who don't know me think I am 
a counselor. Should I use the listening skills 
I've learned with strangers? 

4. I felt like I was a better counselor before I came 
into this program. I feel defeated. I feel okay 
when I'm listening ,to a client, but then what do 
I do? 

5. I went to class and had no idea what the professor 
was talking about. He keeps saying everything 
will "dovetail," but I can imagine my dove coming 
in without a tail. 

6. Being unemployed is new to me. I'm preoccupied 
with money being spent and none coming in. 

7. I have difficulty participating in classroom 
discussions. I'm not afraid, but I simply don't 
have anything to say. 

8. I've been frustrated in co-counseling because the 
other counselor kept talking for two sessions and 
not getting to what the client says was the 
problem. 

9. What do I do with a client who doesn't want to 
change? 



10. Every time I go to the library I drive myself 
crazy because I want to read everything. 
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11. My personal system of beliefs about counseling 
is vague and confused. I found that out when I 
tried to write a paper about them, and that hit 
me pretty hard. 

12. My attitude has been so negative since I came to 
this program. I need to make some more effort 
instead of wanting to be spoon fed, but I'm not 
sure how to start. 

13. This is like starting first grade again. I'm in 
an absolute fog. 

14. I find my advisor different in front of the class 
than in the office. I don't know which to believe. 

15. I can't believe that some of the people I see 
graduating will be ready to counsel. I feel very 
unsure about my skills too. I feel like I'm not 
challenged to use my skills by the professors. 

16. What worries me is all the things I don't know-
and I don't even know exist. We went to visit an 
agency and a counselor talked about techniques I 
had never even heard of. 

17. I have all these fears that I won't get to do what 
I want after graduation, that I made a mistake 
coming here. I just feel like I don't know any
thing. 

18. I see myself in a sea of facts that I want to 
arrange in a meaningful pattern. I feel bombarded. 
For now, I say some things need to be put aside 
for later. 

19. I still have a 
I'm working on 
seem to help. 
it sooner. 

hard time talking about myself. 
that in a group, but it doesn't 
I tried once and should have done 

20. My professor is more worried about my grade than I 
am, refused to give me a C because I am "better 
than that." I was grateful for being able to make 
up the work, but also embarrassed .. 
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21. I worry about an old friendship. I'd be okay if 
the friend said, "I don't like you anymore." I 
would like it all out in the open, but I don't 
feel I'm the one who should confront. 

22. I expected to see clients over several sessions 
and instead I socialize with clients and staff. 
I've talked to my supervisor, and he says I'm 
doing fine. What am I supposed to be doing with 
clients? 

23. I ought to be able to work out living with my 
wife, getting chores done, but we keep disagreeing. 

24. I need to force a client to look at himself and I 
feel inept. Without a technique, something for 
me to do, there's no reason for the client to 
keep coming. 

25. I want to talk to my boss, not walk away from the 
relationship. I know how to use "I" messages, but 
my boss and I are still in conflict. 

26. I'm neglecting my child by going to school. I got 
home last night after his bedtime. I didn't have 
dinner with him, bathe him or read him a story. 
That happens a lot lately. 

27. I'm getting more social and my school work is 
suffering. A year ago school was my life; now I'm 
working to meet new people, but my grades will be 
lower. 

28. My neighbor got drunk the other night. I know the 
woman he lives with takes physical abuse from him. 
Should I do something? 

29. There's no money to pay next month's rent because 
the person I live with promised to have the money 
and didn't come through. When I tell him I can't 
live this way, he refuses to change. And I don't 
sleep well at night. 

30. I've found myself waking up in the mornings in a 
panic. The pressure to see clients and get 
school work done is getting to me. 



31. I go home and rehash everything that happens 
in class. I feel like I'm using my husband as 
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a guinea pig, rocking the boat (our relationship). 

B. I'm proud of myself for ------
1. I was able in that session to be less fearful, to 

not let myself get tied in knots. I quit telling 
myself I was going to fail. 

2. I've changed my idea about what to pay attention 
to with a client. I'm not responsible for the 
decision the client makes. 

3. I'm amazed at how "together" the women I counsel 
seem to be and yet they don't think so. I see a 
big part of counseling is helping people see they 
have assets. I'm doing rather than talking about 
working with clients. 

4. One male client was upset and wouldn't come back 
to see me because I wouldn't flirt with him. I 
guess I wasn't the one to help him. 

5. I have been working with a mother for two months 
about "incidents" with her children. On her own 
volition, she told me today she is a child abuser. 
I was relieved to hear her talk about it and glad 
I had given her time to trust me. 

6. I was worrying so much about missing something 
important with a client that I wasn't doing a 
good job. I am finding I can care about my 
clients and not take their lives home with me. 

7. I found my last client rambled on and on, and I 
didn't know if it was appropriate to interrupt him. 
I did tell h.im about my thoughts, which I've never 
done with a client before. 

8. One client got angry at me, telling me I didn't 
know how bad things were for her. I was firm and 
sent her on her ,way, because I didn't know how to 
help. 

9. I tend to be too structured, get in another person's 
way. I had a man and wife talk to each other in a 
session rather than to me. I was keeping things 
from happening between them before. 
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10. I've discovered a client can succeed even if I 
don't do everything right in a session. 
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11. I don't take myself so seriously anymore. I see 
more of the good in my life. 

12. I've learned not to be tough and strong when I'm 
hurting inside, to listen to other people encourage 
me. 

13. I stayed in an objective role when a client got 
angry at me, even though I wanted to play the 
parent role and shake her by the shoulders. 

14. I will not reflect back when a client says she 
wants to adjust to her husband's violent behavior. 
I'm going to tell her I don't think that's a good 
idea. 

15. Regaining my sense of humor in a counseling session, 
being more at ease. 

16. Going first in group, doing my exercises in front 
of the class. 

I've learned 

1. I'm more confident now. I don't think I was ever 
conscious of reflecting before. I can express that 
I understand what someone says. 

2. I've learned not to work so hard, to value the 
closeness I have with my family. 

3. I can change. 

4. I can say, "I'm lost, I don't understand," to 
a client. 

5. I can let a client finish talking about an idea and 
still use ideas stored in my mind from an earlier 
part of the session. 

6. I understand the kind of job I want and have 
learned to ask how to get it. 

7. I've learned techniques, how to run guidance groups, 
how to work with the staff in a school. 
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8. I can use a professional counselor to help me to 
change. I don't need to keep discouraging myself. 

9. I'm less cautious about sharing who I am with 
strangers. 

10. Lots of neat things happen in the hall outside 
counseling classes. 

11. My fiancee and I have learned to talk things out. 
We saw that when we kept things inside, it 
spoiled everything. 

12. I've learned not to say, "I don't know what to do" 
to a client. They think I'm so messed up that I 
can't help them. 

13. I don't need to do things for people when they can 
do things for themselves. 

14. Crisis counseling is different. I know how to 
react now, what to do. I am not afraid anymore 
and am more active in helping. 

15. I know enough counseling techniques to last me 
the rest of my life. I just have to remember 
them. 

16. There are many opportunities for me to learn more 
after graduation. 

17. I've learned to do things I've never done before. 
I went to the counseling center and joined a group 
and tried out for a new position on a sports team. 

18. I've learned to accept tears. 

19. I can shake someone's hand, be gentle, loving, or 
I can arm wrestle. 

20. I've learned career exploration, crisis counseling, 
anger therapy, relaxation to prepare for job 
interviews, referral sources, I-statements, 
expressing appreciations and resentments. 

21. Some of the things that I read about in books don't 
happen with clients. I see them on the bus as well 
as in my office. 



22. I've learned here riot to be totally career
oriented, to care about what happens with the 
day-to-day living with my family. 
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23. I notice facial expressions, eyes, body positions 
more. 

24. I have a friend who didn't want to talk to anyone 
else about her problems. I find it's hard to 
counsel someone who's already my friend. She 
says I've helped her. 

25. I can't judge a person by an IQ score. 

26. I need to listen to the client rather than think 
about my own personal experiences. 

D. Being a counselor means 

1. I give my daughter choices and freedom to make 
mistakes; also holding her in my arms and telling 
her I made a mistake. 

2. Getting the highest score on an exam in two of my 
three counseling classes. 

3. Caring about people more than money and possessions. 

4. Being energetic, intelligent, concerned. 

5. Listening to other people's problems without 
getting miserable myself. 

6. Knowing a client has the tools to solve a problem, 
that· she may stick her head in my door a week 
later and say, "That's all taken care of." 

7. Having a supervisor listen to a tape of a session 
and say, "nicely done." 

8. Listening to other staff say why they can't work 
with a patient and helping them see another way. 

9. Doing volunteer work to practice what I'm learning. 

10. Being mutually supportive with a client, telling 
her how I handled a problem and applauding her 
success. 
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11. Changing what I ,learn in class to fit the client. 

12. Having a good relationship with my husband. He 
can leave for the evening, I can leave, and neither 
one of us gets bent out of shape. 

13. Watching people learn to support each other. 

14. Having people come to me, ask me questions. I 
can listen, and after they talk, they feel better 
and I do too. 

15. Telling a client what resources are available in 
the community. 

16. A client who' had a headache for a year learned a 
relaxation exercise and said afterwards the head.
ache was only half as bad. 

17. Helping people focus on relevant points and make 
decisions. 

18. Allowing people to watch how I solve problems. 

19. Having others tell me to stop "playing counselor." 

20. Being under pressure in my own life and still 
expecting myself to help others. 

21. Seeing my family suffer emotionally and know there 
is another way--but I can't be the one to help. 

22. Analyzing my own friendships; I learned what is 
good about them. 

23. Not being critical of myself or others. 

24. Saying what I think and feel without knowing what 
the other person will say back. 

25. Being a witness to other people's lives. 



APPENDIX E 

ADVICE TO NEW STUDENTS 

To: New students in Counseling and Guidance 

From: Marj Holiman 
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I am presently conducting a research project on 
master's students in Counseling and Guidance. In November 
I interviewed 18 students who are completing their first 
practicum and/or graduated in December. I asked each this 
question: "If you were doing an orientation for new 
students, what would you tell them about this program?" 
Below are nine summary statements of their responses, which 
are underlined, and comments from individuals in quotation 
marks. I will be glad to talk to you about any of the 
comments. I suggest that you see your advisor early this 
semester, talk to other students in your classes about what 
they are planning, and ask your advisor to help you meet 
students who are about to graduate. 

Comments about the professors: 

1. Take courses from as many professors as possible. 

"Get enough self-confidence to look at the professors 
as people to talk to. Don't be afraid. The first 
step is to call them by their first names. You are 
worth taking their time and they all have something 
to teach you." 

"Don't be deceived by the casualness of the faculty. 
They are available if you take the initiative. Be 
your own advocate with them." 

"The professors are easy to get along with and they 
can help." 

"Go see any professor that you don't know and would 
like to know. Sign up for their courses with an open 
mind. You can learn in any situation." 
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2. Find out what each pro'fessor does best and watch them 

work with clien·ts. 

"Draw up your program of study the first semester, at 
least in rough form. Find out who teaches each course. 
Talk to students who have already taken the course, and 
if more than one teacher teaches it, find out how each 
teaches the course." 

"Sometimes it's more important to have contact with a 
professor than the subject matter of a course. You 
need to learn from the people who teach as much as 

. what they teacn:-n-

"The professors have different experiences to draw on-
some have worked in schools, some have worked with 
individual clients, some have done research. Learn 
what each one knows how to da and learn what they can 
teach you." 

3. Each professor has a set of criteria to evaluate you. 

"The professors have different requirements. Some 
courses have more requirements than others. Be aware 
of how important deadlines and meeting specific 
requirements are to each professor. The best combina
tion for me was a course where what was expected of me 
was clear and I still had the freedom to be human, 
make mistakes." 

"Some of the professors are more lecture oriented, 
some want you to get experience counseling in their 
classes. Be aware of their different expectations, 
what they will be evaluating you on." 

Comments about courses: 

1. Don't depend on your reward from grades alone. 

"Don't worry about grades so much. Some students are 
too reluctant to accept a B. Don't get strung out on 
grades. Look for answers ror yourself. See if C & G 
is a place where you can learn." 

"The first semester was a disappointment to me because 
I expected to learn everything at once, was impatient, 
and instead we spent time learning to give support to 
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each other. Giving support is something I do all the 
time with clients. I needed that first semester, even 
though I didn't know it at the time." 

"Some students think they don't need to know what they 
are required to take--the career courses, for. example. 
It's no joke to a client to be out of work." 

"What you hear that stays with you is what's important." 

2. Learn outsidec'lass also. 

"You need to put in more than class time to get what 
you need from the program. Do volunteer work. Take 
some courses outside. C & G--psychology, child develop
ment and family relations, cultural anthropology. Do 
an internship for nine months." 

"You need courses in a wide variety of areas, scope." 

"You can pass courses by doing 10 or 200 hours of 
counseling. It's important to practice, to jump in 
the water right away. If you want to be a counselor, 
practice 200 hours." 

"Have as many different kinds of experiences as you 
can--training, private therapy, workships, groups, 
and read .... " 

"Appreciate making tapes with other students--no one 
else will cooperate with you like that." 

"Get involved with groups. The relationships you'll 
develop there can't be gotten any place else in the 
program." 

"Don't be afraid of the other students. They can teach 
you a lot. Get energy from the other students." 

3. Don't expect to learn everything before you graduc?te. 

"Be aware of your own pace. How much can you learn in 
one semester? You need time to integrate, to gain 
confidence, to meet new people, to meditate on what 
ideas you've been exposed to and about yourself." 

"Realize that this program is a foundation, a way to 
start. You will be thinking about what else to learn 
next after you graduate." 



122 

"I've started to learn but I may never be finished." 

"Trying to imitate everyone is too hard. Let things 
happen. Give yourself time." 

"I've been exposed to a lot of good books and haven't 
had time to read them all. I am buying them and will 
keep on reading." 

4. Experience being a client. 

11'1 found personal therapy worthwhile. I volunteered 
to be a client in a classroom demonstration and after
ward the professor said, "I won't leave you." Knowing 
that someone cared was more important that moment 
than all the books I could read. I want to be like 
that for my clients. II . 

"I need personal growth time.to decide what I want; 
what feeling, drives, irritations I have. Then I can 
act." 

"Learn what your operating style is. Do you move 
through life trying things? Are you determined to 
finish one task before starting another? Learn about 
yourself. 

"I grew because I had to struggle, because I don't 
know what to do." 

"I want any counselor I go to to understand himself or 
herself. Someone can get through this program fast 
and not understand his or her own issues, but I don't 
think that person can understand others." 

Comments on how to succeed: 

1. Initiate. 

"I know now that what I get is up to me. I didn't 
know that before I started this program." 

"Plunge in." 

"I came to the program thinking I always had to know 
how something would turn out before I started. That 
was the pits. New situations are a way for me to 
learn about myself." 
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"I have the power to act." 

"You will get a return for whatever time you put in." 

"This program is like a feast on the table, but you 
have to go up and pick what you want. The faculty 
won't spoon feed you." 

"You need more practice, more supervision, more time 
than you can imagine when you start. Use the time 
you have--1earn, relax, take time to be with yourself. 
You are your own best teacher." 

2. Relax and enjoy yourself. 

"This is a relaxed enviornment. Don't be shocked 
by that." 

"Relax. Don't take learning so seriously. People 
are fun to be with." 

"Don't panic. It gets better." 
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