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Abstract

Thj s study i nvesti gated the effects on communi cated

empathy of rnode'l ì ng and correct j ve f eedback urhen del j vered

i n-process of dyadì c practj ce. Contrast control traì ni'ng

rvas modeìing and corrective feedback delivered extra-process

of dyadi c pract'i ce. Sub jects were 32 vol unteers f or peer

counsel or trai n'i ng random'ly assì gned by sex to exper jmental

or contrast control tra'inr'ng conditìons, then paired. Eìght

hours of trainìng were gìven to separate dyads jn four

vreekly sess'ions, by one of two randomìy assigned trajners.
Pre-tra'in'ing, post-training and fol low-up (one month)

evaluations were conducted, us'i ng counseling analogues with

trained actors as cl'ients. Commun'i cated empathy was

assessed in its Expressed (bV the heì per) and Received (bV

the cì'ient) phases, following the Barrett-Lennard (1981)

cycì i ca'l model of the empathy process. Expressed empathy

r{as measured by rati ngs al ong the Carkhuff ( 1969c ) empathy

scal e and by frequency of paraphrase and refl ecti on

responses. The actor-clients rated Received ernpathy on the

Barrett- Lennard (1964 ) Rel ati on s h i p I nventory.

Anaìyses of covariance on post-trainl'ng scores (with

pretest scores as the covariate) supported the hypotheses

that subjects trai ned by modei ì ng and correct'i ve feedback

j n-process of dyadi c practj ce woul d show greater Expressed

empathy, according to both jts measures. Horvever, the

hypothesi s of greater Rece'ived empathy f rom the experimental

(ì )



group was not supported.

variance were emp'l oyed to

showed sign'i fjcant declìne

frequency, only.

Repeated measures ana'lyses of

assess effects maintenance and

for paraphrase and refl ectjon

(i1)
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Introduction

Since Titchener's introduct'ion of the Engì ìsh term

empathy jn 1909, consjderable attentìon jn Psycho'l ogy, both

'i n theoret'i cal and research doma'i ns has been pai d to thi s

concept. Earìy discussants included Freud (192I), Adler

(i931), the sociologìst Mead (1934), socjal psychoìogists

Cottrell (1942) and Dymond (1949). That this interest
conti nues is evidenced by recent mul tidimensional

conceptualizatjons of empathy including those of

(1970), Keefe (1976) and Barrett-Lennard (1981).

Lesh

The rel evance of empathy to the successful

psychotherapeutic endeavor has been indicated across

schooì s, from the psychodynami c ( eg. Al exander, 1 948;

Ferenczt, 1930; Reik, 1948), to the cl ient-centred (eg.

Jourard, 1959; Rogers, 1951), and even to the behav'ioural

(eg. Wilson and 0'Leary, 1980). It ìs among the

cl ient-centred that empathy is ascribed its most signjfjcant
role: the therapist's communication of empathic

understandjng and uncondjtional posÍtive regard, whjle beìng

personal ìy genuì ne were asserted by Rogers ( 1957 ) to be

"necessary and sufficient" conditjons for therapeutìc

change. Truax and Carkhuff (1964), in describ'i ng thejr

I inear mul tipìe regress'ion model for psychotherapy research,

added concreteness or spec'i f i cì ty to make a four-fol d schema

of "f ac'i I 'i tati ve condi ti ons " essenti al to ef f ect'i ve therapy.

Recent ìntegrative reviews of the research I jterature have
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led both to reaffirmat'ion of jts signjfjcant role and to

more circumscrjbed conclusjons about empathy's relation to

therapeutìc outcome. lnlhile Hornblow (1980) affirms a

posìtìve relationsh'i p, Gìadstein (1970) concluded that such

exi sted onl y where psychotherapy was concerned, wi th

evidence equivocaì for counseljng contexts. Kurz and

Grummon (I972) stated that there was "l ittle doubt" of a

posìtive relat'ionshìp, but that measurement limitat'ions left

ambigur'ty. Lambert, DeJulio and Ste'i n (1978) concluded

there was a "modest" associat'ion between successful outcome

and f aci I i tat'ive condi ti ons, whereas Marti n (1983 ) saw a

moderately good to strong relationship depending on measures

used. Patterson (1984) asserted that "evjdence for the

necessity, 'i f not the suffìciency of the therapist

condi tj ons of accurate empathy, respect or warmth, and

therapeutic genuineness is incontrovertable" (p.437). In

the end and g'iven these qual if ications, empathy remains a

factor of importance to successful psychotherapy, fiêrí ti ng

further study.

From as earìy as 1947 (B'l ocksma and Porter) trainìng

programs aimed at enhanc'i ng empathi c f uncti onì ng i n

counselors have been pubììshed, wìth Rogers (i956)

signalling an earìy dispute between advocates of different

teaching methods, the "experientjal" versus the "didactic".

t^lith their entry into the scene urgìng an integration of

didactic and experiential approaches (Truax, Carkhuff and
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Douds, 1964), Truax and even more prom'i nently, Carkhuff

propel I ed systemati c ski I I trai n'i ng to promi nence. There

fol I owed a perjod of ten or more years duri ng whi ch

extensi ve research on traì ni ng for empathy skj I I was

pub'l ished. Major systematic tra'i ning programs were

deve'l oped by Truax, Carkhuff and the'i r associates (see

Carkhuff, 1969; Carkhuff and Berenson, 7967; Truax and

Carkhuff , 1967), and by Ivey and his (see Ivey,797I; ivey,

Normington, Milìer, Morrill and Haase, 1968). Numerous

others outljned and tested modjficatjons of the major

programs (eg. Fry, I973; Thompson and Bl ocher, I979) , wh'i I e

still others proffered unr'que programs (eg. Avery, I977;

Boyd, 7973). Empathy skill training has not been wjthout

i ts cri ti cs. Mahon and Al tmann (I977 ) for exampì e cl aimed

that wh j l e studi es showed traì n'i ng ef f ecti veness, i t was

only short term and not transferred to actual counseì i ng

contexts. The capabiìity of sk'i ll trainìng to overcome

personaìity factors jn counselor-trajnees was quest'ioned by

commentators like Bachrach (1968; the factor being therapist

capacìty for "adaptive regressìon") and [^Jalstedt (1968; the

therapist's "empathy quotient" being the factor). As the

research review bel ow wi I I show, these important quest'ions

have not been well addressed jn the published I'i terature

even to date. l.lhat seems cl ear i s that empathy, as

researchers are abl e to measure i t, can be enhanced by

educatìonal programs, though unanswered questjons and



Iimíted conclusions remain.

Prominent among the teachìng strategies in the varjous

systernat'i c programs wcre both model i ng and feedback.

Carkhuff (1969a) for example satv the trainer's level of

functi on'i ng i n the facj l i tatj ve condi t'i ons as the " sì ngì e

most crjt'i cal aspect of effective traìning" (p. 240). Ivey,

Normington, Mì'l ìer, Morrill and Haase (i968) employed

vjdeotaped modeì ing and Rogers (i956) recommended di rect

vìewìng of therapy, wh'i le Thompson and Blocher (I979) tested

for the effects of superv'isor-trainee co-counse'l ing.

Feedback has been provjded by traìners revieuring students'

taped i nteractjons wi th them (eg. Ivey, Normì ngton, Mi I I er,

Morril I and Haase, 1968; and more el aborateìy, Kagan et âl .,
1967), by independent rat'i ng of interactions along

preestabl 'i shed scal es (as j n Carkhuf f 's Systemati c trai nì ng

and others, eg. Brockhaus, Marshal I and Dustin, 1973) and by

cl jents themselves (as r'n Dustìn, 1971).

A number of researchers have exam'i ned mode'l i ng and

feedback AS el ements of the supervrsl0n of

counsel i nglpsychotherapy trai nees. In an extension of the

"experient'i al" (i.e. in rrrhich supervjs'ion parallels therapy

in form) vs. "didact'ic" (i.e. in which supervision 'i ncluded

promr'nentìy mode'l i ng and f eedback ) , d'i dacti c approaches were

genera'l 'ly hel d to have superi or ef f ì cacy (see Bi rk , I972;

Goldf arb, 1978; Payne, We'i ss and Kapp, I972). Consìdering

components of supervìsion, suggestjve ev'i dence of efficacy
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'i s noted for modeling and supervjsor rejnforcement (Miìler,

1969) and for mode'l ing or feedback alone (Ronnestad, 7977).

In the counse'l ing and psychotherapy literature,
pubì ì shed studi es of mode'l 'ing and f eedback as separate

teaching/learning strategies 'i n empathy traìnìng have been

few. Payne, l^Jeiss and Kapp (797?) and Payne, [.Jinter and

Bel I (I972 ) found modef ing to sìgn'i f icantìy enhance the

effects of djdactjc superv'i sjon. Perry (I975) found a

mode'l i ng effect but no i nstruct'ions effect 'i n exami ni ng

combinations of levels of these strategies. Instructions

and modeì i ng were found effecti ve by Uhì emann, Lea and Stone

( 1976 ) , as were ì nstructj ons, ffiodel i ng and practi ce by

Dal ton, Sundbl ad and Hyì bert ( 1973 ) . t^lj th respect to

feedback, Ronnestad's (I977 ) study showed i t to enhance

expressed empathy, and lvhen Carl son (I974 ) combi ned feedback

wj th i nstructions, he found them superior to verbal

reinforcement and control condjtions. Thus, though modelìng

and feedback have been wìdeìy used as empathy training

strateg'ies, thei r actual ef f i cacy i n thi s regard appears to
have received l'imìted research attention.

Ratjonale for the Study

The i ntent of thj s study was to j nvesti gate the empathy

enhancing effects of a tra'i ning strategy composed of

model i ng and correcti ve f eedback del 'ivered i n-process of

dyadic practice. The I jterature reveals that modeling,

f eedback and practi ce f igure promì nent'ly as el ements of
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rv'ideìy studjed systematic tra'i ning programs and both

modeìing and feedback have been the subject of specific

study, sêparateìy and in various combinatjons with other

traìnìng techniques. The rev'iew be'low wil I show that, jn

al 'l , the ev i dence supports the ef f ì cacy of both modeì i ng and

feedback'in increasing communicated empathy in counselor

trai nees. t^Jhat i s al so ev'i dent, however, i s that resul ts

across studies leave a considerabìy incomplete overall

pi cture. Spec'i f i caì ìy, evì dence of the ef f ì cacy of thei r

combined use has not appeared as yet jn the publìshed

literature.
Though modeììng studies have not yet addressed this

traìnìng dimensìon, research into the effects of feedback on

empathy I earnì ng i ndi cates the superì orì ty of immedj ate over

delayed delìvery (Reddy, 1969a). Thus, the effectjveness of

trai ni ng 'i nterVentj ons whi ch are l'n-proceSS ( therefore

immedi ate and contì ngent on i ndi v'i dual responses ) appears to

merit further investigation. Additionaìly, wìth respect to

feedback, Carl son (I974 ) shovred superiorìty of a corrective

form (i.e.with'i nstructions for ìmprovement) over s'impìy

evaluative feedback. Therefore, given these ì'nd'icatjons of

vihat lvould constitute a hìghìy potent combination of

trai ni ng strateg'ies, the study was desi gned to exami ne the

ef f i cacy of mode'l i ng and correcti ve f eedback, del i vered

'i n-process of dyadìc practice.

Interpretabilìty and utìl'i ty of research findìngs have
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often suffered due to methodologìcal l'imitatjons in traìnìng

studj es. Among the recurrent I imi tati ons have been the use

of counseling analogues of questionabje vaìidìty as

representations of actual counseììng, the 'i nadequate cuing

of control subjects to desirable test behaviour, and the use

of inadequately controlled non-experimental designs. Th'i s

study included an experimental design and equivalent cu'ì ng

of experimental and control subjects to desirable test

behaviour. Its use of tra'i ned actors as cl'ients,

counterbalanced over test'i ng occasions and with controls for

consistency of presentation 'is bel ieved to have provided an

optìmaìly realistic representatjon of counsel jng given the

ethical constraints on actual client use.

ma'i ntenance, whereas thi s study j ncl uded f o'l I ow-up

assessment at one month. The measurement of empathy from

different vantage points 'is recommended (Lambert, DeJul jo

and Stein, 1978) but seldom feature of empathy training

studjes. Th'i s defìcit, too, was addressed in this study

through 'i ts assessment of empathy f rom both Expressed (by

the he'l per) and Recejved (by the he'l pee) perspectives

(Barrett-Lennard, 198i) .

feedback stud'ies have rareìy attended

Hypotheses

Hypothesis I

Experjmental subjects, trained by

correcti ve feedback i n-process of dyadi c

Modeì ìng and

to effects

modeì ì ng and

practice, will
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demonstrate greater Expressed empathy than contrast control

subjects, trai ned by modeì ì ng and correcti ve feedback

extra-process of dyadìc practice, durìng a counse'l ing

ana'l ogue, as measured on the Carkhuff (1969c) Empathic

Understandjng in Interpersonaì Processes scale.

Hypothesis iI

Experjmental subjects

Expressed empathy than contrast

counseling analogue, as measured

and reflect'ion use.

Hypothesjs III

Role-played cl jents will

measured on the Barrett-Lennard

revisìon) Empathy subscaìe, to

subjects than from contrast

counsel ing analogue.

w'i ll demonstrate

control subjects,

by frequency of

greater

during a

paraphrase

judge Received empathy, as

Relationship Inventory (1964

be greater from experimental

control subjects, duri ng a



Empathy Competence through Counsel i ng and Psychotherapy

Traì ni ng, A Revi ew of the Li terature

Empathy: Concept 0verv i ew

Among the earìy Greeks "empatheja" referred to an

affect'ive state encompassing qua'l ities of affectìon, pass'ion

and suffering, and a process of feeling-into another.

Accordjng to Gladste'i n (1984), aesthetjc philosopher Robert

Visher was the first person to use the term "tinfuhìung", in

1873. Th'i s concept was developed s'ignificantly by Ljpps for
whom it described a process of aesthetjc appreciat'ion,

characteri zed as fee'l i ng onesel f j nto, and thus establ'i shì ng

an jdentifjcation between oneself and another (person or

object). In 1909 Titchener prov'ided the Eng'l ìsh transl ation

as "empathy".

Gladstein (i984) traced the evolutjon of the term

empathy from ìts root in the th'i nkìng of aesthetic

philosophers in the late 19th century. Their perspective

was in part a reaction to the elementalism and empìricism of

the scientific method embraced by such peopìe as Helmhoj tz

and Wundt. Gladstein further notes the socioìogìca'l roots

of the concept in the concern about the process of
'ind'ividual social'ization. Socioìogìst Mead developed the

"rol e-taki ng" perspectì ve of empathy whj ch i nvol ved a

process 'i n which "We feel with hjm and are able so to feel

ourselves into the other because we have, by our own

attr'tude, aroused in ourselves the attitude of the person we
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Thìs vJas a perspective

al so of soc'i al psychol ogì sts, as f or exampl e Dymond v¡ho

spoke of the abìlity for "jmaginatjve transposition of

oneself into the thjnking, fee'l ìng and acting of another",

thereby "structuring the world as he does" (Dymond, 1949,

p.127). Gladste jn ident'i f ied a second sociai psychoìogìcaì

perspect'ive of empathy as emotjonal arousal or reactìvìty.
He considered both deveì opmental psychoì ogy and

counsel i nglpsychotherapy as contri butì ng further to the

evolutjon of the concept. Deveì opmenta'l psychoì ogy,

especialìy through Piaget, has addressed deveìopment of

judgment and reason'i ng and posi ted that empathy j s possi bl e

only after stages characterized by egocentrism have been

passed. From counsel i ng and psychotherapy have come two

streams of thought aboutt empathy: 'identification and

role-tak'i ng. Freud (1921) vjewed empathy as a vehicle for

understandi ng another person who was of I imi ted emoti onal

ìmportance, through 'i nference and mìmicry. Ad'l er, in

outlinìng his concept "social feeììng" descrìbed being "able

to see wi th (another's ) eyes and l i sten wj th hi s ears"

(Ad'l er, 1931, p.172). Carl Rogers has provided thjs

extensive role-taking definition:

The state of empathy, or be j ng empathì c, i s to perce'i ve
the i nternal frame of reference of another wi th
accuracy and with the emotional components and mean'i ngs
wh'i ch pertain thereto as jf one were the person, but
without ever losìng the 'as ìf ' condit'ion (Rogers,
1959, p. 210).
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It is this "as if" quality which d'i st'i ngu'i shes empathy

f rom ident'i f icatjon or projectjon (Keefe, I976). Another

dist'i nction frequently made'i s between empathy and sympathy.

Buchheimer (1963), jn contrast'i ng "m'i tf uhì ung" (sympathy)

wjth "ejnfuhlung", descri bes the former as a "feej jng aìong

wj th" another person w'i thout necessari ìy "fee'l i ng i nto" that

person, onìy the lattcr activìty requ'iring jnteraction or

commun i cat'ion.

The years intervening since the aesthetjc phììosophers'

deve'l opment of the concept empathy have seen a burgeoni ng of

conceptual ì zatj ons. Hornbl ow ( 1980 ) suggested these may be

di fferentj ated accordi ng to thei r emphases on aspects whi ch

are: (a) af fectìve (eg. Ianottì, 7975 ) or cogn'i tive (eg.

Hogan, 1969) or both (eS. Gendl'i n's ,1962, "felt meaning");

(b) covert, as 'i n attitudes (eg. Rogers, I975) or overt in

behavjour (eg.Truax and Carkhuff, 1967); (c) verbal (eg.

Carkhuff, 1969b) or nonverbal (eS. Sulìivan, i953).

Furthermore, they may vary accord'i ng to (d) whether the

emphasis l's on trait (eg. Cìark, 1980) or process (eg.

Hoffman, 1975), and (e) their theoretical base.

Acknou¡ledgìng the compìexity of the phenomenon, several

wrjters have pos'i ted multjdjmensional models. Lesh (1970)

prov'ides a synthesis of major definjtional thrusts from

Rogers (i967), Kagan (1967), Truax and Carkhuff (I967 ) and

psychoana'lytìc writers (incìuding Reik, 1948). He asserted

that empathy, rather than a simpì e sì ngl e component, i s an
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interpersonal interactjonal process 'involving at the least

these components: (a) perception of both conscious and

preconscious levels of feeììng, (b) identjfjcat'ion of these

f ee'l ings, (c) dif ferentiat jon between cl jent and counselor

fee'l ings, (d) object'i ficat'ion or separation of cl'ient

feelìngs, (e) interpretation of cl'ient feeììngs, (f)

articulation of the conscious and preconscious cl'ient

f eeì i ngs.

Keefe (I976 ) contri butes further by descri bj ng separate

counselor tasks and ab'il jt'ies required for the successful

completion of each of three phases of empathy: (a) the

counselor's perceptìon of overt behavioural cues (requìring

attending skillfuìness); (b) the el'icitation of counselor's

cogni ti ve and feeì'i ng responses ( requì rì ng that cognj tj ve

filtering processes be held jn abeyance); (c) the conscjous

separat'ion of f eel ings hel d by sel f alone f rom those shared

with the cl ient (requ'i ring psychologÍcal openness, abil ity
to attend to one's feelings and faciììty in cognit'ive

sorting and labelling of feelings). This accLlrate empathjc

receptìon 'i s usualìy but not a'lways to be complemented by

accurate empathic communication.

Barrett-Lennard (1981) proposes a cyc'l icaì model of

empathy, in wh'i ch, at: Step 1, Empathic Set by Empathizer,

"A 'i s actìveìy attendìng (wìth an empathic set) to B who is

in some way expressive of his or her own experiencìn9...";
Step 2, Empathic Resonatìon, "A reads or resonates to B 'i n
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such a way that d j rect'ly or i ndi rectìy expressed aspects of

B's experience become experientìaìly alive, vìvid, and known

to 4."; Step 3, Expressed Empathy, "A expresses or shows in

some commun'i cati ve way a quaì i ty of f el t awareness of B's

experiencìn9. "; Step 4, Recejved Empathy, "B is attending to

A's response suffìciently at least to form a sense or

perceptì on of the extent of A's 'immed'i ate personal

understanding." and Step 5, Feedback, Fresh Express'ion and

Resonation, "B then continues or resumes vl's'ible

self-express'ion in a way that also carries feedback elements

for 4..." (p. 94) As wjll be djscussed be'l ow, a further

value of Barrett-Lennard's model I jes 'i n its provision of an

al ternate expì anatìon for weak relatjonshìps among empathy

measures.

To jllustrate the definitjonal debate, Hornblow (1980)

contrasts Hogan (1975): "It is d'i f f ìcul t to def ine empathy

i n a way that rvi I I meet w'i th general approva'l because the

word has several d'ifferent phenomenoìogicaì referents that

are hard to encompass w j th one concept" (p. 14 ) , w'i th

Bachrach (1976): "Almost irrespective of theoretl'cal

ori entatì on, the concept of empathy. . . ref ers to the ab'i ì ì ty

of one person to experientìaìly 'know' what another is

experiencing at any gìven moment, from the I atter's frame of

reference, through the l atter' s eyes " ( p.35 ) . But does thi s

debate have to be joined? Perhaps 'it is more productive to

acknowì edge that i ndeed empathy i s a compì ex construct, the
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focused upon

erroneousìy as though any one adequate'ly defined the whole.

The value of the current multidimensional models lies 'i n

the'i r reconcì I i ng the subsumi ng character of empathy as

Bachrach describes it with its various identified referents,

by acknowl edgì ng j ts mul tj -component,

gestaìt qua'l ity.

interactive and

Empathy Measurement

The focus on ci rcumscri bed aspects of the cornpl ex

cal I ed empathy has I ed j n turn to a varìety of measures

whjch attempt to quantìfy them. hlìth respect to th'i s

situation two major questions have occupìed the attentjon of

researchers: l^lhat are the rel ationshì ps among empathy

measures? and What is the relationship of counsel jng outcome

to such measures? To beg'i n, there f ol I ow two categori zati on

systems for empathy measures.

The first is provjded by Kurz and Grummon (1972). They

classif jed measures as (a) S'i tuationaì, where empathy is

regarded as a trai t measurabl e by a standard'i zed test such

as the Affective Sensitìvity Scale of Kagan et al. (1967);

(b) Predìctive, where counselors predict cl ient responses to

self-descrìptive items as with the Interpersona'l Checklist

of LaForge and Suczìk (1955); (c) Judged tape ratìngs such

as the Truax ( 1967 ) Accurate Empathy Scal e or Carkhuff's

(1969c) Empathjc Understanding in Interpersonaì Process

scaìe, which empì oy 'i ndependent raters to assess
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comrilun'i cated empathy; (d) Perce'i ved, 'i n whjch cl jents rate

empathy as they experience receiv'i ng'i t from the counse'l or,

and counselors rate thejr own provision of it, such as w'i th

the Barrett-Lennard (1962) Relationshìp Inventory.

Gladstein (I977) distìnguished measurement types as:

(a) Subjectjve (equìvalent to Perceived, above), (b)

0bjective, in wh'i ch independent judges rate counselor

responses or an instrument taps a counselor quality or

trait, and (c) Pred'i ctive (equivalent to Predìctive, above).

He el aborated upon these by d'i f f erenti at'i ng the f orms of

empathy whi ch they measure as bei ng one of : (a ) Af f ect'ive,

wh'i ch is a "matching of feelings" (Iannotti, 1975), as

assessed by such as the Affect'ive Sensìt'ivity Scale (Kagan

et â1., 1967); (b) Cognitive, which is "role-taking"
(Dymond,1949; Mead, i934) and js assessed by predictive

measures; (c) Cogn'i tive/Affective, which involves both focj

(Rogers, 1975), as assessed by such as the Barrett-Lennard

(1962 ) Rel at'ionshì p Inventory (Sub jectì ve ) or the Truax

(1967 ) Accurate Empathy scale (0bjective) measures.

A concern about the va'l ìd'i ty of empathy measures led

researchers to assess correl at'ions among them. Though

Rogers, Gend'l 'i n, Ki esl er and Truax (1967 ) had f ound a

signifjcant correl atjon between cl ient-perceÍved and tape

judged measures, Fi sh ( 1970 ) found none and Caracena and

Vicory (1969), onìy a negìig'i ble one. Kurz and Grummon

(1972) investigated the broadest range of measures,
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assessing the relationships among two predjctjve measures, a

judged tape rati ng, empathy perceptì on from both cl i ent and

counselor perspectives and a s'i tuational measure. These

were hel d to be a representati ve sampl e of research-ut'i I i zed

empathy measures. Though all had been claimed to measure

the same or a s jm j I ar vari ab'l e, the correl ations f ound were

iow, not signifl'cant or even negative. Their conclusion was

that "the data thus reveal not a unitary concept but sjx

different varjables which are thought to be similar but jn

fact are not" (p.112). They quaìified this conclusion by

statìng that the client-perce'ived and judged tape measures

had a nearìy signjficant correlat'ion.

However, Barrett-Lennard (1980), operating from the

i nteracti onal and mul ti -process perspectì ve of empathy

embod'ied in hjs modeì, provides an alternative

i nterpretati on w'i th greater i ntegrati ve and heuri sti c val ue.

He stated:

0ne might expect that modestìy positive correlations
based on a broad samp'le of relat'ionshìps would occur
among va'l i d measures of the prì nci pal experienti al and
communicational processes involved 'i n the d'ifferent
phases. However, theoreticalìy there js no reason to
expect, for example, a close relat'ionshìp betvreen inner
resonation and personal understanding (Phase 1) and the
degree to which the receivjng person js actuaì'ly
conscious that the otheli s wj th him or heli n personaì
understanding (focus of Phase 3) (p.95).

Empathy and Therapeuti c 0utcome

A bridge to the 'i ssue of the rel ationship between

empathy and therapeutì c outcome i s afforded by a second
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different
measures w'i th therapeutì c outcomes. The Kurz and Grummon

(797? ) ì nvestì gati on found that cl i ent-percei ved empathy

(assessed by the Barrett-Lennard Relationship Inventory),

measured after the third 'i nterview, showed the strongest

relatjonshr'p to outcomes, âs jnd'i cated by the Tennessee

Self-Concept Scale (F'i tts, 1965), the M.M.P.I., therapìst

evaluatjon and client evaluation. A moderate'ly posìtìve

rel ati onshì p was found between tape-judged empathy

(Carkhuff 's, 1969c, Empathjc Understand'i ng in Interpersonal

Process Scale) and outcome thus measured. However, no

relationshÍp was found between their measures of predict'i ve

empathy ( Interpersonal Checkl i st, La Forge and Suczi k, 1955;

Langfield's, 7967, modified version of the Keììy Role

Concept Repertory Test), the situational measLtre (Kagan et

al.'s,1967, Affective Sensr't'ivity Scale), or the therapìst

self-ratjng and outcome. In the'i r review of studies

(jncluding that of Kurz and Grummon) Lambert, DeJulio and

Stejn (1978) concluded that cl jent-perceived and tape-judged

empathy are the best predi ctors of outcome. They djd not

believe the evidence suffjc'ient to support the contention of

Gurman (I977 ) that cl ient-perceived was superior to

tape-judged in this regard.

In his examìnation of studies which he identífied as

involving counseling rather than psychotherapy outcome

research, Gladste'i n (I977) contended that di'fferent findìngs
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concern'i ng empathy and outcome seemed due i n part to the

type of empathy measure used. Considering subjectìve,

objective and predictjve measures, he concluded that there

was lim'i ted evidence for a relationshìp between

cl ient-perceived empathy and cl ient-assessed outcome, alone.

Thus the onìy two measurement approaches whjch

researchers have concluded to be correlated posìtively w'i th

therapeuti c outcome are the tape-judged (Barrett-Lennard's

Expressed empathy) and the client percejved

(Barrett-Lennard's Received empathy).

The construct and measurement debates have nonethei ess

led, on ba'l ance, to fairìy consistent conclusions that there

is a posit'ive relatìonship of empathy to therapeutìc

outcome. Al one 'i n attemptì ng a di sti ncti on between

counsel'i ng ("essent'i aììy normal" clients wìth some

developmentaì concerns) and psychotherapy ("emot'iona1 1y

disturbed" cl'ients) contexts, Gladstejn (1970, I977)

asserted that hi s revjews showed empathy to be rel ated to

successful psychotherapy outcome, but not cì earìy rel ated to

successful counseling outcome. To Kurz and Grummon (I972):

There is Iittle doubt that there is a relat'ionshìp, and
perhaps a very substant'i al relationsh'i p, between what
has been cal I ed empathy and therapy outcomes. But
present empathy measures may i n fact be tappi ng other
aspects of the therapist behavior and the therapeutic
relationship which accounts for these findings. Thus
ambiguity st'i ll exjsts about the role of therapist
empathy in effective therapy (p.1i5).

Hornblow (1980) concluded from studies he reviewed that
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" therapì sts ' empath j c qua'l ì ti es (have been shown ) to be

associated with successful outcome of psychotherapy" (p.23).

Lambert, DeJuj io and Stein (1978) in addressing facjl jtative

cond'i tions more genera'l ìy (incìudjng empathy, warmth and

genujneness) suggested that "only a modest relat'ionship

between ( them ) and therapeuti c outcome has been found "

(p.486). Martjn (1983) summarized that there was a

moderate'ly good relat'ionship between level of f acil jtative

cond'itions and successful outcome, when the cond'itions are

tape-judged by trained raters, and a strong relationship

when cl jent perceptions are the measure.

Recentìy Patterson (1984) has provided a review of

reviews concerning the role of therapìst fac'i litatjve

conditions 'in counsel ing and psychotherapy outcome. He

strongly asserted that much bìas has been shown in revìews

mjn'imìzing of the effects of empathy, warmth and

genuineness. He cri ticized them for b'i ased selection of

articles, and differentjal app'l ìcatjon of standards and

urei ghti ngs of research j n order to conform wi th bì ases.

Acknowl edging the many I imi tations of much research to date,

and adding further to the list, Patterson nonetheless

concl uded that:

Cons'iderì ng the obstacl es to research on the
rel ati onsh'i p between psychotherapi st vari abl es and
therapy outcome, the magnjtude of the evidence 'i s

nothing short of amazìng. There are few thìngs in the
f i el d of psychol ogy f or wh j ch the ev j dence 'i s so
strong. The evidence for the necessìty, if not the
suf f i ci ency of the therapì st cond'i ti ons of accurate



20

empathy, respect or vrarmth, and therapeutic genuj neness
is incontrovert'ible (p.a37).

Trajning Programs and Strategies

Throughout the remainder of thjs review, djstinctions

among study dependent vari abl es wi I I be made accord'i ng to

whi ch phase of the empathj c process as outl i ned by

Barrett- Lennard ( 1981 ) appears to be represented.

Early Tra'i n'ing Models

In an earìy article address'i ng counselor traìning,
Blocksma and Porter (I947 ) outl'i ned a six week program 'i n

the cl jent-centred mode, an object'ive of which was skill in

recognizìng and refIecting "att'i tudes underlyìng" client

statements (apparent'ly tmpathic Resonatìon and Expressed

empathy phases, respectìvely). This sole'ly descriptive

article outlines traìning strateg'ies as lectures, jndividual

readìng, ind'ividual counselìng, case anaìysis, group

therapy/discussion.

In 1956, Carl Rogers asserted that "experjential

learnìng js the on'ìy learnìng which is directìy related to

effecti veness i n psychotherapy" ( p .79) . Furthermore thj s

learning could not be commun'i cated, on'ly facilitated. tdhat

was to be learned experjentially 'i ncluded acceptance,

empathy, deep understandi ng, and deep person to person

relationsh'i p. Specjfic trainìng methods recommended began

wjth I isten'i ng to therapy recordìngs, role-playíng, direct

vìewing of therapy, and partìcipating 'i n group and
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jnd'ivjdual therapy. To follow was experience do'i ng

psychotherapy, duri ng whi ch one's work was recorded, then

mul tì pì e therapy and supervj sed practi ca. He recommended

massed experiential learnìng over traditional course

formats.

N. D. E. A. ( Nati onal Defense tducati on Act ) counse'l 'i ng

and guìdance 'i nstitutes conducted in the late 1950's and

earìy 1960's were evaluated for their efficacy jn increasìng

"Understandìng" responses (Porter, 1950). These institutes,

for those aì ready functì oni ng in school counseìing

capac j ti es, were characteri zed by vary'ing proporti ons of

coursework and supervj sed practi ca di stri buted over 6 to I

week periods. Studies by Munger and Johnson (i960) and

Demos and Zuwayì if (1962, 1963) reported sìgn'if jcant

'i ncreases ìn Understand'ing responses, but emp'l oyed sing'l e

group pretest-posttest designs which are causal ly

unìnterpretable. Understandjng responses were iudge-rated

and represent Expres sed empathy.

Professional Trajn'i ng Programs

Carkhuff (1966) contended that professional traìnìng

programs may have deterj orati ve consequences for

facilitatjve functìonìng because they "neglected or

d'i sregarded any systemati c attention to the core of

facil'itatjve jnterpersonal condit'ions" (p.363), wh'ile

devotìng such attention to secondary dirnensjons and

techn'iques. Thjs deterioration was attributed to the
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of facil itative
functioning that students encountered in graduate school

instructors (Carkhuff, 1968a, 1968b). Apparent'ly at least

in part as an 'i ndictment of professjonal train'i ng, Carkhuff

(i96Bb) further asserted that lay persons could deveìop

f ac j I'i tat'i ve f unctìonì ng I evel s commensurate wi th or hi gher

than those of professionals, and jn less t'ime, given

appropriate train'ing.

I n address i ng the questi on of profess i onal program

effìcacy, Carkhuff and other commentators, jncl udìng Bath

and Calhoun (I977), Dustin (I973) and Dustin and Marshall

(I972), draw thei r evi dence 1 argeìy from cross-sectional or

iongjtudinal passìve observation studjes, and/or traÍnìng

studies whjch contrast trainee empathy levels with those of

professional s or professional program students.

Cross-sectjonal studjes assessìng empathy comparabììity

of students from professìonal programs with others, have

variously f ound: that c j i ni cal students were more empath'i c

than non-cl i n'i cal , though f i rst and f ourth year cl 'in j cal

were equivalent (Carkhuff, Kratochv'i I and Frìeì, 1968); that

graduated i ncrements j n empathy paral I el ed 'i ncreas'i ng I evel s

from undergraduate to graduate cl i ni cal students (Carkhuff,

Piaget and Pierce, 1968) and that professjonal program

students were more empath'i c than medjcal students (includìng

psychiatry students) who were jn turn more

undergraduates (El jzur and Rosenhejm, 1982).

so than
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0n the other hand, doctoral students were found

equìvalent to undergraduates (Dìììey, Lee and Verril'l ,

197I), psVch'i atrists and psychiatric residents to bachelor

level mental health program students (Pope, Nudìer, Vonkorff

and l'1cGhee, I974) . Jami son and Johnson (I975 ) f ound various

comb'inat'ions of superiorì ty among maì e and femal e

therap'i sts, cri s'i s workers and undergraduates.

Causal 'i nterpretabì'l ìty in such passive-observatjonal

studies depends upon compensatory design features which

render impìausible selectìon, maturation and hjstory threats

to internal vaììdity. Since such features were not included

in these studìes, equivalence of groups in respects other

than training, cannot be assumed. Though assoc'i atjons

betlveen vari abl es may be reveal ed, causaì effects of

trainìng cannot, even where the

otherwise.

study was adequate

In a longìtudjnal study, Carkhuff, Kratochvjl and Frjel
(1968) found cl inical psychoìogy students returning for

their second year to be functìonìng at a mean level lower

(not s'i gnificantly) than that of their previous year.

Itloreover, of the group of returni ng students and the group

who dropped oLrto the latter had the higher (not

sìgnifjcantly) fìrst year functioning level. Agaìn, the

desi gn does not al I ow any causal j nferences to be made about

program effects.
A featu re of some specific traìnìng program studies
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(Bìerman, Carkhuff and Santillj, 7972; Carkhuff and Truax,

1965; Dusti n and Marshal I , I972 ) has been the compari son of

empathy I evel s of traì nees wi th those of various groups of

professionaj s or professional program students. tquival ence

found has been proffered as evidence that such tra'i ning is

as ef f ect'i ve as prof ess'ional programs 'i n enhanc j ng empathy,

or the obverse, that profess'ional programs are no more

effect'i ve than the specl'fi c and much brj efer traì nì ng.

js not clear what js be'i ng compared, however.

It
The

professional contrast subjects, apparentìy unaware of

desirable test behaviour, may have demonstrated their
preferred modes of respondìng. This cannot be equated with

their ability in empathjc respondìng. Nonetheless, even if

the j r abì ì ì ty r^rere represented, the study des i gns do not

allow discernment of the effects of their professional

program al one.

In a simjlar ve'i n, Dirst'i n

findìng no difference in facili

between counsel ors and teachers

partìcìpation together in hìs trai
the effìcacy of the counselors'

Bath and Cal houn (I97

unpublished studies relevant

(1973), as a result of

tat'i ve funct'i oni ng ì evel

before or after thei r

n'ing program, quest'ioned

prìor traìning. Agaìn,

reviewed publ'i shed and

the questjon of the efficacy

professjonal traìnìng effects are not identjfiable

separateìy from those of subsequent experience or a host of

other vari abl es.

7)

to
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of professional counsel'ing trainjng for empathy competence.

0n baì ance, they found more ev i dence agai nst than for
effìcacy and concluded there was contjnued cause for concern

in this regard. However, the data on which these reviewers

based their conclusions was of the same nature as that c'i ted

above. A more justif iable conclusion, both then and now,

would be that professional traìning programs have not been

demonstrated to be ef f i cac j ous i n devel opr'ng empathy

competence among their students.

If it could be shown that professional programs were

i nef f ect'ive i n deve'l opì ng empathy competence among students,

the questj on woul d remai n as to whether thi s coul d be

attributed to jnab'i 'l ìty or to disregard for this objective.

Though to Rogers, Carkhuff and jnnumerable others the

sìgnificance of empathy to therapeutic success is axiomatic,

the position js by no means unjversal (eg. Gladstein, I977:,

Lambert et â1, 1978). Thjs latter vjew is consistent wjth

the Bath and Cal houn (I977 ) observat'ion that, despi te the

avajlabiìity of effective tra'i ning for empathy competence,

i t was too often j eft to chance i n professional programs.

Common elements of professional training programs wil I

now be exami ned wj th respect to thei r empathy enhanci ng

capabjljties.
Practicum.

0ne-group pretest-posttest design studies have found

among subjects an jncreased concern with internal frame of
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reference of others and with ìmpììcìt meanings (Schoch,

1966), and increased communicated empathy (De1 aney, Long,

Masuccj and Moses, 1969). However, the lack of compensatory

design features does not allow causal inferences as to

pract'i cum ef f ì cacy.

The removal of a psychìatric jnternship requjrement

allowed LÍndy, Green and Patrick (1980) to compare the

performance of sel f-selected with- and wjthout-jnternshìp

groups. The w'i thout-'i nternshi p group was rated greater on

psychotherapy skjlls. The very fact of their self-selectjon
effectiveìy chal lenges the assumpt'ion, fêQuired for causal

i nterpretatì on, that groups were equì val ent on rel evant

djmens'ions other than internship.

Aronson, Akamatsu and Page (1982) studied the wrìtten

commun'i catjon and discrimjnation of empathy in two

successìve cl in'i cal psychology student cohorts across

academic, prepract'i cum skill trainìng, and practicum

perìods. A control group from another cl inical program vJas

compared wi th onìy one exper jmental group and on'ly at pre-

and post-academi c traì nì ng. The val ue of th'i s f eature j s

unclear. A stable baseline for one experimental group was

shown over two pre-skill trainìng occas'ions. This would

counter maturation as an alternatjve causal hypothesis to

the j ncrease i n empathy found subsequent to speci fi c sk i I l

trai n'i ng, though there was no control agaì nst confound'i ng

effects of extra-study variables. Results showed no
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jncrease jn empathìc commun'i cat'ion pre- to post-pract'i cunr.

Hackney (I977 ) advocated pre-pract j cum sk j I I s tra'i nì ng

to free pract'i ca from the rol e of provj dj ng bas'i c

j nf ormat'ion and ski I I . He recommended that practi ca shoul d

focus on the "accumulation of experience rather than

training" (p. 103). Through pract'i cum experjence the

'i ncreased abiìity of counselors to be empathically sk jllful,

and to be so across cl jent characterjstjcs and over time,

woul d be expected. In the end only the Aronson, Akamatsu

and Page study of f ers j nterpretabl e i nf ormat'ion as to

practi cum effi cacy j n empathy enhancement, and j t shows no

ef fect. Cìear'ly, suff icient research is not yet ava'i I able

for a fj rm judgment, however.

Superv'i sion.

ïhe studies investjgating "didactic" versus

"experiential" styles of supervision and those concerned

wjth modeìing and feedback in supervis'ion are revìer,ved below

under Model i ng and Feedback i n tmpathy Trai ni ng.

Blane (1968) randomìy ass'i gned counseling students to

receive a brief pos'itive or negat'ive supervision session, or

none, foììowing a half hour taped interview w'i th a volunteer

cl i ent. Superv i s i on was ei ther the appl ì cat'i on of pos i tt've

or negatl've statements to subjects' counseling behavjour.

Gain scores showed signifjcant w'ithin-group increases in

Expressed empathy (tU scale) for positìve supervisÍon, but

no sìgnifìcant differences between groups.
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In an experimental supervjsion ana'l ogue study, Hodge,

Payne and I^lheeler (19i8) contrasted the effects of

programmed learnìng, indivjdual supervjs'ion or none, and

professional or peer supervisors, on empathy comrnunication.

Supervisors evaluated and d'i scussed subject responses and

modeled superior ones. Through a programmed learnjng tape,

sub jects heard d j scuss'ion and demonstration of ef f ect'ive and

j neffecti ve responses. Hal f
professionals, half peers,

the supervi sors

while subjects

were

TVE TE

undergraduates. The ind'i vidual superv'i s'ion group mean uras

sìgnificant'ly greater than that of the others, the

programmed learning mean signjficantly greater than the

control . No di fference between peer or profess i onal

supervision groups was found. The dependent varjable was

txpressed empathy rated al ong the Carkhuff EU scal e.

In sum! considerìng traìn'i ng effects on Expressed

empathy, only r,veak support for a posjtive Superv'i sjon

approach'is shown. Individual supervis'ion is shown to be

effect'i ve and appears superì or to programmed I earni ng ( j n

turn superior to no training). These studjes provide no

evi dence of transfer beyond counsel i ng anal ogues to actual

counsel i ng. t,rli th respect to the effects of professional

training and jts components on empathy learnìng, very Iittje

usable research has been publ'i shed. ïhe efficacy of

professional traì ni ng programs as r,vhol es i s certai nìy not

supported, but nei ther i s the research adequate whi ch has
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suggested profess'ional trajn'ing to be ineffective. Single

studies jndicated no effect for practìcum, though an effect
for jndividual superv'i sion and supervjsion emphasìzìng

subject successes. Important 'i ssues of general i zat'i on to

actual counseling and stab'i ììty over tjme and cljent
characterist'i cs have not been addressed. Such a dearth of

ev'i dence precj udes fi rm judgments as to the effects of these

teach'i ng strategìes on student empathy.

Educat j onal /Therapeu ti c txperi ences

Sens j ti'v j ty trai ni nq.

Sensìtivìty trainíng programs investigateC are of

diverse characterìst'i cs, thus limiting possible

generalizat'ions as to the efficacy of such experiences on

empathy competence in counselors.

Foreman (I967 ) exami ned effects of a two weekend, and

Reddy (i970), a f our day, T-group r,vith counsel jng centre

staff and students. However, the'i r singìe group desÍgns

wjthout compensatory design features allov¿ no causal

concl usjons. Furthermore, these studies rel ìed on

sel f-report or reports from other group members. Such

measures are problemat'i c 'i n terms of veracity, and of

unknown rel evance to empathy of f ered duri ng counse'l i ng.

The effect of sensit'ivìty traìning on the perception of

non-verbal comrnunication was examined by Deìaney and Heimann

( i966 ) . The'i r use of a Semanti c Di fferenti al , w'i th
'instructions to rate "what the concepts shown...meant to
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impossible to draw.
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empathy jncreases

In an experjmental study, Myrìck and Pare (1971)

contrasted the effects of a 15 vleek program on graduate

counsel ors. Expressed empathy uias rated on the Truax ( 1967 )

Accurate tmpathy scale (At). No training effect b/as shown

on rated 'i nterv'iews w j th actual cl i ents. lllhi I e adequacy of
'its ìmpìementation cannot be assessed, apparentìy th'is

sensitìv'ity traìning did not increase empathy competence.

However, wi th a treatment and control group of onìy nj ne the

lack of significant d'ifference may be a funct'ion of lor,r

statistical power.

McWhjrter (L97a) randomly assìgned counsel'i ng graduate

students to 8 sessions of ejther sensìtivity training or

I ecture /d'i scuss'ion (counsel j ng rel ati onshì p theory )

condit'ions. The sens'i tivity traìning group was

signifjcantly greater than control on âccurate empathy on a

counselÍng anaìogue posttest (Truax AE scale ratings of

Expressed empathy ) .

In an experimental study v,ri th co1ì ege counse'l ors,

Sel f rì dge, l^leì tz, Abramowì tz, Cal abri a, Abramowi tz and

Steger (1975) assessed the effects of adding i6 hours of

sensìtivìty traìning to Carkhuff-type Systemat'ic TraìnÍng.

Wri tten empathy communì cat'ion and cl'ient rated j nterpersonal

atmosphere, of whi ch empathy was a part, were sì gnj f i cantly

greater for the group with added sensitìvity traìnìng.



In sum, though on'ly a small number of studies allow

causal 'i nterpretatìon, evidence of sensitivìty tra'i n'i ng

effi cacy ì n enhanci ng empathy competence i n counsel i ng or

psychotherapy i s 'i ncl i ned toward the af f i rmati ve. Stud'ies

showed j ncreases j n both Expressed empathy (AE rated ) and 'in

Recejved empathy (Barrett-Lennard RI client-rated).

Maintenance of ímpact over tjme, durabì1ity of ernpathy gaìns

across client characteristics, applicabìììty across student

characteristics remains to be examined. Evidence ex'ists on

both sides of the question of effects general'izatjon to

actual counseljng sjtuations. The formidable task of

determìnìng the essential characteristjcs of sensjtiv'i ty

traìning and its correct impìementation would be required

f or more adequate resul ts eval uat'ion.

Med'i tation.

Cl j ent rated empathy al one was

so. Thus js appears traìning

to actual counseljng behav'iour

several clients rated each

p'ictu re prov i ded thereby.

In a non-equ'ivalent

had volunteer counseìing

med'i tati on trai ni ng. The

sìgnificant increase in

methodol ogi cal features (

different in educational
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greater but not sign'ifjcant'ly

effects generalized somelvhat

. A study strength wa.s that

counse'l or, a more accurate

control group design, Lesh (1970)

graduate students recei ve daì I y 7en

experjmental group al one showed

affective sens'i tiv'ity, though

especi al I y control groups markedl y

experience and moti vat'ion ) I im'i t



causal conclusiveness. The relationship

sensìtivìty to counsel'i ng outcome has not been

but such sens'i ti v ì ty seems to be

Barrett-Lennard's Empathì c Resonatjon phase of the empathy

process.

Leung ( 1973 ) tested for the effects of 7en medi tati ve

deep breathing and external concentration exercjses on

predictive empathy. Predictìng from videotaped client
sel f-presentations, experimental subjects at posttest were

s'ignificantly more accurate about rnost areas of cl ient
sel f-concept than were control s. A relationship of

predi cti ve empathy to counsel i ng outcome has not been found,

and is of questionable relevance to helper training in

empathy. lnli th both thi s and the above study, al ternate

exp'l anatory constructs such as relaxatjon may be posìted.

Personal therapy.

Peebles (1980), 'i n a passive observational stLrdy, found

a signifjcant correlation between personaì therapy hours and

empathy as rated 'in subject-selected 'interview tapes rvjth

actual clients. Causal 'i nferences cannot be made as thÌrd
factors may be postulated as causa'l ìy related to both

attendance at therapy and demonstrat'ion of empathy.

The remedi al rol e f or personaì therapy of coLlnseì 'ing

and psychotherapy students has been outl i ned by Bl att
(1963), and Rabkin (1976 ) regarded one's own therapy as

hel pi ng to guard aga'i nst "the danger of arrogance (whi ch )

Jr

of affecti ve

established,

rel ated to
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l ies jn uncritica'l ìy trusting our orrrn 'intujtion" (p. 255).

Despi te the appeal of and breadth of support for these

positions, the effìcacy of personaì therapy in these regards

has not been demonstrated experimental ìy.

Group experience.

Descrjbed in El jzur and Rosenheim (1982), psychjatric

clerksh'ip groups rvere randonr'ly assìgned to settings with or

w'i thout a 12 hour, 6 week group exper jence focus jng on

interactions within the group and emotional responses to
patìents.

At posttest, students with the group experience rated

themselves s'i gn'i ficant'ly hìgher than djd students without
'i t, j n "emoti onal empathy tendency". ïhese ratì ngs

correlated sign'i ficantìy with peer ratings of empathy.

Gìven lack of control over important non-experimental

vari abl es, the experi ence at best can only be suggested as

responsì bl e for effects. Sel f and peer ratì ngs I jmj t

conf j dence 'i n the accuracy of f i ndì ngs and are of

questionable relevance to empathy competence ín counseì r'ng.

l^li thi n th'i s group of educat'i onal or therapeuti c

experìences, experimental design limjtations leave the

questi on of empathy enhancement effì cacy unanswered for
persona'l therapy and the group experience described. l,lhile

the medjtation studjes showed increases in predictÍve

empathy and affective sensitìvìty, these are without

establ'i shed relationships to empathy as utjl ized in



34

counsel ìng.

Systemat'i c Ski I I Tra j ni ng Programs

The 1960's saw the deveì opment of two infl uentj al

systematic training model s. The f irst was 'i ntroduced by

Carkhuff, Truax and Douds (1964), the second, called
I'licrocounseì ing, by Ivey, Norm'i ngton, Mil ler, Morr jl I and

Haase (1968). These models generated considerable research

and reaction.

Systematic train'i ng model.

Truax, Carkhuff and Douds (196a) characterìzed their
model as 'i ntegratì ng d'i dact'i c and experi enti al trai ni ng. The

experjential component was del'ivered through the trainer's
fac'il'itative functìoning in both jndjvjdual and group

"therâpy", the focus of these being the personaì experjence

of trainees in their attempts to help. The djdactjc
component was comprised of spec'ific tra'i ning in offering
empathy, warmth and genuineness through graded djdact.i c

experi ences, rangi ng through ( a ) descri ptì ons, exampl es and

response rati ng, to (b ) response formul ation to taped

expressions, (c) role-play (taped and rated), (d) sing'l e

therapeutic interviews with a vri de range of cì'ients, and

fìnalìy, (e) full-f'l edged psychotherapy (taped and rated).
In the studi es of Systemat'i c traì ni ng ef f ì cacy c'i ted bel ow,

the last tlvo strateg'ies urere not included in trainìng
packages tested.

In Truax and Carkhuff (1967), traìnìng i n empathy
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(ì.e. correct
identif icatìon) of empathy 'l eveì s, and communication at

facil'i tatjve levels. carkhuff (1966) made expììcìt the

modeììng funct'ion of trainers. He asserted that though

trainer and trajnee levels of functioning and type of

traìning interacted to produce trainìng effects, tra'i ner

functionìng was "the singìe most critical aspect of

effective trainÍng" (Carkhuff, 1969a, p.2a0). Extensjve

practjce enabled durability of competence over t'ime

(Carkhuf f , 1969a).

Evaluation of this model 'i s I imited by the variation of

train'i ng content across studies, their extensive use of

counsel'i ng analogues for testing effects, unresolved

questjons about scale I jm'i tations and ìnadequacy in cu'i ng of

control subjects to desj rabl e test behav'iour. Even wi th'i n

these limitations, the counselor tra'i ning iìterature
provides on'ly suggestjve evidence for systematjc trainìng
effìcacy. The follolvìng studíes (except for selfrìdge et

âl . , I975 ) had the Expressed empathy phase of ernpathi c

communication as their dependent variable.
Studies of one-group pretest-posttest or posttest onìy

design include Bierman, Carkhuff and Santil l'i (IglZ),
Carkhuff and Griffin (1970, 1971), Carkhuff and Truax (1965)

and Truax and Lister (1971). Though they all shorved

sign'ificant increases jn Expressed empathy with traìning,
they I acked necessary compensatory features j n thej r
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vaììdìty threats cannot be ruled

inferences cannot be drawn from

trai ni ng's ef f ecti veness.

Suggestr've evidence of efficacy jn
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statjstical regression

out, reasonable causal

them as to Systemati c

lncreasrng

commun'i cated empathy r's avai I abl e, based on the f oì ì owi ng

stud'ies ernp'l oyì ng nonequ i val ent control group des ì gn. They

share a methodoìogìcaì defjcit in that experimental subjects

would be expected to be aware of des'i rable test behav'iour

whereas controls would not, given onìy general test
jnstructions to be "he1pful". Superìor scores for

experjmental groups may be p'l ausibly construed as due not to

training but rather to beìng adequateìy cued, a challenge to

construct val id jty of the putat'ive cause of empathy effects.

Martin and Carkhuff (1968) found graduate counseì'i ng

students receivjng 45 hours of trainìng to have gained

sìgnjficantìy in empathy, as rated by judges, "standard"

clients and subjects themselves. S'ince controls were not

counseling students, selection or selection-hjstory factors

may have influenced results. Mitcheì'l , Rubin, Bozarlh and

l,lynick (1971) prov'ided only 6 hours of training and found

subsequent'ly that experimental subjects tvere s'ignifìcantìy

greater i n empathy than control s 'i n rol e-pl ayed i nterv'iev,rs.

Gormalìy, Hill, Gulanjck and McGovern (1975) found

sì gn'i f i cant gai ns 'i n wri tten enrpathy among sub jects

recei v'i ng 40 hours of trai ni ng. Study strengths i ncl uded
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wel I matched control subjects and measurement of "cl ient"

character presentat'i on cons i s tency. An unfortunate and

unexp'l ained limitatjon was posttesting sjx months after
pretest, which makes problematic any separatjon of train'i ng

from experience effects. In empathy as rated during

interviews, Fischer (I975) found students having been

tra'i ned for 44 hours to be signjficantly greater than

controls. Select'i on or selection-h'i story factors might pose

vaì'id'i ty threats since each group was composed of a

dìfferent student cìass, the vari ables ìeadìng to their
particìpation in that class unknown.

In an experimental study, Kratochvil (1969) ass'i gned

psych'i atric un'i t staff to receive either 18 hours of

trainìng or none. The experìmental group was significantly
hìgher jn rated empathy ("standard" cl ient intervìews) at

posttest. Limi ted i nformati on precl udes assessment of

ratjng process or test instruction adequacy. An

experimental study contrast'i ng the effects of Systematj c and

Microcounsel jng tra'ining was conducted by Toukemanjan and

Rennìe (1975). After 24 sess'ions tra'i ning groups were

greater i n empathy than non-equ i val ent control groups, the

Mjcrocounseling mean s'ignif icantìy greater than that of the

Systematic group. L'im'i tations 'i ncluded that the control

subjects were not wel I matched and that cu i ng to des j rabl e

test behavjour was not equivalent.

Components of the program for whi ch suggesti ve evi dence
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of contrjbutjon to effects is avajlable include: rating

scales use and quasi-group therapy (Berenson, Côrkhuff and

Myrus, 1966) and both the "d'i dactic" (read'i ngs on and

djscussjons of empathy and scales) and "experientjal" (sca'l e

use, model ing, roìe-p'l ay w'i th feedback) elements of the

program (Bath, I976). In the fjrst of these studies, whjle

"standard" c1ìent, self and sìgnificant other rat'i ngs shovred

sìgnificant empathy gaìns, tape ratìngs did not. In the

second study, ì imited jnforrnation precludes evaluation of

subject assignment, rating procedure and test instruct'ions.

The Pìerce, Carkhuff and Berenson (I967) investigatìon of

trainer level of fac'i litative functìoning suggested students

of a higher functionìng trajner became more empath'ic.

Horvever, the lov,r f unctìon'i ng trainer's group experienced

considerable attrition, and s'i nce the traìners ììkely varied

on more than their facjlitatjve leveìs, l't is not possible

to ascri be traì ni ng ef f ects unan'ìbi guousìy to th j s f actor.

Attempts to modÍfy Systematic training revealed that

desens'i tization to ìntimacy behav'iours contributed to

effectiveness (Fry, 1973) but that brief video-model'i ng did

not (Daìton and Sundblad, 1976). The addition of

sensitivity trainìng increased clr'ent-rated fac'ilitat'ive

interpersonal atmosphere which included empathy (Selfrìdge,

lllejtz, Abramowitz, Calabria, Abramowitz and Steger, 1975).

Systemat'i c trainíng: Summary conclusions.

Several concl us jons may be drawn concerning tlre
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efficacy of the Systematic program'in training for empathy

competence i n counsel l'ng and psychotherapy. Holvever,

certai n provi sos pertai n. Fi rst, what i s cal I ed Systemati c

training js what was 'ident'i f jed by its authors as fol ìowìng

the model of Truax and/or Carkhuff , but a consjstent content

cannot be assumed. Second, adequacy of dependent vari able

measurement ì¡Jas deterrni ned wi thi n the bounds of the common

method: the ratjng of empathic commun'i cation usìng the

Carkhuff tU or Truax AE scales. Third, 'i n all studìes,

except Selfridge et al (1975), from which at least qualified

causal inferences could be made, the dependent variable was

measured in a counse'l ìng analogue. Fourth, equìvalent cuing

of experimental and control subjects to desirable test

behaviour cannot be assumed. l.lith these in mÍnd, the

foì I ol'ri ng concl usjons appear justi fied:
i. There js suggestjve ev'idence for the

Systernatic trainíng 'i n 'i ncreasing empathy

prìmarììy in Expressed empathy. Hovrever,

2. transfer of traìn'i ng effects to actual

ef f i cacy of

competence,

counse'l i ng

has not been demonstrated and

3. on'ly I imjted evìdence is ava jlable for maintenance

of trai nì ng effects, thj s bei ng for sjx months and of

wri tten empathl'c commun'ication.

4. Relatìve to alternate traìnÍng programs, a sìng1e

study suggests Systematj c trai ni ng rnay be I ess effectj ve

than Microcounseì ìng.
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Certaìnìy, cfiticism that Carkhuff and assoc'i ates have

been overgenerous in drawìng conclusions f rom I jm'i ted data

(Gazda, I972) seems to have foundat'ion.

5. Concern'i ng effect'i ve components: ( a ) The combi nati on

of rat'i ng scale use and "quasi-group therapy" appears to

I ead to greater cl i ent perceì ved empathy, ( b ) The effect of

trai ner faci I 'i tat'i ve functi oni ng I evel rernai ns unkno''Jn, ( c )

Conceptuaì exposure and/or the combìnat'ion of scale use,

modeì i ng and rol e-pl ay pract'i ce may be ef f ect'i ve

Íncreasing empathìc communication.

ln

6. The addition of Sensitivity to Systematjc tra'i ning

may enhance f ac'i I i tat'ive i nterpersonal atmosphere of r^ihi ch

empathy i s as el ement, as percel'ved by actual cl i ents.

Desens'i tjzat'ion to behaviours connoting therapeut'i c intímacy

i ncreased empathy j n a counsel i ng anal ogue.

7. Concerning the effects of trajnee characterjstjcs:
a) D'idactic strategies may be more effective for trainees

low on pretest empathy, than for others (Bath, I976),

b ) Systemati c traì ni ng i s suggested to be effecti ve wj th a

wjde range of trainee types: fror,l graduate students in

hel ping prof essions (Fischer, I975; Gormaì'ly, Hìl l, Gul an jck

and McGovern, 1975; Martin and Carkhuff, 1968a), to

paraprofessìonals (Kratochvil, 1969) and lay heìpers

(Mìtcheì.l, Rubjn, Bozarth and l,Jyn'ick, I97I).

Unanswered questions remain. Fìrst, among the various

programs of Systematjc traìning, rvhat characterizes the most
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effectì ve, and perhaps further, for whom? Second, to lvhat

extent are tra'i n'i ng ef f ects general j zed to counsel or

behav'iour in actual counsel'ing sìtuations, maintajned over

time, and durable across client characterjstics?

Ml'crocounsel'ing.

Th js method rdas described by Ivey, Normìngton, Mil ler,
Morrill and Haase (1968) as a prepracticum counselor

training program, wh'i ch was "a scaled dov¡n sample of

counse'l ing" (p.2) a'l1owìng practice nithout endangerìng real

cl i ents. The model breaks counsel 'i ng dor,vn j nto component

sk'i lls whjch are then taught singly. Ivey (I971) emphasized

the importance of traì ner rel at jonshì p ski I I and modeì'i ng to

the effectiveness of this method.

Ivey (797I ) outl i ned "essential propos'i tjons"

under'lyìng Mìcrocounseling as: 1. It'i s possible by focusÍng

on one ski I I at a t'ime to reduce counsel i ng comp'l exÍ ty,
2. 0pportun j t'ies f or sel f -observat'ion al I or,v f or f eedback

useful i n subsequent counse'l i ng, 3. Learni ng occurs through

observation of video models, 4. The method is not bound to
theoreti cal or practi cal i nterv j ew frameworks, 5. Though

pract'i ce intervìews'i nvolve roìe-play or simulat'ion, they

nonetheless are real (p.8).

Complementary rather than alternate to other trainÌng,
Microcounseling was to "bridge the gap between classroom

I earnì ng and i ni ti al appì 'ied experi ence" (Morel and , I97I,
p.33). As to method effectiveness across students, Ivey
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(I97I) asserts that ind'i v'i dual students, bejng unique, wìll
find different components of the method to be effective to

different extents. Majntenance of training effects is

believed related to adequacy of injtial sk'i ll learning p'l us

opportunjties for subsequent practìce.

As jnitiaìly described, the hour long training sequence

consjsted of (a) 5 mjnute videotaped diagnostic interview

w'i th a volunteer "cì'ient", with 'instructjons to "get to

know" this person; (b) trainee readìng of skill descri ption,
(c) v'ideo model s and djscuss'ion with a trainer of effective
and "less effect jve" sk'i l l, (d) tra jnee and tra'i ner rev'iew

of the trai nee's i n j t'i al i ntervi eur and the ski I I procedure,

and (f) 5 minute reintervjew of the sarne client.
Ivey (1971) has suggested that Mi crocounsel j ng sk'í I I s

may operational ize counselor facil itatjve functìon'ing as

descrjbed by Carkhuff. Among microcounsel'i ng skills
cons'i stent w'i th the definjtion of empathy as expressing

understandi ng of another's experi ence from that person's

perspectìve, sk'i lls of the mjn'imaì'ly facilitative level are

paraphrase and summartzatìon, whjle feel ing reflection is a

skill of add'i tive levels.

Eval uation of thi s model i s I imi ted by the fact that

studies djd not employ a standard training program, and used

very brief (typica'l 'ly 5 minute) counseìing analogues for

testi ng effects. Al so, some used the Ivey et aì . ( 1968)

scal es ( or adaptati ons therof ) for refl ecti ng and
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evaluation.

As with Systematic traìning studr'es, control and

experimental subject cuing to des'i rable test behaviour was

often not equjvalent. F'i naììy, the skills taught are onìy

some of those required for empathic communjcat'ion. The

foiìowing studies have as their dependent variable the

Expressed empathy phase of empathic commun'i cation. This was

assessed ei ther by Í ndependent rat'i ngs of response qua'l ì ty

or frequency counts of empathy-rel ated mj croski I I s.

A number of non-experimental stud'i es of [t1i crocounseì i ng

effectiveness (Gìì.l, Berger and Cogan, i983; Haase and

DiMatt'i a, I970; Haase, DiMattia and Guttman, Ig72; Ivey et

ô1., 1968) are available, but without compensatory des'i gn

f eatures and w'i th the other study probl ems noted, do not

allow firm causal conclusìons.

Ivey et a1. (1968) reported two studies 'i n r^rhich

reflectjon and summarjzation of feeìing skills respectively

were taught. Rati ngs on thei r study scal e sholed

sìgnificant trials effects. Given brevìty of training (2

hours), maturatjon and history are unlikeìy competing

explanations for training effects, but a statistjcal
regression effect rema'i ns cogent, i n the absence of muj ti p1 e

pretests. Furthermore, a spurious gaìn may have resulted

from trainees be'ing unaware at pretest (the "diagnostic"

interview) of des'i rable test behaviour.

Thi s I atter probl em app'l i es al so to the study by Haase



44

and Di Matti a (1970 ) . Us'i ng thei r ovin adapted scal es, they

found a significant pre- to post-trajning 'increase in

feeì ing reflection, with a 12 hour trainìng program. At a

one year fol'l ow-up on these subjects, Haase, DìMattia and

Guttman (I972 ) found that feeì ì ng refl ection had reverted to

pretraìning levels. This suggests that merely knowìng what

is desirable test behaviour may not be a major factor in

beì ng abl e to del i ver these ski I I s, ârd sr.rpports the

contention that train'i ng had an effect. A questionable

feature gìven potentjal for expectation biases, was the use

of the same raters for both studì es.

Gjll, Berger and Cogan (1983) utilized a sinrple

jnterrupted time-series desìgn. Paraphrase and fee'l ing

refl ection \¡rere compared to a pre-establ i shed standard for

approprìate skil I m'ix jn the f jrst 5 minutes of a counseì ìng

sess'ion. Pretest scores r\,ere significantly djfferent from

one another, this unstable baseline ìeaving differences with

posttest score (one significant, one not) unìnterpretable as

concerns train'i ng efficacy.

Support for Mj crocounsel i ng effi cacy comes from the

Guttman and Haas e (I972) experimental stud¡r. They found

signif icant fee'l ing ref lection and summarizat'ion ef fects in

brj ef rated ( study scal es adapted from Ivey et âl . , 1968 )

interv'iews conducted by trajned subjects. Thjs was

susta'i ned for 10 - 14 days, as measured durjng actual

counse'l i ng. Unf ortunately, whether experìmenta'l and control
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is unclear. Also, Moreland, Ivey

s'i gn'ificant fee'l'ing reflect'ion,
effects (in terms of response

experimental study. In thjs study

both subject groups.
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desirable test behavìour

and Phiìips (1973) found

though not paraphrase

frequencies), in their
cuing !vas equivalent for

Measuring empathy quaìity (adapted tU sca'l e),

Toukemanìan and Renn'ie (1975), jn thejr experimental desígn

study, f ound M'i crocounsel i ng trai ni ng to have enabl ed

trajnees to be more empathjcai'ly skillful than djd

Syster,natic training. in Evans, Uhlemann and Hearn (1gZB),

Microcounsel'i ng and sensÍtivìty tra'ining were contrasted.

Entire training groups Ì¡/ere randomìy assigned to 20 hour

v,reekend train'ing conditions or none. At post-test'ing, the

M'i crocounselìng group was rated (EU) signjf icantly higher on

empathy than the others. Si nce no pretest data or other

information is presented to judge initjal group equìva'lence,

i t cannot be judged 'i f sel ecti on factors m'i ght have

influenced outcome. Also, it'i s unclear lvhether sensitivity
and control subjects were aware of des'i rabl e test behav'iour.

Studies evaluating the contributjon made by program

components of videomodel ing and v jdeo p'l ayback (Franke'l ,

I97I ) and supervision (Authìer and Gurstafson, 1975), found

no signi fi cant effects on Expressed empathy-rel ated ski I I

frequencies. The former study used very brìef train'i ng (I2

minutes of rnodeìing, and feedback) whìch might account for
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the I ack of resul ts. ïhe I atter study's resul ts may have

been due to 'i nadequate traìning time and evident lack of

subject motivation. The small number of subjects per group

( 6 ) al so I imi ted stati sti cal power to detect di fferences.

Two experjmental studies have tested mod'i f ications to

standard Mi crocounsel i ng. Thornpson and Blocher (I979)

investìgated the effects of ìncludìng supervisor/trajnee

co-counsel jng'i n the Mìcrocounseling model. At post-testing

both tra'i nì ng groups shov¡ed sì gnì f ì cantìy greater f eeì i ng

ref l ecti on ski l l than control , but no dr'f f erence betrryeen

them. Uhìemann, Hearn and Evans (1980) investìgated the

effects of repìacing the didactic modeling phase of standard

14j crocounsel i ng wi th programmed I earni ng. Resul ts i ndj cated

both Mjcrocounseling and programmed learníng modifl'cation

groups had signifjcantly greater rnean empathy rat'i ngs (EU)

than controls on role-p'l ayed jntervier¡¡s. 0n'ly the standard

Mj crocounsel i ng group had a greater mean than control on a

pseudocall and exceeded the min'imalìy facil jtative level on

the role-play interv'iev¡. tqujvalence of cuing to desirable

test behavjour across subject groups cannot be judged on the

informatíon provided.

Microcounsel jng: Summary conclusions.

I n drawì ng concl us i ons as to Mi crocounsel i ng effi cacy

'i n enhancing empathy competence 'i n coLrnseling and

psychotherapy training, certa'i n provl'sos are 'i n order.

First, treatments labelled Microcounseling vary around bas'i c
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l'imitations of

Carkhuff EU and Ivey et al. rating scale use are not

consjdered. Th'i rd, of all studies providing at least

suggest'i ve evidence, onìy Guttman and Haase (1972) measured

competence in an actual counseling context. tllith these in

mind, these conclusions appear iustjfied:
1. 0n balance, evidence supports the efficacy of

Mjcrocounsel ing tra'injng in increasjng the frequency of

ref lectìon and sumrnarìzation of feel'i ng, these sk'i I I s be'i ng

related to Expressed empathy competence. Lirn'i ted evidence

ex'i sts f or paraphrase be'i ng not so i ncreased.

2. Suggestive evidence exists for efficacy of

Mi crocounsel i ng trai ni ng j n i ncreas'i ng empathy competence as

measured al ong Carkhuff's EU scal e.

3. Limi ted ( to one study: Guttman and Haase, 7972 ) and

suggestive evjdence exists that Microcounseling tra'i ned

ref I ection and summar jzation of f ee'l 'ing may be mai ntained up

to tlvo vleeks.

4. Evidence for transfer of increased feeììng reflectìon

and surnmarization to actual counseling cornes from a singìe

study (Guttman and Haase, Le72) suggestjve of

M'i crocounseling as the causal agent.

5. M'i crocounsel j ng has shown ef f ecti veness

he'l pers (Evans, Uhlemann and Hearn, I97B) and

students (Guttnran and Haase, I972; Moreì and,

Ph'i lips, I973; Toukemanjan and Rennie, 1975).

with lay

graduate

Ivey and
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6. Rel ati ve to al ternate trai ni ng programs:

Mi crocounsel i ng may enabl e demonstration of greater ernpathy

competence than Systematic training.
7. Rel atìve to modificat'ions to Microcounsel'ing: neither

I 'imi ted co-counsel i ng nor use of programmed I earnr'ng

material enhances traìnìng effects over those of standard

Microcounseì ing.

Largely unresolved are questions as to maintenance of

traìning effects over time and their generalization to

actual counsel i ng. Durabl ì Í ty across cl 'ient character j sti cs

has not been addressed. Though Ivey stated that different
aspects of Mi crocounsel i ng w'i 1l be ef f ecti ve f or di f f erent

students, ro data is ava'ilable as to optima'l technique and

student characteri sti c matches. Nei ther i s there any as to

generaì ìy effecti ve components of the package or to

guìdelines for optimaì train'i ng duration and instructional
group sìze, gìven trainee characteristícs and sk'i ll
complexìty. Microcounseling's contribution as a component

of an overall counseling or psychotherapy traíning program

js similar'ly unresearched.

Un'ique programs - descríptive art'icles.
The enhanci ng of empathi c observation as part of

psych'i atric diagnosis was the objective of train'i ng outlined
jn a descriptive study by Schless'inger, Musl in and Baittle
(i968). Psychiatric residents vjewed and discussed model

dìagnostic 'interviews and the'i r olvn. To f ac'i l'i tate the
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devel opment of empathy, spontaneous subjectj ve respondì ng

vras encouraged injt'ia'l'ly, attenuatjng intel lectualizatìon,
premature dì agnostj c cl osure and conformi ng perceptuaì

distort'ions. Muslin and Schlessinger (1971) elaborated the

next f ocus, the d'i f îerenti ation of genuì neìy empath'i c

responses to pat'i ents from i deosyncrati c and defens'i ve ones.

Lament j ng the dearth of systemat'i c psychotherapy

training for psychiatrists, Lewjs (1984) provjded a

descrìption of hjs four focus seminars r,rhjch extend for nine

to ten months at two hours per ureek. H'i s traì ni ng

objectives include a) empathic and affective sensitivìty, b)

jntelIectual and "detached" skiIIs (ì.e. d'i agnostic

conceptual ization), c) recognition of the structure of

ongo'i ng interpersonal transactìon, and d) awareness of the

psychotherapist's 'inner experience durjng therapy. His

teaching exercises include "collaboratíve explorat'ion" (as

contrasted wi th di rect'ive medì cal i nqui ry ) , j denti f i cat'ion

of affect in taped patient commun'i cation, the interv'iewing

of pati ents beh'i nd a one-r,vay mi rror, and "f orced f antasy" ì n

which students share fantasies aroused by sljde jmages.

Burke and Tansey (1985 ) f ocused on the i ssue of di srupt'ions

ìn the empathic process when "projective identification" is

present. Th'i s form of identification js defined as when a

client attempts to el jcit in the therap'i st thoughts or

feelings resembljng his/her own. They regard an

understandi ng of the empathj c process and i ts possj bl e



djsruptr'ons as

50

val uabl e empathy trai ni ng focus. At

di f f erent stages of the empath'i c process di f f erent

challenges are presented to the therap'i st to become and

remai n empathi c. They dj vj de the empathy process j nto two

phases of 1. Recept'ion, and 2. internal Processi ng. At

different sub-phases challenges include such th'i ngs as

establ ishìng a mental set, fee'l'ing jnteractionaì pressure,

workì ng wr'th i nternal schemas of patr'ent and therapì st

interactr'on, considering how and when to commun'i cate

empathic understanding to the patient.

Unjque programs - non-experimental design studies.

Varjous elements of Systemat'i c train'i ng have proved

attracti ve to counsel or educators for use i n thei r own

program designs (eg. Egan, 1975) Bartnick and 0'Brien

(1980), Conk'l Ín, Altman and Boak (1976), Dust'i n (1973),

Harris (1973), Payne and l^loudenberg (1978) and hJells (1975)

empì oyed one-group pretest-posttest desì gns to test

efficacy, but wjthout compensatory desìgn features required

to make thejr results causaìly interpretable. Notable

specia'l traìning features included exercises to enhance

sensìtivity to minority group concerns and counselors' own

prejud'ices (Harris, 1973), self-management train'ing (Payne

and hJoudenberg, 1978) and affective avJareness and

communjcation (Bartnick and 0'Brìen, 1980).

I n an ex post facto des i gn, hlal ker and Latham (Ig77 )

found significantìy greater Expressed empathy in counse'l ing
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hours ofstudents who had taken a group course 'i ncludìng 9

Systenrat'i c training, than those who had not. The

plausìb'i ììty of selection factors as alternat'ive causal

expìanations leaves the results causaì'ly unjnterpretable.

Adapting the Conjugal Relationshìp Enhancement program

(Guerney, I977), Avery (1978) provided 20 hours of training
'i n self-discìosure, listening and group facil jtation to

residence hall counselors. A wai t-l i st control 9roup

equìvalent on pretest and mean age was empìoyed. txpressed

empathy rated on Carkhuff's tU scal e was the dependent

variable. The experimental group scored signìficantìy

h'igher at posttest and showed a non-sign'ifjcant decl ine at 6

month foì I ow-up. Non-equi val ence between control and

experimental subjects of awareness of desi rabl e test

behav'iour al I ows on'ly that program ef f i cacy i s suggested.

A non-experimental study by Gantt, Bi I I i ngsì ey and

G'iordano ( i980) provided suggestive ev'idence that a 10 week

i ntervì ewì ng course j ncreased dj scrimi nati on of empathì c

responses by students i n a paraprofessional heì per trai ni ng

program. Though the authors asserted thei r "adapted

institutional cycle" design control led against internal

va'l ì di ty threats, student groups contrasted at any one t'ime

were at di fferent stages of program educati on and thus coul d

not be said to have experienced the same "history".
Frauenfel der and Frauenfel der ( 1984 ) reported on a four

hour empathy traì ni ng prograrn f or student hotl i ne
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vol unteers. Though they f ound a sì gn'i f i cant i ncrease i n

"supportive, reflective" responding among experjmental

subjects (Hotìine volunteers), the control subjects (genera'l

psychoì ogy students ) were seen to increase sign'i f icantìy on

"understandìng" responses (on the Human tmpathy Listen'i ng

Test: Gray, Njda and Coonfjel d, 1976). No changes were

f ound on the Hogan ( 1969 ) tra'i t empathy measure. Hotl j ne

volunteers were significantìy superior to the general

psychoìogy students at both pre- and post-testing jn

"understanding", "interest" (H.t. L.T. ) and trajt empathy

(Hogan). In addition to its mixed resu'l ts, the major

methodol ogì cal i nadequacy of thì s study- the markedìy

non-equivalent controì group- allows no clear conclusjons to

be drawn from study resul ts.

Sen'ior c'i tizens in a home for
for the France and Gal I agher ( 1984

study. Sjx subjects received a 20

hours per week, fol I owed by

the aged were subjects

) peer counselor training
week program of I I /2

a 10 week practicum

(undescribed).

communication

Trainìng was in four phases covering

ski ì 1 s; deveì opmental crl ses; ethics,

confìdentìality and referrals; practicum. l,Jritten responses

and taped interviews were rated (no rater rel'iabil'i ties
reported ) usì ng the Carkhuff EU scal e and the Hi I I ( 1978)

response category system. Unspecified statistical tests

showed s'ignificant gain in empathy (score derivatìons

unexpì ai ned ) . l^li th i nadequate methodol ogi cal spec'i fi cati ons
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and a non-experimental design lacking compensatory features,

conclusions as to trainìng effects of their program can be

considered tentative at best.

Unique programs - experirnental des'ign studies.

Boyd's ( 1973 ) study tested "counsel j ng-ì i ke response

set": a predominance of affectìve, understandìng, specifjc
and expìoratory quaì ìties. Guidance students received brief
training pìus either supervis'ion or a practice intervjew and

"learn'ing ìntegrat'ion" perìods. Though sìgnificant gains

f rom train'i ng were shown, the concl us jon of model ef f ícacy

is quaì'i fied due to insufficjent study descrìption.

In another experimental study, Brockhaus, Marshal I and

Dustin (1973) provided psychr'atric aides with a 24 hour

training program of djscussìon, role-play and trainìng
tapes. The experimental group showed sìgnificantìy greater

Expressed empathy (tU) than the controls. The post-training

level was ma'i nta'i ned at a 6 week foììow-up. Sìnce it is not

clear whether control subjects u/ere aware of desirable test

behaviour, evidence for program efficacy is onìy suggestive.

Two trai nì ng exper jments i nvol v'i ng psychi atr j c hospi taì

personnel were undertaken by Goldstein and Goedhart (1973).

Their 10 hour program of lecture/ d'i scuss'ion, modeì ìng,

rol e-pl ay and soci al rei nforcement used Carkhuff's EU scal e

in teaching and testing. In the second experiment, in v'i vo

observat'ion and indivjdual feedback/modeling/rejnforcement

were added to the basic program. Given no information as to
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equivalence of subject awareness of des'i rable test
behaviour, the conlus'ion that the program was effectjve jn

increasjng (Expressed) empathy and ma'i ntaining it at one

month is tentative.

In a study with volunteer ìay heìpers, Crabb, Moracco

and Bender (1983) tested the effects of two programs, each

based on either Systematìc or Microcounsel'i ng approaches and

including persona'lìty and Bjblical theory. Subgroups ìn ali
conditions al so received programmed instruction. Though al I

groups receiving training of some sort showed significantìy
greater posttest Expressed empathy ( tU rated ) than the no

treatment controì, differentjal subject cuing to desirable

test behaviour alIows onìy qua'l ified conclusion as to

training effìcacy.
Lom'i s and Baker (1985 ) empì oyed as sub jects s i xteen

forensic psych'i atric patients who were peer counselors in

thei r hospi tal . The experjmental group recej ved 7 I / 2 hours

(over one day) of microtraining packages jn open ìnvjtation
to talk and reflection of feeìing (lvey and Authìer, 1978),

plus traìning in "considering another's pos'i tion". The

control group viewed counsel'i ng tapes of di f f erent

theoretical orientat'ions and discussed these. The

experimental group was signjficantly greater on Carkhuff's

(1969c) Communication Index, a !vritten response to written

"cl'ient" statements measure. No dif ferences weTle found on

the Hogan ( 1969 ) trai t empathy scal e. Frequency of feeì i ng
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ref I ecti on was s i gnì f i cant'ly greater f or the experimental

group on a structured audiotest, but not in a I ive
jnterview. The Cogn'i t'i ve Correl ate of tmpathy Index,

deve'l oped for thjs study, assessed "dìsposition to

automatica'l ly put themselves jn the position of others"

(p.86). No differences were found on this measure. Thìs

otherwise carefuì study did not, from inforr,.lation prov'i ded,

make control subjects aware of desirable test behavjour.

Therefore, it is very possible that subjects experienced

different demand characteristics of the testing situation
based on treatment group rnembershi p. For th'i s reason

results can be jnterpreted onìy tentativeìy as supportive of

this prograrn's trainìng effects.
A one-day "lìstening skjlls" workshop was provided to

correct'i onal personnel i n a study by Groenevel d and Gerrard

(1985). hlhìle the experimental group was tra'i ned "to

identify and communicate empathy" (p.99; no prograrn

descri pti on provi ded ) , the control group recej ved a workshop

on grievance procedures. Testìng was by evaluation of

wri tten responses to v i deotaped scenes. Expe ri me n ta l

subjects were found to use feeì i ng and content refl ecti on

significantìy more than did control subjects. From pre- to

post-train'ing dominant response categories changed for the

experimental group only, from "tel l ing" responses to

ref I ect'ion responses. Unf ortunateìy, control sub jects were

not cued equi val ent'ly to experimental sub jects w j th respect
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a plausible

expìanation for resul ts remains that behavìour differences

reflected not d'i fferences in abi'l 'i ty, but differences in

av,lareness of desirable test behaviour.

Unique programs: Summary conclusions.

In sum, the seven experimental studies revìer,¡ed

immedìately above, with Avery's (1978) non-equivalent

control group study, provìde at least suggestive evidence

f or traì ni ng ef f i cacy of the j r part j cui ar un'ique programs j n

increasing empathy competence, specificaììy in Expressed

empathy. The'i r resul ts were shor,rn only f or wri tten empathy

or empathy othervli se demonstrated i n counsel i ng anal ogues.

Trai ni ng effects transfer to actual counsel i ng was not

demonstrated in any. Effects mai ntenance at one month

(Goldstejn and Goedhart, 1973) and six months (Avery, 1978)

were f ound. Thi s rvas not assessed j n the rema'ini ng studi es.

A major limjtation in these studies was again the

dìfferent'i al at,rareness between control and experimental

subjects of des'i rabl e test behav'i our. A number of programs

and activit'ies vrithin programs have been described but not

tested for effi cacy i n enhanci ng empathy competence.

Individual Techniques

Instructions.

As revieled beìovr, under Mode'l ìng, Uhìemann, Lea and

Stone (i976) and Stone and Vance (1976) found instructions
heìpfu1 in increasing rated Expressed empathy communicatìon



57

among subjects wjth no prior experìence as counselors. The

first of these two studies specifica'l ìy addressed subjects

low 'in init'i al communicated empathy. Perry (1975), however,

found no 'i nstruct'ions effects with his experienced subjects.

In an experimental study, Sal tmarsh ( i973 ) found

graduate counsel jng students receiving four hours of

programrned'i nstructìon on affect identjfjcation and jts

communjcatÍon, scored signifìcant'ly higheli n these than

control s. These effects are rel ated to both Empathi c

Resonation and Expressed empathy phases of the empathy

process.

Hodge, Payne and l^Jheeler (I978) found programmed

instructjon was superior to no treatment, though less

effectjve than'indiv'idual supervìsion, in increas'ing rated

empathy communication (Expressed phase). Al so, Uhlemann,

Hearn and Evans (1980) showed a programmed instructjon

modification to Mjcrocounsel jng to be superior to a no

treatment control but not to standard Microcounseì'ing.

Kimberl Ín and Friesen (re7 7 )

experimentaì ly whether students different
I evel ( concrete to abstract conti nuum )

successfuì1y trained by a program high

'i nvestigated

in conceptual

mì ght be more

in structure

(programmed instruct'ion) or low (discussion, role-pl ay).

Expressed empathy was rated on the Carkhuff tU scal e. No

signìfìcant train'i ng-conceptuaì level interactjon was found,

though traì ni ng overal I was effecti ve where non-ambi val ent
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were sìgnificantìy more empath'i c than lov¡.

co
J(J

students

Shaffer and Hummel ( 1979) tested for the effects of 30

mi nutes of programmed i nstruction through an ennpathy

aìgorjthm. Thjs algorithm conta'i ned decis'ion rules for vrhen

to use i nterchangeabl e or addj ti ve I evel empathi c responses.

interacti ng uri th a conìputer prograrn, êXperìmentaì students

came sÍgnificantìy closer to uncovering a "hidden" probìem

than did control students. In another experimental design

study, Shaffer and Hasegawa (1984) did further testing of

the empathy a'l gorithm. The nine step program was given to

students in an 'introductory counseling c'l ass and exp'l ained

f or 30 mi nutes. Testi ng f or th'i s study was by the

eval uati on of Expressed empathy 'i n vì deotaped rol e-pl ays

wi th an actor/cl i ent. The actor/cl 'ient was taught to

respond by movi ng cl oser to di scl osure of an under'lyi ng

probì em as students responded wi th appropri ate empathy

level s. The experimental group expressed sign'i f icant'ly rnore

empathy ( tU scal e ) after trai ni ng, though not more frequent

add'i t'ive responses, than the control group. Somevrha t

equival ent awareness of desì rabl e test behav'iour betvreen

experimental and control subjects coul d be expected si nce

all subjects had just received six hours (out of ten) of

cl ass instruction in cl ient-centred therapy.

In the Crabb, Moracco and Bender ( i983 ) experiment,

half the subjects (vo'l unteer ìay helpers) in each of
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also recejved three hour taped

Subgroups receivìng the programmed

than subgroups wh'i ch did not.

In sum, ev'idence exists
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and no trainìng control

prog rammed 'i n s truct i on .

instruction scored higher

for the effi cacy of

i nstructions i n ì ncreasi ng empathy competence, primari'ly i n

Expressed enrpathy ( i n one study al so Empathi c Resonatì on ) .

Thi s was found among neophyte trai nees, but not among

experienced heì pers. Instruct'ions are suggested to be

heìpfu'l to students initiaììy low in interpersonal skjll.

Programmed jnstruction has been shown to be effectjve in

i ncreas ì ng affect i denti f i cati on ( perhaps an aspect of

Barrett-Lennard's Empathic Resonation). In terms of empathy

communication, it both increases empathy express'ion and

enhances efficacy of other trainìng when used as an adjunct.

l^lhìle superior to no training, it is inferior to individual

supervis'ion. It js not espec'iaì ìy beneficial to students at

I ow conceptuaì 'l eveì s, and may have greater impact on

performance when tasks are highìy structured rather than

when they are ambi guous, as ìn actual counseling.

General ization of traÍning effects to empathy competence 'in

actual counsel'i ng has not been demonstrated. l^lri tten

empathy communication effects have been maintained for one

month (Crabb, FJoracco and Bender, 1983).

Interpersonal Process Recal I ( IPR).

A specific superv'i sory technique util izing video
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Kagan et al.(1967) to

facil itate counsel ing revjew and enable more accurate

understanding of client verbal and non-verbal communication.

In Kingdon's (19i5) study, 'i nexperienced Masters revel

counseling students conducted counseìing analogue interviews
and were supervised by either IPR or a "traditional "

approach. No di fference between groups was found i n

posttest Expressed empathy (tu) in interv'iews wi th vol unteer

clients. Given insufficient information and the marked

variat jon 'i n counsel ing and supervision t jme between

conditions, the evidence is best considered inconclusjve as

concerns IPR efficacy.
In a non-equivalent controì group design, Bradley

(r974 ) tested a modified IPR, in which cl ient recar r was

stimulated by supervisor interview, while trainee recal I

involved playback, âS usual. No mutual recall sessions were

empìoyed. Though no significant training effects
( cì i ent- rated Recei ved empathy ) were found, smal I group

s'izes and the possibi'l ity of d'i ssimilar extra-study
experiences Iim'i t conf idence in this find'ing.

Rol e-pl ay practi ce.

Schwebel ( 1953 ) regarded "counsel or-cl ient" rol e-pl ay

among counseìing students as provìding valuable experience

of the cì ient's perspectìve, as wel I as heightenìng

sensi ti vi ty to thei r impact on cl i ent f eeì i ngs. F'i nney

(1968) had students act as one another's therap'i sts,
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focusing on actual personaì concerns.

Baììnsky and Dìspenz'ieri (1961) investigated the

rel ati ve ef f ects on f ee'l 'i ng ref I ecti on use (rel ated to

Expressed empathy), of i ncremental course comb'i nations

culminating in the addition of a 16 hour

experience in interview skjll practjce.
role-play

Though significantìy greater use was found in the group

having compìeted the entire course sequence, it cannot be

attri buted to the rol e-pl ay experi ence as was suggested.

Groups were not equivalent in training time, training other

than the rol e-pl ay, äñd other sel ect'ion-rel ated f actors.

The question of djfferential effects when either one,s

ol,Jn or rol e-pì ayed probl ems are used i n empathy practi ce was

studied by l,lells (1976). Randomìy assigned social work

students completed I2 hours of Systematic tra'in'i ng using

either format. Though both groups increased in empathy pre-

to posttesting, no between group djfferences vrere found. As

thì s was based on an i nadequate sampì e of onìy four wrj tten

responses to cl ient expressions, and I jmi ted power to detect

differences accrued due to small group size (5), no val jd

i nferences can be drawn.

In sum, no sound evidence for or against the

effectjveness of roìe-pìay ìn 'i ncreasing empathy is
available.

Client reinforcement.

Dustin (19i1) investigated the effects of actor-cl ient
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rej nforcement of heì per understandì ng statements duri ng

interviews. Frequency of understandjng statements increased

f rom rr"Á of total counsel or responses, dur j ng pretest w j th

an untra'i ned "cì ient", to 40% during the last acquis jtion

intervìew. However, since the one-group pretest-posttest
desìgn had no compensatory features to rule out statistical
regression olinternal val idity threats, no

'Í nf erences can be made.

Biofeedback.

Edwin and Growick (1982) randomìy assigned

matched pairs of novice counseììng students to

causal

membe rs o f

control or

GSR-med'i ated feedback about cl i ent affecti ve arousal . 0f

affective, understanding, spec'i ficity and expìoratory
qua'l 'i ties of responses, onìy on the af fect dimension was a

sìgn'i ficant'ly greater gain score found, for the experimental

9roup. No between-group di fference i n affect i dentì fi catj on

was found. These findings appear to concern the Empathic

Resonati on phase of the empathy process.

Desensitization.

As reported above, Fry (19i3) found desensjtization to

intimacy-related nonverbal behavjour among counselors to

significantìy increase empathic communication (as

Expressed). General'izatìon of effects from an artificial
measurement context to actual counsel ing was not eval uated,

howeve r.
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Model in and Feedback ath Trainin
Supervjsion Studies

Those advocating an experiential form of supervision in
which the supervÍsor-student relationsh.ip parallers a

counsel'i ng reìationship (eg. Arbuckle, 1g63; Ekstein and

l,lallerstein, 1958; Rogers, 1es7) bel'ieve
counselors-in-tra'ining need to expìore themselves as heìpers
in ínteraction with cr ients, in order to deveìop empathy
competence. They therefore requì re a personal awareness and
grolth facilitating supervisory relat.ionship. 0n the other
hand it ìs advocated that supervision is properìy d.idactic,
concerns counsel ing principles and techniques, and focuses
on the cl ient (eg. Krasner, 1962; Ma tarazzo, we.i ns and
Saslovr, 1966). Truax, carkhuff and Douds (196a) and Ivey
(r97r) advocate a combination of didactic and experiential
styìes.

ïhe foì ìowìng studies share a common design feature in
their use of a supervision anaìogue. concrusions are
Iimited by anaìogue dissim.i larìty from actual superv.i sion or
counseìing. characteristic of all are brief ,,supervision,,

sessions of i5 or z0 minutes, especiaììy questionabre in
representing experiential supervision. "counse'lfng,, is, at
worst, responding to taped cl ient statements oF, at best, to
role-p1 ayed cl ients in i0 or 15 minute sessions. Second,

ln Em

perìmental des j qn.



analogue inadequacy is often compounded

students as supervisors, raising issues
de'l ivery and/or subject recept.iveness. Thi

assessment of training effects transfer to
contexts.
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by the use of

of compe te n t
Fd, there is no

actual counseì.i ng

Payne and Gral inski (1969) contrasted the effects of
sìngìe sess'ions of "counseìing" (i.e. experientiaì),
"techniques", oF no supervision. Techniques supervision
i ncl uded eval uati ve feedback on performance, techn ì ques
discussion and mode'l 'i ng, in the context of a positive
supervisory rel ationshìp. Al I subjects received a prior
orientation on empathy. supervisors were cr inicar or
counsel i ng graduate students; subjects were undergraduates.

In rated verbar responses to taped crient statements,
techniques and control group posttest means were greater
than that of the counser i ng group. A ratÍ ng scaì e emp.r oyed
was largeìy undescribed.

In addit'ion to questionabre anaìogue vaìidíty and the
use of the unresearched scale, Doth.i ng is knou¡n of
supervisor competence in del'i vering treatments. Though

supervisor empathy levels were provided, they were derived
from sel f and peer report of extra-study behaviour. The

fi ndi ng that superv i sor empathy I evel di d not correl ate wj th
subject improvement i s therefore aJ so of questi onabl e

meaning. The performance of the controì group suggested to
the authors that the 30 mi nute ori entati on was effecti ve i n
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increas'i ng empathìc behaviour and may have been all the ne,,,r

I earni ng subjects coul d accommodate.

Payne, wi nter and Bel I (r972) , extendi ng thi s research,
contrasted techniques, counseììng, pìacebo, and no

superv'i sion. Presupervision audjo modeìing versus none vJas

a second djmension. Placebo was characterjzed by a rvarm,

'interested supervisor who discussed cl ient dynam jcs onìy.
Most supervi sors h,ere students, subjects agai n were

undergraduates.

Rati ng of responses to taped cl jent statements occurred

after (a) a videotaped orientatjon descr.i ptive of empathy

and, f or al I but one p'l acebo and control group! exampl es of
empathic responses; (b) experimental and pìacebo group

supervìsion, and (c) a second supervisjon sess.ion. The same

scale as noted immedjateìy above was used.

Anaìyses revealed significant jncreases across tests
f or technÍ que and contro'l pì us vi deo modeì ì ng groups, onìy.
superv'i sor ef f ects were not assessed. Resul ts were hel d to

support the superiority of technique over counsel ìng styìes,
but since improvement due to techniques styìe was not

greater than that of control pìus modeìing, even its ut.i 'l ìty
is questionable.

In Payne, l,Je'i ss and Kapp (!9lz), half the subjects
heard audiotape def in'i tions and modeì ing of empathy, af ter
which al I received two sessions of e'i ther didactic or

experiential supervision or none. Didactic supervjsÍon
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i nci uded eval uatj ve feedback and model i ng. Empathy ì n

response to taped cl ient statements was rated (EU scaìe) and

at posttest, didact'ic supervisjon group means were

sìgnifjcantìy greater than experj ent'i a'l , the

modeììng-didact'ic supervision mean significant'ly greater

than the no mode'l ìng-d'i dactic supervision. Model ing and

djdactjc supervis'ion appear additive and about equal jn

effects.

In B'i rk (I972), doctoral students in counseìing

supervj sed master's I evel subjects i n an al ternati ng

sequence of three role-pì ayed jnterviews and two supervis'ion

sessÍons (or no supervision for controìs). The didactic
mode utì I i zed supervi sor feedback, nodeì ì ng, pFaj se and

suggestions. Supervision was monitored for adequate

imp'l ementation. Segments of Íntervievrs l and 3 were rated

(tU scale). The procedure was wel I controlled, but

inter-rater reliabììity was low at .65 on the fìrst
i n te rv i er¡1. The di dacti c group posttest mean was

signifjcantìy larger than that of experientìal or control.
Lìm'i tations beyond analogue use include that it appears

control and perhaps experi entj al subjects may not have been

as aware as d jdactìc subjects, 'if at aì ì, of desirable test

behav'iour. Perhaps cuing was the effective variable, rather

than d'idactic supervision. Second, while

student-supervisors may have del ivered an adequate versjon

of the supervi sion condi t'ions, a question rema j ns as to
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SuperVjsee responsiVeness to superV'i Sors who were

essentiaìly their peers. This mìght even have va¡ied by

condìt'ion.

In Goldfarb's (1978) weì'l controlled investigatìon,

inexperienced counsel jng Students, stratifjed by Sex, l{ere

randomìy assigned to supervision which was experiential,

didactìc (feedback, Praise, modeìing), a combinatìon of

experient'i al and didactìc, a "casual conversation" (ì orv

In ad'idactic, low experientia'l ), oF no superv'isìon.

sequence al ternatìng three role-pì ayed interviews and two

Supervìsion sessions, gfaduate students trained to deliver

treatments consistentìy, and funct'ioning at 4.0 (tU)' were

supervlsors. Trained actress-clìents, counterbalanced

across trìals, used Barrett-Lennard's RI to measure Recejved

Empathy.

At posttest, didactic and combined

djdactjc-experiential means were signìfìcantìy greater than

low didactic-low experientÍal and no supervisìon, r'rith the

experientjal mean falìing between. General test

instructions were not adequate cues to desjrable test

behaviour among control and low didactic-lolv experjential

subjects. Thi s may even apply to experi enti al subjects '
since 'i t 'i s not stated whether they were expì'i cìtìy tol d

their supervisors were mode'l ìng in superv'i sìon $,hat they

were to do duri ng tests.



tJhiIe Karr and Geist

approach to be sign'ificantìY

student empathY, thei r desì gn

threat to'internal val iditY'

i nf errabl e.

Pass i ve-observati onal stud'ies.

6B

(1977) found an exPeriential

related to higher levels of

does not rule out a select'i on

a causal relationshiP thus not

Conclus'ions.

Al I stud.ies rev'iewed f rom wh'i ch causal inferences m'ight

be made conclude that didact'ic superv'is'ion, 'including

modeì ì ng and feedback ' i s superior to experi entì al

superv.i sion in increasing subiect Expressed empathy. The

mean.i ng of this ìs considerab'ly obscured in the Payne and

Gral inski (1968) and Payne, l,lìnter and Bell (I97? ) stud'i es,

s j nce di dacti c sub jects were i n turn not more empath'i c than

no-superv'ision control subiects' Though the Goldfarb (1978)

study assessed Recejved empathy, it (aìong with Bìrk, 197?)

had si gn'i f icant construct val i di ty probl ems i n that cui ng to

desirable test behaviour ìs a p'l ausible al ternati ve

expìanation for treatment resul ts. 0nìy Payne, hJeiss and

Kapp(Ig7?)andRonnestad(1977,be]ow)avojdthese

deficits.
A challenge to the vaìidity of counseling analogue

representations of experient'ial supervision has not been

reasonabìy met, however. Furthermore' regardless of what

it js that didactic superv'i sion is superjor to, didactic

supervision as tested has not been shown to have an effect
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outsjde a counseìing anaìogue context.

Superv i so r characteri s ti cs.

Pass'ive-observational studies addressing effects of

superv'i sor characteri sti cs on student empathy have shot^rn

that a student group with supervisors highly facil jtat'i ve jn

their counselìng, both ìmproved signifjcantìy and showed

sì gn'i f icantìy greater empathy than a group wi th I ow

functioning supervisors (Pierce and Schauble, 1970). 0n the

other hand, no significant correl ation was found between

ei ther superv i sor empathy dur j ng superv'i s j on or student

perceptìons of supervisor empathy, vrith student empathy

shown in therapy (Karr and Geist, I977). Demos and Zuwayì if

(196?) found students of self-identìfjed cl'ient-centred

supervisors made greater gaÍns in gìv'ing understandìng

responses than those of eclectic or directjve Supervìsors.

I nf erri ng causatì on f rom these f i nd'i ngs cannot be

justified, however, since influent'i al variables other than

supervisor f acil itat'ion level or orientation were not

controlled for, and selection poses a sìgn'ificant threat to

internal va'l ìdìty.

Model i ng and other factors.

Mil ler (1969) random'ly assigned inexperienced

counselors, by sex, to one brief session of (a) experjmental

treatment of posi ti ve rei nforcement and modeì i ng, based on

thei r responses to taped cl ient statements; (b) p'l acebo

control of practice on the cl ient statements aìone, or (c)
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no treatment. In a 20 minute interview with a role-p'l ayed

c'l ì ent, the experimental group made si gn j f icantìy more

understandjng responses than the others.

In a supervision ana'l ogue study, Ronnestad (I977)

al ternated three role-pl ay interviev¿s and tr¡ro supervis'ion

sessions us'i ng inexperienced counseììng

subjects. Subjects were stratjfjed by sex

then randomì y as s'i gned to model i ng, f eedback

of responses ) or experi ent'i al superv i s ì on.

students as

and supervisor,

(scale ratings

Rated responses (EU scale) to videotaped clìent

statements at posttest showed onìy modeì ì ng and feedback

group means sìgnìf icantly higher than control. Modeì'i ng was

significantly greater than feedback, âñd feedback higher

than experiential. The minjmally facilitative level (3.0)

was not reached. Mal es recei ved hi gher scores under feedback

than f ema'l es, and f emal es scored hì gher under model i ng than

under f eedback.

Si nce i n neì ther study were control or experi enti al

subjects apparently cued to desjrable test behaviour,

treatment effects coul d be ascribed to the adequate cuing of

experimental subjects. Thus, brìef supervision utì'l'iz'ing

modeì i ng and posi tì ve rej nforcement, or modeì ì ng or feedback

separateìy, i s onìy suggested to 'i ncrease Expressed empathy

in inexperienced students. There is no evidence that such

trai nì ng effects transfer fror¡ the counsel i ng anal ogue to

actual counseì i ng.
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Supervjsion study conclus'ions.

1. Evidence on the whole supports the efficacy of an

instructÍonal superv'i sion styìe, usua'l ly'i ncluding modeìing

and evaluative feedback, 'i n enab'l ing basjc response

acquisition among inexperienced students. The dependent

vari able focus of studies has been almost exclusiveìy

Expressed empathy (the exception being Gol dfarb, I978, rvhich

assessed Rece'ived empathy ) . Transf er of trai ni ng ef f ects

from counsel'ing analogues to actual counseling has not been

demonstrated.

In terms of the components and characteristics of this

supervis'ion: a) there is suggest'ive evidence that model ing

and supervj sor rei nforcement, model ì ng or feedback al one,

are effectìve, and b) limited evjdence indicates mode'l ing is

superior to feedback.

?. Experimental studies have

represented experiential supervisìon

conclusions as to superiorìty

not yet adequate'ly

and, as a consequence,

between di dact'ic or

experìential styìes cannot be drawn.

3. Adequate evi dence concerni ng the effect of

supervisor facìlitative functioning on student empathy is

not available.

4. The possibì ì ity of differential effectiveness of

methods across student characteristics is raised, where

feedback may be more effectj ve wi th mal es than femal es,

modeì'ing more ef f ecti ve than f eedback wi th f emal es.



5. No information is available

over t'ime, of the effects of d'i dacti c

of supervision.
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judge maintenance

experiential forms

to

or

What of the role and style of supervis'ion subsequent to

bas'ic skil I orientat'ion? Truax, Carkhuff and Douds (196a)

suggested that supervisor facìl'itative cond'it'ions would

become more centra'l 'ly ìmportant. Al tucher (7967 ) suggests

two sources of counselor learning djfficulty: lack of

experience and knowìedge, and counselor patterns of

behaviour whìch block understanding and sk'i ll.

Perhaps instructional forms of supervis'ion are

appropri ate to redress knowl edge def i ci ts characteri sti c of

the initial traìning stage, wh'i le experiential forms may

al I ow the worki ng through of specì f i c 'l imì ti ng counsel or

patterns obvious later. Blatt (1963) states that, g'i ven

empathy's close relatìon.to proiection, a major supervision

function is to enable counselors to d'i scern better vrhen

thei r responses i n therapy are rel ated to the cl i ent' s

materi a1 , when to the'i r own, and to work through d'i stort j ons

and i nterferences ì imì tì ng competence.

Model i ng and 0ther Technique Combinations

A major lim'i tation in all studies fol'l owing is their

measurement of empathy i n, at worst, wri tten responses to

written cl ient statements, or at best, brief interviews with

role-p'l ayed clients, wìth no evaluation of effects transfer

to actual counse'l ìng.
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A second j s that control sub jects are usuaì'ly unaware

of desirable test behaviour. Rather than trainìng,
differential awareness of what is bejng tested for becomes a

pìausible alternative expìanatjon of experimental effects.
Model'ing alone.

As reviewed above:

Payne, l^lei ss and Kapp (I97? ) f ound modeì i ng p'l us

didact'ic supervision to be superjor to didactic superv'isjon

alone in increas'i ng empath'i c communjcation. Payne, l^lìnter

and Bell (1972) found that audiomode'l ing increased empathy

when preced'i ng d'i dactic or no supervis'ion, but not

experjential superv'i sion. The Ronnestad (1977 ) study

suggested brief mode'l ing to be more ef fective than no

trainìng, and showed it superjor to feedback of equivalent

durat'ion.

Sklare and Cunningham (1983) tested the hypothesis that

viewing a video of one's counseling performance, êdjted to

incl ude onìy that portìon which was effectÍve, woul d be more

effective in increasing empathy than viewìng an expert model

or unedi ted sel f-model vjdeotape. Al r subjects

course)(undergraduates and graduates in a counseling

received 7 L/2 hours of training in making reflect'ion

responses and were then random'ly ass'igned to the three

modeììng condit'ions for a further 20 - 30 minutes. At

posttesti ng and fol ì ow-up no dì fferences among traì ni ng

groups was found (wrjtten response to video stimul ì, EU
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scale rated). The authors noted hovrever, that students

varied depending on graduate or undergraduate status, in

that undergraduates shov¡ed changes consistent wjth the

hypothesjs while graduate students 'improved regardless of

modeling condition. They suggested that self-as-mode'l

(edited) may'i ndeed have superior effect, but onìy for

younger, less experienced students beg'i nning their trainìng

at lower empathy levels.

Modeling and'instructions.

In an experimental posttest-onìy study, Pêrkins and

Atki nson ( i973 ) contrasted the effects on feel i ng refl ecti on

and Summarizatìon, of no-treatment control or lecture p'l us

one of discuss'ion, modeìing or role-playing. Resident hall

assistants were subiects. Methodoìogìcaì defic'its jncludìng

testìng onìy volunteers from treatment groups and inadequate

cui ng of control subiects to des'i rabl e test behav'iour,

leaves results uninterpretable, however.

Perry (I975) assigned ministers randomìy to one of six

poss'ible combinations of instructions or no instructions;

hì gh, ì ow or no eripathi c model i ng. Al I trai nì ng l{as

del'i vered by aud'iotape. Tape pauses allowed subjects to

write responses, jnìtiaììy without having heard the model

(baseì ìne).

Fi nal wr.i tten response rati ngs (EU ) showed the hì gh

empathy modeì group means to be sì gni fj cantìy greater than

those of I ow empathy or no modeì , wi th no i nstructj ons
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ef f ects shown. Perf orrnance i n counsel'i ng ana'l ogues reveal ed

no significant between group dìfferences. Subjects in low

or no empathy mode'l pl us no jnstructions were apparentìy not

cued to desirable test behaviour. In all,
provides suggest'ive evidence for the effìcacy of

effect on written empathy communicatjon

non-general i zati on of effects to empathy ì n

interv'iew.

this study

a modeì ì ng

and

a

for

live

The ef fects of instructions and mode'l ing on trainees

low in f ac'i I itatìve skil I were tested by Uhìemann, Lea and

Stone (1976) in an anaìogue study with undergraduates.

Students wjth the lovrest EU scores on Carkhuff 's (1969)

wri tten ernpath'i c Comrnuni cation Index were randomìy assì gned

by sex to instructìon, modeììng, ffiodeling and 'instruction,

instructjon and modelìng, or no treatment control.

Instructjons concerning feel ing reflection were included in

a 9 minute videotape, and modeì'ing provided in an 1i mjnute

one. Control subjects were adequateìy cued to desjrable

test behaviour.

I n a counse'l ì ng anal ogue posttest of fee'l ì ng refl ectj on

frequency, instructions and instructions p'l us mode'l ing

treatments showed sÍgnificant effects rel ative to control .

Instructions plus modeì ing was superior to modeì'ing alone.

Sì gnj fi cant effects on empathy ( EU ) lvere found for both

combi ned treatments over control , though a mi njmaì ly

faci I i tatj ve I evel was not reached. Modeì i ng al one appeared
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to have no effect. Since combined conditions were about

trvice as long as sìngle cond'i tjons, the possibif ity exists

that their superiority was due merely to a greater amount of

trainìng, regardless of its nature.

Model ing and pos'i tìve reinforcement.

From the Mil ler (1969) study comes suggestive evidence

for supervisor modeì ing and positive reinforcement efficacy
'i n increasing understanding responses.

Modeling, instructions and practjce.

Daìton, Sundblad and Hy'l bert (1973) examined the

effects on rehabil itation students' empathy communication,

of 60 minute combìned instruction pìus model ing (bV tape)

plus covert practice (during tape pauses). Random'ly

assigned subjects received the experimental traìnìng, a

control treatment of readi ngs on empathy comrnunj catì on, or

no treatment.

At posttest and one month fol I ow-up the experimental

traì nì ng was shown to have had a si gnì fi cant effect on

written empathy (EU) relat'ive to both controls, though not

reaching the m'inimaìly fac'i litatjve level. A decline in

scores at foì low-up was not significant. Insuffjcient

information as to rati ng procedure and subiect test cuì ng

precl udes thei r eval uation. Thus effì cacy of thi s traì ni ng

i s onl y sugges ted.

Model i ng, 'i nstruct'ions, practi ce wi th f eedback.

Stone and Vance (1976), prepari ng col ì ege
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undergraduates for a hel pìng role, randomìy ass'igned them to

12 minute videotaped 'instructions, model'i ng or practice
(with feedback), all combinatjons of tlo techn'iques, all
three, or no training. Practjce jnvolved responding aloud

after taped expressions. Th'i s was followed jmmediateìy by

ratÍngs of adequacy /inadequacy.

l,Jritten empathy communicatíon (EU) was found to have

'i ncreased signìficantìy over time with training only, a

greater change f oli nstructi on than non- Í nstruct j on groups.

Relatìve effects of separate traìning conditions vrere not

assessed. Brief counseling anaìogue performance at 2 week

fo'l ìovr-up indicated a significant mode'l ìng effect and the

superiority of combinations over singìe methods.

Comb'inations were not assessed for efficacy relative to one

another. Combi nati ons effectj veness may be attrj butabl e to

i ncreased traì nì ng time and d'if f erences rel at j ve to control

may be spurious given the likelihood that these subjects

were unavrare of desirable test behavìour. The authors posit

instruction superiori ty over mode'l ing where task structure

i s great, the obverse urhen more arnb'iguous, âS 'in actual

i n terperso nal i n terac t i on .

Model ing: Summary conclusjons.

Considering studies revielved under both Supervjs'ion

Studies and Modeì ing, these concl usions are drawn:

1. Modeì ing, ôS 'implemented, alone or in comb jnation

w'ith positìve reinforcement, instructions, or instructions
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effective in i

focus of these

?. Model i

when empathy i

s'ituat'ion, as

3. Skitl

demonstrated.

suggested by the evidence
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to beis on'ly

ncreasing

studies

ng may be

s to be

'i n actual

transfer

I evel s of empathy competence. The

was on Expressed empathy exclusive'ly.

more effect'i ve than i nstruct'i ons

demonstrated in an amb'i guous task

i nte rpe rson a I i n te ra c t ì on .

to actual counseljng has not been

4. Di fferenti al effects across student characteri sti cs

are suggested where inexperienced subjects in'itial ìy low in

faci I j tati ve functi oni ng appeared to benef i t from extended

traìning, perhaps emphasizing instructions and modeì'ing over

model i ng al one. Sel f -as-model (ed'i ted to j ncl ude onì y

effectj ve responses ) may be more effective for thi s group

than expert model or unedi ted sel f-as-model .

Subjects for whj ch model i ng or model i ng combi nati ons

were suggested to be effective uJere predomjnant'ly

inexperienced students in I ay, paraprofessional and

professìonal programs, and to a I imj ted extent, I ay heì pers

and experienced counselors. External vaììdity is therefore

somewhat limited.

5. 0n'ly one study prov'ided evidence of effects

retenti on, that be'i ng of v¿ri tten empathy communi cati on at

one month.

Al I the stud'ies reviewed provided onìy br jef model ìng

experiences to trainees, and over short training perìods.
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The I imi ted ef f ects may certai n'ly derive f rom these f actors.

Feedback and 0ther Techn'ique Combinations

Feedback alone.

In an experimental counsel or traj nl'ng anaì ogue, Reddy

(1969a) assessed the rel atjve effectìveness of immediate or

deì ayed eval uat'i ve f eedback. Feedback was gi ven to

undergraduates who responded during pauses in psychotherapy

fi lms. The ìmmedi ate feedback group posttest mean was

sìgnificantìy greater than those of deìayed or no-feedback

control groups (adapted Truax, 1967, Accurate Empathy

sca'l e).

Reddy (1969b), further ana'lyzìng this data, found that

though both feedback groups i ncreased i n use of affect words

and reflecting responses, the immed'i ate feedback group was

seen to respond more comp'l eteìy and with higher qua'l ity
empathy. Interviews reveal ed a discouragement factor among

controls wh'ich constitutes an internal vaììdity threat.

Feedback and instructìons.

In Carlson (I974) counselìng practicum students were

random'ly assi gned to recei ve immed'i ate verbal rei nf orcement,

random immed'iate feedback and instructions, no treatment or

equipment-onìy control treatment. Feedback or instructions

were del 'ivered duri ng e'ight actual counsel i ng i nterv i ews

through a radjo rece'iver. Verbal rei nforcement was

"txcel l ent Response" spoken after an improved response,

whereas feedback was other eval uati ve comments.



At posttest, counseììng sessjons were

BO

rated (modifjed

EU; procedure i nadequateìy descri bed ) . The feedback and

instruct'ion group mean was sign'ifjcantìy greater than that

of the verbal rei nforcement group, whi ch was i n turn greater

than equi pment-onìy control . Al I were greater than

no-treatment control. It is not clear whether control

sub jects were aware of des'i rabl e test behaviour. At the

1east, the superìorìty of jmmediate feedback and instruct'ion
over immediate verbal re'i nforcement in Íncreas'i ng empathy

competence i n counsel i ng i s shown. The effecti veness of

verbal rei nforcement rel ati ve to control i s suggested.

In Ronnestad (I977), rev jev¡ed above, feedback uras

suggested to be more effective than either experjentjal

supervision or no superv'i sìon, but shovln to be less

ef f ecti ve than model 'i ng.

Feedback: Summary conclusions.

Empathi c communì catì on, Expressed empathy phase, 'i s

suggested to be ì ncreased among i nexperienced tra'i nees by

immedi ate eval uat'ive f eedback, as tested i n counseì i ng

anal ogues. Expressed empathy 'i n actual counsel j ng bJ,

students wjth some prior training experience'is shown to be

enhanced wi th immedi ate feedback accompanied by

instructions.

Empathy Trai n'i ng/Student Characteri sti c Interact'ion

From a pragmatì c concern wi th what mi ght enhance or

obstruct traì ni ng effectj veness, as wel I as from the
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perspectìve of "self as jnstrument" in counseling and

psychotherapy ( Combs and Soper, 1963 ) , arj ses the i ssue of

the impact of student personaì characteristics on both being

and I earni ng to be empathi c.

Some training studìes report that despìte common

trainìng, sìgnificant differences in empathy occur. These

are apparently related to such student characteri stics as

their sex (Abramowitz, Abramow'i tz and hleitz, 1976),

cogni tj ve I evel (Gol dbêFg, 1974; Lutwak and Hennessy, 1982 ),

"therapeutic talent" (Kramer, Rappaport, and Seidman, I979),

age and "trajt" empathy (Steibe, Boulet and Lee, I979).

DÍspenzierj and Ba'l insky (1963) found, contrary to their
predìction, that training did not have less impact on

students hìgh on authoritarian'i sm and manifest anxìety.

These studies have not systematjcally varíed characteristics

or controlled for other potentiaììy influentìal covarìates,

however.

A number of characteristics have been posited as

requis'i te to empathy competence, including a capacity for

"adaptìve regression" (Bachrach, 1968), adequate cortjcal

development (Cìark,1980), the ab'ility to oscillate between

subjectìve and object'ive modes (Greenson, 1960), and an

i nnate "empathy quotient" (t,Ja'l stedt, 1968) . Rogers (1975 )

suggested one must be secure enough to enter another's

experience, interpersonaì ìy competent and free from

personal ity disturbance.
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similarly, pÊrsonal limitations, inhibitory of empathy,

have been ident'i fied as 'incìuding anx'iety (M'i llikan and

Kirchner, 197I), a tendency to absoluteness and

overgeneral j zatj on ( Bror.¡n and Smi th, 1984 ), over- or

under-identificat'ion due to own needs, conflicts or problems

(Buchheìmer, 1963), distortions in subjective reactions
( Bì att, i 963 ) , and even the use of treatment model s or

ideoìogies to resi st ernpathic engagement (Guthíeì, 1977

Rabk'i n, I976).

The training question becomes then, whether, to what

extent and hov'r students' personal characteri sti cs may be

j nf I uenced or accomodated, to the end that the'i r empathy

competence be deveì oped. Responses have been to screen from

traì n'i ng those defi c'i ent (eg. Carkhuff and Grì ffì n, 1970 ) ,

to i nst'i tute remed'i al i nterventì ons, to seek optimaì matches

of training technìques and student characteristics, and to
'i ncorporate i nto trai ni ng an amel i orat'i ve focus rel ati ve to

desirable student quaìities.

Remedjal interventions in the form of "removìng blocks

to empathy" are preferred over training, by Hackney (1978,

p.38). spec'if ic remedial interventions recommended have

included personal therapy (B1att, 1963) and qualìfied
supervision (Al tucher, 1967; Guthìeì, I977). Their effìcacy
i n thi s respect, however, remai ns undemonstrated. Trai ni ng

in facilitative condìtions, itself, has been reported to

increase self-actualization (Fischer and Knapp, lg77 ) and
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induce construct'i ve personaìÍty change (Mart'in and carkhuff,

i96B), though 'i ts remedial ut'i ì ity, expressìy regardìng

persons wjth defjc'i ts in such, ìs also unevaluated.

Very limited data is available concerning likeìy
technìque-student characteristic matches. Hackney (1978)

suggested that to begin w'i th, trainers should 'identify

whether student defjcits are jn empathic sensitÍv'i ty or

empathy communi catì on, though he offers no recommendati ons

as to trai ni ng methods. From studi es revi ewed above comes

some 'i nformation as to differential effects of given

traì nì ng strategi es. Ronnesta d (1977 ) found feedback more

effecti ve wj th hi s mal e students, rnodel j ng wì th hj s femal e

ones. Didactic elements of Systematic traìn'i ng were found

more effective for students'initìaììy low in empathy (Bath,

I976). Skl are and Cunningham (i983) found jnexperienced

students i ni t'i aì ìy I ow i n empathy to improve i n empathy

communication more if they used ed'i ted self-as-rnodel

videotapes than ì f they viewed uned'i ted tapes or an expert

model. This vari at'ion did not hold for more experienced and

empathic students.

Two stud'ies set out specifjcaììy to test differential
training effectiveness. Ev'idence was suggestive that

instructions pì us mode'l ing, oF increased training time, were

especial ìy beneficial to students initìal ly low on empathy

( Uh'l emann, Lea and Stone, 1976 ) . 0n the other hand,

Kimberl i n and Fri esen (I977 ) di d not fi nd programmed
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I earni ng to offset di fferences rel ated to cognj tj ve I evel

and they suggested tryìng cri tical th'i nk'i ng training.
A focus on student personal qua'l ities is not

necessitated by deficits alone. The acknovrledgement that

for ski I I to endure, i t must be i ntegrated w'i th the va'l ues,

beììefs, attitudes and even lifestyìe of the student js

urged by Mahon and Al tmann (7977), Truax (1970) and Carkuff

and Berenson (1967). Indeed, thjs was the ratjonale behjnd

the "quasi-group therapy" component of Systematic traìning.
It 'i s th'i s recogn'i tion of the signjficance of the

personaì i ty of the heì per whi ch I eads Peebl es ( 1980) to

reaf f i rm the rol e of persona'l therapy as an el ement of

therapist trainìng. Schlessinger, Muslin and Baittle (i968)

and Wal stedt (1968) simi'l arìy regarded a group experìence

for the expìoration of persona'l react'ions to patients as

val uabl e i n empathy competence devel opment. The strateg'ies

embodying this amel iorative perspect'ive remain, however,

untested.

Durabj I i ty of Empathy Competence Across Cl i ent

Characteri sti cs

Alexik and Carkhuff (1967); Carkhuff and Alexik (196i)

and Frieì, Kratochvil and Carkhuff (1968) systematjcaì ìy

varjed client depth of self-exp'l oratìon and found only those

counselors functioning at hìgh levels of facilitative

cond'i tions were able to del iver them cons'i stently in the

f ace of cl ient change. Low I evel he'l pers may determi ne the
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level at whjch they offer facjlitatjve condjtions only until
a heìpee crjs'i s occurs, from whjch point client variables

are prepotent. Carkhuff ( 1968a ) contended that at such

times heìpers must be able to trust and reìy on their ot{n

experience, rather than on mere technique. No program of

counsel or traj nj ng appears yet to have been demonstrated to

provide skill durability gìven cljent change (l'1een, 1984).

The durabl'l i ty of empathy competence across cl i ents of

different characteristics is also a concern. Blatt (1963)

stated that "accuracy and accessjb'i lity of empathy decl'i nes

the more d'i ss'im'i I ar the cl ì ni ci an 'i s f rom h'i s pati ent"

(p.i53). Lechnyr (1975) urged a wide range of student work

wj th di fferent cl i ents and probl ems be eval uated for

traìnìng purposes. hlriters have focused on specifjc cl'ient

popul ati ons and have recommended a vari ety of methods for

enhancing counselor empathy toward these popuìations.

McConnel I ( 1976 ) recommended that counsel or educatì on

'include specific training in sex counseling to overcome the

inabìì'i ty to respond w'i th even a min'imum of empathy, which

he had observed among counsel ors. Katrì n ( 1976 ) , i n a

subjecti ve report, descri bed j ncreased empathy wi th women's

concerns as mal e and femal e students' consciousness was

rai sed through a course i n counsel j ng women. Kurkj i an and

Banks (1978) discussed how increased empathy for Bl ack

cj j enis may resul t from readi ng I i terature whj ch captures

aspects of Black experience. They suggest that "the use of
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cogni ti ve and affect'i ve understand'i ng; i f

86

can result in

literary

experience reflects a life experience, 'i t is possible to

gai n empathi c understandi ng of a I i fe experj ence through

literature" (p.636). Miller (1983), in djscussing how

heì pers can devel op empathy f or Ameri can V'iet Narn veterans,

endorses the effect'i veness of readj ng I i terature wh'i ch

captures thei r experi ences. He goes further to say that

certain propositions must be understood by counselors before

they can comprehend "a nearìy incomprehensjble s'ituation"

(p.150). These include such realit'ies as the youthfulness

and immaturi ty of sold'iers, the effects of ineffective and

psychologicaììy damag'i ng military traìning, the suppression

of jntense feeì ìngs of guil t, rage, grief and doubt. A

thi rd i ssue for Mi I I er i s that for counsel ors to be

empathi c, they must have exami ned and chal I enged thei r

prejudjces wjth respect to this cl'ient group, and must

become emotiona'l ly connected w j th veterans as war survivors.

In training graduate counselíng students to work wjth

disabled cl ients, Strohmer, Biggs, Haase and Purcel I (1983)

were concerned with the rel atìonsh'ip among counselor

cognit'ive complexìty, anxiety and cl'ient disabil'i ty. Usìng

a medi an spì i t i nto hi gh and I ow condÍ ti ons of counsel or

characterì sti cs, they found a signifÍcant cognitive

compl exi ty effect on empaihy, and an interaction effect of

all three independent vari ables. Testing was by evaluation
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of tape recorded responses to vjdeovignettes (four disabled

cì'ients, four not) on the Carkhuff EU scale. Further

anaìysÍs showed a curv'i I jnear ef fect of arousal (anxìety

pìus client disabìììty) for students of high cognjtjve

compìexity (ìower empathy at minimum and max'imum arousal

hì gher empathy at moderate arousaì ) . Students I ow j

t

n

cognitive compìexìty were more empathic at minjmum arousal,

decl i ni ng I i nearly through moderate and maxjmum arousal .

The authors suggest an appropri ate empathy traì ni ng strategy

woul d be, therefore, to both reduce counsel or anx'iety,

perhaps through repeated exposure to disabled cìients, and

to increase cognitive comp'l exity through exposure to a

variety of dísabled cl'ients and the "social and

psychol ogi cal compl exì ty of the world of the d'i sabled"

(p.13e).

Pinderhughes (1984) described an experientjal group

desìgned to enable cl jnic'i ans to become more empathic wjth

those who were cul tura'l ìy d'if ferent f rom them. She

contended that the cultural identity of both the client and

the cl inician

collaboration.

are

In

rel evant to their therapeutìc

the experient'i al group, members

identìfied theìr feeìings, ideas, experiences concerning

their ethnic background and vaìues, and those of others.

The group similarly exam'i ned race, colour and class

dimensions. Fina'l ìy, members considered these features f rom

the perspective of their relationshìp to power. The
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group experience tvas

held to allow clin'i c'i ans to control their stereotyping, bjas

and use of power. The enhanced abìììty to perce'ive others

accurateìy was accompanied by "true tolerance for djfference

and a real abìì ity to empath'ize" (p.12).

0nce again, no research data supports the various

training efforts here suggested as effective in deveìop'i ng

empathy competence. It shoul d al so be noted that counsel or

empath'i c competence among these arti cl es has been rel ated

less to empathy commun'ication sk'i I I and more to the earl ier
stages of the empathy cyc'l e, in Barrett-Lennard's schema for

example, to Empathic Set and Empathic Resonation.

Tra'ining f or Empathy Competence: Concl usions

t,,li thi n the I ìmi tat'ions of common empathy neasurement,

the I i terature on traÍ nì ng f or empathy competence 'i n

counseling and psychotherapy allows these conclusions (Meen,

1e84 ) :

1. Considerable evidence exi

suggestive, that empathy competence

trai ni ng. Thi s i s primari ìy rel ated

rated by independent judges. 0nìy

Resonat'ion or Received empathy been

in counselor training studies.

sts, though much on'ly

can be enhanced through

to Expressed empathy as

rareì y have Empathi c

the dependent variables

uslons as

i nadequate

ementation,

The ma jor reasons f or qua'ì i fyi ng concl

suggestive include various'ly that informatÍon was

for eval uatj on of important aspects of study impl
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that inadequate cuing of control subjects to desjrable test
behavjour constituted a threat to construct validity of the

putati ve causes of empathy effects, and that studi es

empìoying non-equivalent controì group desìgns suffered from

various internai vaìidity threats.

2. Evidence for majntenance of tra'inìng effects over

time'is sparse. lrfritten empathy communjcation was shown to

be maintajned for up to six months in a study of Systemat'ic

traìning, up to one month in model ing, programmed

instruction, and in two unique program studìes. In two

other unìque program studies, effects shown in counse'l ing

analogues persisted for six vreeks and six months

respectìveìy. In one Mjcrocounsel ing study, effects in

actual counsel ing behaviour were maintajned for two weeks.

Maintenance deficìts have been posited as due to

absence of supervisor reinforcement (Haase, DiMattia and

Guttman, I972), to inhibitory institutional habjts (Ivey,

I972), and to the absence of mean'i ngfuì, relevant changes in

student perception (Mahon and A'l tmann, I977).

3. Among studies for which at least suggestive causal

conclusions could be made, evidence for transfer of train'i ng

ef fects to actual counsel ing behaviour is extreme'ly I im'i ted.

S'ing'l e studìes reveal such, f0r each of Microcounseììng,

feedback pìus instruction, and verbal reinforcement.

Effects of Sensitiv'ity training were found not to transfer

i n one study, but to transfer i n another where i t was
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adjuncti ve to Systematj c traì nì ng.

4. 0f stud'ies for which evidence of effìcacy 'i s at

least suggestive, in about Z/l trainìng is directed to

inexperìenced students, the remaìnder, in decl'ining

proportion, to paraprofess'ional or lay counse'l ors, graduate

students w'i th I im j ted practi cum experi ence, and experi enced

professional heìpers. Thus, the external vaì'idìty of

empathy traì nì ng studies to date i s l'imi ted I arge'ly to

beginnìng level trainees and he'l pers.

5. Though student personal qual ìt'ies are wide'ly

beljeved relevant factors in train'i ng effectiveness,

amel iorative or remedial interventions purporting to address

these rerna'i n 'l arge'ly untested. 0nìy minimal Ínf ormatìon as

to optimaì techni que-student characteri sti c matches 'i s

avajlable, that beìng: (a) students low on empathy benefited

f rom i nstructi ons and modeì'i ng (or i ncreased trai ni ng tìme ) ,

(b) videotaped self-as-model edited to include onìy

effecti ve responses may be more effectj ve than expert or

unedi ted sel f-model s for i nexperi enced students of I ower

i ni ti al empathy, but not for more experi enced and empathi c

students, and (c) programmed learning dìd not compensate for

I ower empathy among those at a concrete cogni tì ve I evel .

6. No evidence for efficacy of attempts to trajn for

empathy durabìlity across cl'ient characteristics appears

ava'i iable. Auihors addressÍng thìs issue focus their

suggestions on those ear'ly stages of the empathy cycìe,
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and Empathicoutl'i ned by

Resonation.



Method

The method outlined in this section was des'igned

test the study hypotheses as noted jn the Introduction.
re'i terate, the hypotheses were:

I. Experimental sub jects, trai ned by mode'l r'ng and

correctì ve feedback j n-process of dyadi c practi ce, wì ì ì

demonstrate greater Expressed empathy than contrast control

subjects, trained by mode'l ing and corrective feedback

extra-process of dyadìc practice, during a counseììng

analogue, as measured on the Carkhuff (1969c) Empathic

Understanding in Interpersonal Processes scale.

i I. Experimental subjects wi I I demonstrate greater

Expressed empathy than contrast control subjects, duri ng a

counsel i ng anaì ogue, as measured by frequency of paraphrase

and reflection use.

III. Role-pl ayed cl ients wil I judge Received empathy,

as measured on the Barrett-Lennard Relatìonship Inventory

(1964 revision) Empathy subscale, to be greater from

experimental subjects than from contrast control subjects,

durìng a counsel jng analogue.

Subjects

Subjects for thi s study were 32 vol unteers for a gay

peer counsel or traj ni ng program, i imi ted speci fi caì ìy to

empathic communjcation traÍning. These volunteers responded

to appeaì s made by the experÍmenter at meetì ngs of gay

social service and reì igious organjzations: Gay Fathers,

to

To
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D'ignìty, Council on Homosexua'l ity and Re'l 'igion, Project

Lambda, Gays for Equaììty. Subjects were sought from among

peop'le interested in peer counsel ing sìnce 'it was bel ieved

they woul d be more commi tted to fol I ov¡ through wj th the

trai nì ng and woul d more readì ìy compìy wi th trai nì ng

requj rements. Furthermore, concl usions drawn from study

results are expected to have greater appìicabiì'Í ty to the

traìning of heìpers in generaì because this subject group

was empì oyed. (Subiect advertisement, Appendjx E. )

Duri ng an i nterview, i ni t'i al vol unteers were tol d that

parti cì pants woul d be randomìy assì gned to one of two

training approaches, each described equaìly posìtìveìy.

Furthermore, common features of the trai ni ng methods were

descri bed: practi ce i n dyads; pre-, post- and fol ì ow-up

test'i ng through interviews with coached cl ients; v'ideotaping

of testìng interviews; required particìpatjon in all four

trainìng sessions and on al I three testing occasions.

Vol unteers were al so tol d that once foì ì ow-up testi ng was

concì uded, they coul d el ect to undergo the traì ni ng program

to which they were not origina'l 'ìy assigned. Neìther initial
nor fi nal subjects were tol d the study's hypotheses. Thj s

procedure was desìgned to minimize the possìbil ity of

hypothesis-guessing, compensatory rivaìry, or resentful

demoral ization among control subjects, âñd to max'imize

cooperation wi th treatments. They were assured that the'i r

participation in the study woul d be kept confidentiaì, that
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al I materi al concerni ng them woul d be coded and

un j dent'i f iabl e to anyone but the experimenter. Al I

volunteers agreed to these condit'ions.

All subjects were sejf-jdentifìed 9ay: 6 womeno 26 men.

Age range was 19-60, mean 34.063 (s.d.9.738). (Experimental

mean 34.562, s. d. 7. 5; control mean 33. 563, s . d. 1 2.236) I n

education 115.625 (n=5) had completed high school onìy,

%3I .250 (n=10) had completed part'i aì post-secondary

educati on, %3.I?5 (n=1) had compl eted a communi ty col'l ege

dipìoma, %25 (n=8) had an undergraduate degree and %25 (n=8)

had a graduate degree. The subject grouP WAS

characteristìcaì'ly, then, mature and well-educated. Though

no subjects had been trained as profess'ional counselorS,

Seven had compì eted a course or semi nar deaì i ng w'i th sorle

aspect of counseling (pastoraì, peer, of crisis 'l ine). 0f

these Seven, four were eXperjmental subjects, three Were

control subjects. (Education by group, Appendìx F).

Using the Index of Industrìes and 0ccupations from the

u.s. Dept. of commerce (1982), the occupationaì

characterj st'i cs of the subjects were as fol I ows: Management

and Professjonal Spec'i a'l ty 0ccupatìons, î¿50 (n=i6);

Technical, Sales and Administrat'ive Support 0ccupatìons,

%6.25 (n=?)i Service 0ccupations, %2I'875 (n=7)' Seven

subjects (%2I .875) were students at the Unìversities of

Man j toba or l,Jì nni peg. (Occupation by croup, Appendix F).

The subjects' experience wjth counsel jng was assessed
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'i n two ways: f irst, their experience as a cl ient; second,

the extent to whi ch any form of counsel i ng mi ght be an

aspect of the'i r occupationaì function or volunteer

involvement. Twenty-three (%7I.875) had at some tjme in

the'i r lives consulted a counselor about personal concerns.

0f these 13 were experimental subjects, i0 were control

sub jects. Though no one functioned full-t'ime as

counseìor, seven (%?1.875) were involved wjth some form of

counsel'ing occasìonaì ìy in the'ir occupation, or as

volunteer. 0f these four were experimental subjects, three

controls. In sum, a ìarge proportion of subjects had

experience as a client, a small proportjon as provid'i ng some

form of non-professìonal counsel jng occasiona'l ly. In aì'l ,

experimental and control groups were f ai r'ly wel I bal anced j n

terms of their experience in counseìing, though the

experimental group had sl'i ghtly more.

Finally, there were no dropouts from the study.

Des'ign of the Study

This study employed an experimental design

characterized by the random ass'ignment of subjects to

experimental and control groups, and pre-, post- and

f o'l I ow-up measurements of the dependent vari abl e.

Assìgnment to groups was stratified by sex, in order to

bal ance between control and experimental condi tions any

possÍble sex-rel ated dif f erences in empathy and 'i ts

communication. (This possìbììity is discussed by
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Abramowitzu Abramowjtz and !^leitz, 1976 and Hoffman, I977.)

The contnol group treatment was des i gned to hì gh'l i ght the

d'i f f erences between ì t and the experimental treatment: the

'i n-process de'l ivery of modeìing and corrective feedback.

Thi s i s descri bed f ul'ly, bel ow.

Pretesting alìowed for assessment of initjal group

equìvaìence, ana'lysìs of attrìtìon, and reduction of error
varjance through the use of pretest scores as covari ates in

an anaìysi s of covari ance. Gorrnaì'ly and H'i I I (I974 ) urged

measurement at foì ì ow-up to assess effects mai ntenance, and

suggest one to two month i nterval s from posttesti ng.

Theref ore, a f o'l ì ow-up at one month was undertaken.

The vari abl es of i nterest i n thÍ s study, ârd thei r

operational definitions are as follows:

Independent Variables

The 'i ndependent varìable was training characterized by

modeì'i ng and correctj ve feedback. Thi s 'i s del j vered

in-process of dyadic practice in the experimental cond'i t'ion,

but del i vered extra-process of dyadì c pract'i ce i n the

control condi ti on. The term 'i n-process' i s meant to
indjcate when train'ing interventions were 'interjected into

pract'i ce 'i nteracti on and rel ated to speci fi c aspects of the

interactjon just occurring.'Extra-process' indicates when

training jnterventions followed or preceded completed

^^*.:^J^ ^C +.:^^.:-+^-^^+.:^ñ --,J +L^-^¡^- r -pEr tuus ur prdLLrr-tr tilLtrf oLLtuil cruu yrËrE L¡tBf Ëture ut d

summary nature.
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Modelìng is defined as the presentat'íon of a modeled

st'imul us i ntended to i nf I uence perf ormance of an 'imi tated

response, where the modeled stimulus indicates the

characteri sti cs of the jmi tated response to be performed

( Sundeì and Sundeì , 1982 " p.I27 ) .

Corrective feedback is defined as "direct information

from an outside source about the effects and/or resul ts of

one's behavìor" (llolman,1973, p. 143), with 'instructìons

for modif ication of that behaviour toward a standard.

Dependent Vari abl es

The dependent varj abl e i s communi cated empathy, def i ned

as "communi cated understandi ng of the other person's

'intended message" (Martìn, i983, P.3), including both 'its

expressed (by hel per) and perceived (by cì ient) dimensions

(Expressed and Recejved Empathy: Barrett-Lennard, 1981 ).

Expressed empathy is operatjonaììy defined in two ways:

first, as a judge-assigned score based on the Carkhuff

(1969c) Empathic Understandìng in Interpersonal Processes

(tU) scale, sêcond, âS a tabulatjon of frequency of

paraphrase and reflection skil j use. Both of these measures

were made on sub ject responses dur j ng i n v j vo 'i nterv i ews

wjth a coached client. Paraphrase is def ined as "restating

the (cl ient's) basic message in similar...words" (Brammer,

1973, p.84). Reflection is defined as "expressìng in fresh

words the essentj al feel ì ngs. . . experi ence. . . or content"

'impì ied by the cl ient (Brammer, I973, pp. 90-93 ).



Perce'ived empathy was operationaì'ly def ined by

9B

score

derived from the Empathy subscal e of the Barrett-Lennard

Relatjonshìp Inventory (RI), f orm 0S (1964 rev j s'ion ) ,

compl eted by the rol e-pì ayed cl i ents after the i n vi vo

interviews. These measures were used to meet the chal ienge

of Lambert, DeJulio and Ste'i n (1978), consistent wjth

Gormaìly and H'i ll (1975), that research in this area measure

the therapy process from various points of view.

Measures of the Dependent Vari abl es

Instruments

The choice of the Carkhuff EU and Barrett-Lennard RI

instruments was based on four cons'iderations. First, as

reported above, of al I recentìy emp'l oyed i nstruments, these

two have the greatest intercorrelation. Second, also as

reported above, on'ly these 'i nstruments have been found to

correlate s'ign'ificantly and positt'veìy wjth successful

therapeutìc outcome. Th'i rd, these instruments are the most

wi dely emp'l oyed i n the research literature. This

facjlitates integratìon of the study's f indings with those

of other studies, and makes easjer the 'i nterpretation of its

results. Fourth, cons'i stent with what has been recommended

for this type of research, the use of these instruments

enables assessment of two basic aspects of empathy

communication (ì.e.

received).

counsel or expressed and cl 'ient
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Interpersonaì Processes scale (EU)

The most commonìy empì oyed approach to measurì ng

communicated empathy is the ratìng by judges of taped

counselor-cl ient interact'ion, aìong the Empath'i c

Understanding in Interpersonal Processes (tU) scale

(Carkhuff, 1969c). Thìs scale is jncluded in append'ix C.

A truncatjon of Truax's (1967 ) n'i ne poìnt Accurate

Empathy (AE) scale, the Empathic Understanding scale

consists of five points, representìng five levels of

empath'i c communication. Level t helper responses ejther do

not attend to or detract signjficantly from heìpee

expressions. While Level 2 responses do address heìpee

expressed feeì ì ngs they noti ceabìy subtract affect and

dìstort meanìng. At Leveì 3, termed mjnima'l ìy fac'i litative,

he'l per responses are jnterchangeab'l e wjth he'l pee expressions

of affect and meaning. Level 4 responses express meaning

and feeìings a level deeper than the heìpee was able to

express. At Leveì 5, he'l per responses "accurateìy express

feeìings levels below what the person himself was able to

express... (the he'lper) fuììy wjth him 'in his deepest

moments."

The usual rating procedure is to select audio- or

videotaped interview segments and to rate each counselor

response, then to derìve a mean for the segment. Lambert et

al. (19i8) concluded that both segment number and location
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are 'i nfluent'i al since therapìst performance does appear to

vary wjthin and between sess'ions. Also, they suggested that

there may be "crjtjcal moments" (Gurman, I973) when empathic

responses are more ìmpactful and therefore important to

measure. Gurman (1973) urged repeated and random segment

selectìon, with'i n ìnterviews to provide a rel iable measure

of sìngìe session performance, and over several sessions

where a measure of an ongoing therapeutic process is

desired. [.lritten responses have also been rated, but though

Greenberg (1968) found adequate correl ations with intervìew

behavi our ('l imi ted to hì ghìy functì onì ng therap'i sts ) , Butl er

and Hansen (1973) and Gormaììy, H'i ll, Gulanjck and McGovern

(1975) found nonsignificant correlations. As a result of

these various fìnd'ings, this study empìoyed ratings of

extended periods of actual "counselor-client" jnteract'ion.

Concurrent and predictive (of outcome) val'id'ities of

the Carkhuff EU scale are addressed above in the review of

the research I i terature. Hefel e and Hurst ( 1 972) asserted

that the scale's pred'ictìve and construct val'id'ities had

been fa'i rly well established and that content va'l ìdity was

veny good, since scale poìnts reflected their theoretical

base wel I .

However, cri ti ci sms of the scal e have been expressed.

Ell'iot, Filopov'ich, Harrigan, Gaynor, Reimschvessel and

Zapadka (1982) and Gormalìy and Hill (1974) cite the lack of

operational specificity of scale points. Some question
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scale unidimens'ionaì ìty, asserting a common factor underl ies

ratings of empathy, warmth and genuineness (Lambert et al.

1978; Matarazzo, 1978), or at least that 'i t is ìmpossìble in

practice to separate the d'imensions (Resnikoff, I97?).

However, a cri t'i cal di st'i ncti on shoul d be made between scal e

and rater adequacy. In fact, the scal es do not measure, but

rather are response cod'i ng systems used by raters who are

the measurement "instruments". To use the ìanguage of

Af tanas (1983 ) , rater ver j d'i cal i ty ('i .e. "accuracy as an

jndìcator of the magnìtude of an instance of the defined

property" p.18) must be considered of particular ìmportance

to empathy measurement along this scale. Evjdence exjsts

that raters have not been veridjcal. Elliot et al. (1982)

concl uded that empathy may be composed of such processes as

counselor verbal activìty, noninterruptìon, voice quaìity

and faci al expressions, si nce these correl ated wi th empathy

rati ngs. However, these factors may be more appropri ateìy

consjdered among those which bear upon measurement by

unveridical raters. Shapiro (1968) did, in fact, find

raters using such data to provìde their measurement. Thus

they may have in error rated "sounding and looking empathìc"

(Caracena and Vicory, 1969), rather than commun'icat jon of

accurate empathic understanding. Rather than necessitating

the conclusion that the scale itseif is inadequate, much of

these findings are persuasive, instead, of the adequate

training of raters to max'im'ize thejr veridìcaìity jn
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applying the scale.

Inter-rater rel iabìì ity in excess of .80 is common (eg.

Carkhuff, Kratochv'i I and Frìe'1, 1968; Crabb, Moracco and

Bender, 1983; Fischer, 7975, Fry, I973; Uhlemann, Hearn and

Evans, 1980), w'i th intra-rater rel jab'i ìity often higher, in

excess of .90 (eg. Carkhuff, Kratochvij and Frìel, i968;

Kratochvjl, 1969). The lack of a standard battery of

empathjc responses to stimulus expressìons, empìoyable as a

crjterion for traìnìng and verjdicality assessment, means

that whj I e adequate wi thi n-study consì stency i n ratj ng may

be shown, i t cannot be assumed to represent consj stent

accuracy. By extensìon, it is not assured that results from

dif ferent stud'ies are comparable (Avery and Danish, I976).

Despite the limitations and criticisms of this scale jt

rema'i ns the most wì de'ly used i nstrument i n the empathy

traì nì ng I i terature. Furthermore, as reported above, i t i s

the scale most h'i ghìy correlated with the Barrett-Lennard

Relationshìp Inventory, and it is correlated positively wjth

therapeutic outcome. The matter of rater verid'i ca'l ìty was

addressed in thìs study through what 'i s believed to have

been adequate rater trainìng.

Barrett-Lennard (1962; revised 1964) Relationship

Inventory (RI ).

Compri sed

thjs inventory

It consists of

of four,

i ncl udes

posìtive

16-jtem counterbalanced subscaìes,

an empathic understanding subscale.

and negative statements such as "He
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tries to see th'i ngs through my eyes. ", "H j s response to me

is usuaììy so fixed and automatjc that I don't reaììy get

through to him. " The cl i ent may respond al ong a conti nuum

of three degrees of agreement or di sagreement

(Barrett-Lennard's Recei ved Empathy) . The inventory js

typìcaììy jntroduced at the end of counsel jng sessions.

The predictive (of outcome) and concurrent val idjties
of the RI are addressed above. Splìt-half reliabìììty
coefficients based on client ratìngs on the four scales are

reported by Barrett-Lennard (1962) to range from .82 to .93.

Abramowi tz and Jackson (I974 ) report an aì pha rel j abi I i ty

estimate of .92 for total rel atjonship and at least .7 5 for
all subscales in their revision.

The Barrett-Lennard RI, as di scussed above i n the

revjew of the research l'i terature, has shown the highest

correlatjon with the Carkhuff empathic understanding scale

among empathy measurement 'i nstruments. More consi stentìy

than any empathy measurement i nstrument j t i s shown to

correlate positìveìy with therapeutic outcome. Used 'i n

con junct'ion wi th the Carkhuf f EU scal e i t al l ows f or two

major aspects of empathy communj cation to be measured:

expressed (EU) and received (RI ). This scale is provided in

appendix D.

Traìning of Raters

Judges.

Three judges were empl oyed in the study, whose funct'ion
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was to rate subject responses to coached cl ient statements

along the EU scale. 0ne was a graduate student in clinical
psychoìogy, one a school counselor with a completed master's

degree ì n counsel i ng psychoì ogy, and one both a nurse and

pastor with an undergraduate degree and pastoraì traìning.
The graduate student and school counselor had received

genera'l traì nì ng i n psychotherapy and speci f i c trai ni ng 'i n

empathic respondìng. The nurse/pastor had completed an

'i ntensi ve trai ni ng course 'in empathi c respondi ng I ed by the

experimenter. The school counselor and nurse/pastor were

experienced in counsel jng through the'i r emp'l oyment, and the

graduate student had completed general counseling practica

and vol unteer work.

The judges were trai ned by the experimenter i n the use

of the EU scale through jnstruction and practìce. Cri terion

responses were created by an expert judge (the

experimenter's primary research superv'i sor) and were used in

training. Initial traìning took approximateìy 6 hours and

consisted of readìng material concerning the EU scale,

viewing videotapes pre-rated by the expert judge and doìng

trjal ratjng runs. This procedure is consjstent with

recommendations by Kent and Foster ( 1977 ) , and ensured that
judges initiaììy assigned response ratings with'i n an

acceptabìe range of similarity to those of an experienced

judge. As judges completed rat'ings durjng the assessment

phases of the study, the experimenter monj tored thej r work
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and provided retrajnjng when any drift from veridical ratìng

r{as detected. Judges were tol d thei r rati ngs woul d be

monjtored, as recommended by Kent and Foster (1977), to

encourage consistent care 'in rema jning verjdical. The

expert judge examined the re-trainÍng criterion ratings

deveì oped by the experimenter and concl uded that they

dì spì ayed no bi as wì th respect to trai ner or treatment group

membership of subjects.

Coached cl ients.

The Barrett- Lennard i nventory empathy subscal e was

reviewed with the coached clients to ensure 'i tem

comprehensibìlìty and common understanding of language.

They compl eted four practj ce runs pri or to subiect testi ng,

wi th these practi ce runs bei ng debrief ed w'i th them by the

experjmenter. Prior to each testing occas'ion the

instructions were agaìn reviewed with the coached cl'ients to

max'imize consìstency and accuracy of the'inventory's use.

Treatment Impl ementation

Trainers

Two trainers were used, both wìth graduate trainìng in

counsel 'i ng and psychotherapy and spec'i f i c trai ni ng i n the

use of empathy based model s. 0ne was the experimenter. In

response to criticisms (eg, Avery and Danìsh, I976;

Carkhuff, 1966) of other studjes, in wh'i ch trainer level of

functioning was not specified, the expert iudge rated taped

samples of modeìing provided to subjects of both condjtjons
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bybothtra.iners.Tra.inersmodelledempathyatjustabove

leve]3(EU)and3.5.0netra.inerwasfemale"onemale.
Tra'i ninq Procedures

Toeachofthetrajnerswererandomìyassignedhalfthe

subiects i n each treatment, i n order to avoi d a trai ner

confound of treatment effects. Tra'i ners were not bl i nd to

hypotheses, gi ven thei r fami I i arì ty wi th empathy traì ni ng '

Toguardagaìnstimba]ances.insuchfactorsastrajner

enthusjasmorcommitment,wh.ichcou]djnfluencesubject

]earning, tla.iners were urged to monitor the.i r behaviour and

maintajnequìvalentdel.iveryjntheserespects.Theexpert
judge assessed the I evel s of empathy model I ed by each

tra.i ner i n control and experìmental condi t'ions, and f ound

themtobeconsistentacrossconditìons.Furthermore'a

trainermajneffectacrosstreatmentsandtra.inerby

treatment interact'ion were assessed stat'i st'i caì'ly' âs

descri bed bel ow.

A]]subjectswerepaìredbyschedu]ecompatib.ility

wi thj n treatment groups and recei ved al I trai nì ng i n these

dyads.Thiswasmeanttofaci]itateeffect.ivepract.ice.
Trainingwasdelivered.inonetwo-hoursessjonperweekfor

four|veeks,foratotalofeighthours'Thiswasregarded

as sufficient to 'induce identifiable in'itial Ievels of

sk.i]l,g.iventheintensityoftraìnìngentai]ed.Trainìng
was conducted i n e j ther of two prì vate traì n.i n9 roomS, the

onlyspecia.|equipmentbeìngavjdeoplaybackunitineach.
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In both treatments the followìng conditjons held: (a)

subjects evenìy djvided pract'i ce in assuming heìper and

heìpee roìes, and alternated each half hour; (b) over the

two hour sessions each subject practjced for 40 minutes, (c)

subjects were al I owed to use thei r own probl ems or

rol e-pl ay, (d ) sub jects rece'ived a brief wri tten exp'ì anat j on

of empathy, based on Martin (1983) and descrìptions of

paraphrase and ref I ect'ion sk i I I s, derived f rom Brammer

( 1973 ) . The wri tten materi al was meant to provì de an

advanced organ'i zer for subsequent feedback and a gui de to

j nÍ ti al respondì ng. The common el ements I 'i sted above were

pì anned to standardi ze aspects of treatments, a'l 'ì owì ng f or

compari sons of ef f ects due to the spec'i f i c strategy of

interest, and to m'i nim'ize random error.

I n the control treatment, the mode'l 'ing and correct j ve

f eedback were del 'ivered extra-process of subiect pract'i ce.

The trainer prov'i ded f ive minutes of corrective feedback to

subjects at the end of ?0 mjnutes of practjce. V'ideotaped

model i ng of empathi c communi cat'ion by the tra'iner was

del 'ivered f or f j ve m j nutes subsequent to the correcti ve

f eedback.

In the experimental treatment, the modeì ì ng and

correctj ve feedback were 'i n-process of subject practi ce. At

various times during practice when the subiect made

i nadequate responses, the trai ner i nterjected 'i n v'i vo

modeì ing of superior responses, using whìchever subject was
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acting as client at the tjme, and using the same probìem

context. Model ing was del ivered for a total of five mjnutes

durjng each 1/2 hour of practice. Sìmììarìy, at various

times when needed, the trainer jnterjected corrective

feedback for subjects, again in the total amount of five
mjnutes during each I/2 hour of practìce.

Measurement Procedure

Dependent variable measurement was by evaluation of

sub ject communi cated (expressed and rece'ived ) empathy durì ng

v'ideotaped half hour intervjews vrjth coached clients.
Measurement was conducted by both i ndependent judges and the

coached cl ients themsel ves. There were three measurement

occasìons scheduled: the weekend irnmediateìy before train'i ng

began, the weel<end'immediate'ly after training was completed,

and the weekend one month (four weeks ) after the

post-train'ing assessment weekend. Because of scheduìing

confl i cts, some subjects were tested up to three days after
the specified weekends.

Coached Cl ients

Three professjonaììy trained actors were used to

portray defi ned cl i ent characters. A major reason for the

use of actors was the ethjcal concern ra'i sed by the use of

actual cl ìents w'i th personaì probl ems, given the I im'i ted

training and non-professional subjects. A real istic cl ient

character was made avaìlable by actors which illustrated a

prob'l em consjstent with gay peer counseling function. The
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real i sm of cl i ent characters was attested to by e'i ght iudges

who v i ewed the characters 'i nteract'i ng wi th counsel ors. The

judges were f ouri nstructors and f our graduate students 'in

the Universìty of Manitoba's cl'i nical psychology program.

They responded to the statement: "Thj s enactment represents

a real istic cl ient portrayaì. " a'l ong a scale of strongly

djsagree, disagree, somewhat disagree, somewhat agree,

agree, and strongly agree. All judges rated all actors as

portraying a realistjc character at least somewhat.

Concernjng two of the actors, seven iudges (%87.5) agreed or

strongly agreed w'i th the statement about reaì ì sm, whereas

concern'i ng the third actor, all judges agreed or strongly

agreed that a realistic portrayal was gìven.

tJhìteìy and Jakubowskj (1969) offer gujdelines for the

use of coached cl ients wh j ch prov'i de f or enhanced

cons i stency of character presentat'i on across measurement

occas'ions and subjects. Fifteen spec'ific cl ient statements

were gìven the actors which they inserted over the 30 minute

interv'iew. The uSe of professionalìy trajned actors and the

freedom of response beyond the 15 pre-Set Statements was to

enable cl'ient real jsm and responsiveneSs. The actors were

trai ned through practi ce w'i th various vol unteer hel pers, j n

order to gi ve them experi ence 'i n mai ntai ni ng the'i r character

across djfferent situations. This procedure was described

by Kel z ( i966 ) and recommended by hlhi teìy and Jakubowskj

(1969). A further procedure was the videotaping of each
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actor's end-of-tra'ining characterizat'ion and its subsequent

reguìar vÍewing, to f ac'i I itate performance consistency.

Videotaping allowed the assessment of consistency of

cl ient rol e presentatjon by the actors. A random sampl e of

ten taped ìnterviews were rev'iewed for each actor. Actor 1

used al I f if teen scrì pted statements 'i n %90 of the sampì e,

fourteen 'i n %I0. Actor 2 used all fjfteen scripted

statements in i¿80 of the samp'l e, fourteen jn 7"I0 and twelve

in %I0. Actor 3 dropped one of the scrìpted statements

compìetely, and of the rema'i ning f ourteen used al I in %I0 of

the samp'l e, thirteen in %40, twelve 'i n %30 and eleven in

%20. As can be seen, two of the actors were very cons'i stent
'in presenting the scripted portions of the'ir characters,

while one was somewhat less so. The random assignment of

subjects to actors and the counterbalancìng of actor to

subject assignment across testìng occasions is expected to

have di spersed any effects of vari abl e consì stency evenly

over treatment and trainer groups.

Characters portrayed were those of young men wanti ng to

"come out" (i.e. acknowì edge and/or affi rm thei r

homosexuality to themselves or others), sìnce this is one of

the most frequent probl ems presented to peer counsel ors at

Gays for Equa'l 'i ty (Wìnn'i peg) and the Gay Alliance Toward

Equaìity (Edmonton). To provide for an addit'ional degree of

standardjzation onìy male actors and characters were used.

An addi tional advantage to thi s i s that a more typ'i caì gay
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malepeer counsel i ng experi ence was offered to subjects, as

clients predominate in the agencies noted above.

The fifteen scripted statements used by actors were

grouped into fjve for each of three foc'i : parents, peers,

sel f-concept/esteem. Each statement contaj ned a new but

related element such that all levels of empathic responding

coul d be uti I'ized. The actors were f ree, wi th'i n the

character, to make comments beyond these statements i n

response to subject i nterventi ons. Actors assumed

responsibììity for focus change.

Ihe coached clients were trai ned to provi de

conf i rmat'ion/di sconf i rmat'ion and exp'l orati o n/nonexpl orati on

responses approprì ateìy to sub ject attempts at empath'i c

communicat'ion. This was held to provide a more adequate

simul ation of an interv'iew wì th a cooperative cl ient.

Subjects were randomìy assìgned to clients, with the

counterbal anci ng of the three cl i ent characters over the

three testì ngs. Th'i s woul d d'i sperse any cl i ent ef f ect

across testing occasions, subjects and treatments,

rel egati ng i t to overal I error. Actors were bl i nd to

sub ject group membershi p and na'i ve as to goaì s and structure

of the study, beyond the fact of the three testi ng

occasions.

Interviews

Preparatory to

for both treatment

the i nterv i ew on al I occas i ons, subjects

condi t'ions were gi ven the same wri tten
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'i nstructions for the interview, descrr'ption of empathy and

descri ptì on wj th two exampì es of paraphrase and refl ecti on

sk i I I s. Thi s ensured that subjects of both treatment

condjtions were equivaìentìy cued as to desirable test

behavìour, and that subjects were so cued on all of pF€-,

post- and foììow-up testìng occasions. (See Appendices A, B.)

The interview was a half hour from the end of test

instructions. This duration was held to allow suff icient

data for rati ng purposes, representi ng subject capac'i ty i n

susta'ined 'interaction, and enab'lìng judges to follow the

developìng meaning of communicatìon over t'ime. Videotape

pl ayback for judges al I owed for assessment of non-verbal

elements of client communication. Thus, more data were

available to judges w'i th which to make their evaluations.

The lack of adequate access by judges to the meaning context

of cl jent cornmuni cation, characteri sti c of many stud'ies, has

been strongly critjcized by Jacobs and tr^Jill iams (1983).

In order to reduce subiect anxiety, (a) tap'i ng

equìpment was kept unobtrusive by pl acing ìt behjnd a

one-way mirror; (b) instructions were given to subjects in

the intervjew room, and in a rel axed, encouragìng manner;

( c ) the coached cl i ents were i ntroduced as someone

role-pì aying a cl ient, and remained in the room during the

instructions; (d) the cl'ient initiated discussion of h'is

problem, rvjthout requiring subiect prompting. These

procedures were 'i ntended to al I ow for a degree of



habituation to the testìng

woul d not unduìy i nterfere

procedures lvere the same for

differential effects of their

Rat'i ng Procedures

i13

sjtuatìon, such that anxìety

wi th performance. Sj nce

subjects of both condìtìons, no

unease woujd be expected.

Interviews were coded for source and randomìy assìgned

to judges who were blind to subject group membershìp

(trainer or treatment) and occasÍon of testing (pre-, post-

or fol I ow-up ) . Judges rated subject expressed empathy ( EU

scale) during the 15 m'i nute period of interaction beginnìng

after the i n'i t'i al 10 mi nutes of the i ntervi ew had e1 apsed.

Th'i s al I owed f or greater sub ject habì tuati on to the testi ng

s'i tuat'ion and accomodated any vari ation wh'i ch occurred in

interview lenghths (25 to 30 minute range). Judges rated

each subject response, from wh'i ch rated responses a mean

score for each ìnterv'iew was calculated. To f acil ìtate

thei r work, the segment to be rated f rom each j nterv'iew was

partialìy transcribed. Judges rece'i ved transcriptions of

the beginnÍng four to ten words of "hei per" and "cl ient"

statements, sufficient to'identify the statement cìearìy.

An overìapping alternating procedure for rating each

taped interview was used (l^lestwood, I972), such that two of

three raters independentìy assìgned scores. These were then

aVeraged, al ì owi ng for greater accuracy in estimatì ng

subject expressed empathy. Thi s procedure of scorì ng

allowed also the calculation of inter-judge reliabììity on
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the actual data, as urged by Tapìin and Reid (1973). Based

on 20 randomly selected pairs of ratings for Raters 1 and 2,

1 and 3, and on the 19 pairs of rat'ings shared by Raters 2

and 3, the inter-rater reliabì'lity coefficients (Ebel,1951)

were: .86, .9?, .90 respectively. Judges re-rated randomìy

selected interviews (10 for raters 1 and ?;9 for rater 3)

after ali first ratings had been completed. Intra-rater

reliability coeff icients (Ebel, 195i) were: .79 (rater 1);

.96 (rater ?); .94 (rater 3). These ratings are within the

range typical for empathy training stud'ies empìoy'ing the

Carkhuff EU scale with independent judges.

To tabul ate the frequency of paraphrase and refl ectj on

responses, the Carkhuff EU ratings were further util ized. A

paraphrase was counted for every EU level 3 response

identified, and a reflectjon for every EU level 4 or 5

response. These ratings are cons'i stent with the definit'ions

of paraphrase and ref I ect'ion as g jven above and to the

subjects. Thj s al I owed a djmensi on of expressed empathy, ì n

addi tjon to overal I empathy ì eveì , to be assessed: the

f requency of i nterchangabl e and add'i t j ve empath'i c responses

by subjects. Based on the pairs of rat'ings noted just

above, inter-rater rel iabiì ity coeffjcients were: .88

(raters 1 and 2); .88 (raters 1 and 3); .86 (raters 2 and

3). Intra-rater coefficients were: .81 (rater 1); .87

(rater 2); .84 (rater 3).

Coached cl j ents compl eted the relat'ionship'inventory
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subscale immed'i ate'ly after each subject left the interview

room, consi stent wi th normal use of the Barrett-Lennard

i nstrument. Coached cl i ents vrere bl i nd to tra'i ner or

treatment group membership. Al though cl ients were aware of

the order of intervìews, they were naive as to study goaì s.

Statistìcal Analysis

To assess treatment effects, anaìyses of covarj ance

wì th one covari ate and two factors u/ere empì oyed for al I

measures. The covari ate was the pretest score, the two

f actors were Treatment and Tra't'ner, wi th two I evel s of each.

To assess mai ntenance of treatment effects, repeated

measures anaìyses of variance were used, the repeated

measures bejng post-training scores and fo'l ìow-up scores on

all three measures.

As Cook and Campbel'l (1979) suggest, the covarjate

adjustment serves to increase precisjon in estjmatìng

treatment effects by remov'i ng from post-trai nì ng vari ance

that portion predi ctabl e from pre-trai nì ng scores. The

error term i s thereby reduced. K'i rk ( 1968 ) outi i nes the

assumptions necessary for the use of anaìysis of covariance

as (a) independence of errors, satisfied if subject

assignment and variables assoc'i ated wjth the experiment's

procedures are randomi zed; ( b ) normaì i ty of error

distribution, (c) homogeneity of varìance, (d) homogeneity

of popul at'ion within-group regression coef f icients, (e)

normal distributjon of deviations from regression, with
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nì€âD=0 and vari a0ce=q2. S'ignjf icance tests in ANC0VA are

held to be robust wnere normaìity and residual variance

homogeneìty assumptions are violated (Kirk, p.a69).

Assumptìons of homogeneìty of vari ance and wjthin-group

regress'ion coeff icients were tested and found to be

warranted. Therefore, use of ana'lyses of covariance jn this

study js just'i fìed.

Kirk (1968) regards covari ance adjustment as

approprì ate when these condj tions are met: (a) there are

hel d to be one or more sources of vari at'ion extraneous and

irrelevant to experimental objectives, (b) the control of

these sources experìmentally is not possible or feasible,
(c) a measure of this may be obtained which does not include

effects attri butabl e to treatment. The I atter i s satì sfi ed

i f the covari ate 'i s measured before treatment presentati on

(pp. 457-458). Because this study met these condjtions, the

use of anaìyses of covarj ance i n thi s study was further seen

to be appropri ate.

As suggested by Cook and Campbeì ì ( i 979 ) , F test power

was calculated. The procedure deveìoped by Tang (1938) and

described by Kirk (1968) was used.
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In the results section below w'i ll be found first the

testìng of assumptions for anaìysis of covariance, the major

statjstical anaìysis app'l ied. Foììowing this, each

hypothes'i s is restated with results of statjstical analyses

relevant to each. A summary conclus'ion as to the f ind'i ngs

ends this section. Statistjcal anaìyses were conducted

using SPSSX programs of multivariate anaìysis of variance

and covarjance (SPSS Inc., 1986). An aìpha level of .05 is

appì ìed throughout.

Test'i ng of Assumpt'ions

According to Kirk (1968) significance tests in ana'lyses

of covari ance are robust as concerns assumptions that the

distrjbutions of error and deviations from regress'ion are

normal. Therefore, these were not tested. The assumption

of independence of errors is satjsfied gìven the random

assignment of subjects to treatment and trainer groups, and

to coached cl ients and i ndependent judges. There remai n two

assumptions, those of homogene'i ty of varÍance and of

w'i thin-group regression coeff icients. l,Jildt and Ahtola

(1978) state that most researchers regard the anaìysìs of

covariance model as robust to vjolations of the homogene'ity

of vari ance assumptì on. Si nce i t i s easi'ly obtai nabl e

through SPSSX it is reported be'l ow, as are the results of

testìng for the homogeneity of with'i n-group regression

coefficients.
tt7
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Homogeneity of varjance was tested using both the

Bartlett-Box F and Cochran's C tests. Thjs assumptìon was

not rejected at any of pre-, post- or foì ì ow-up I evel s for
scores on all measures. Concernìng the Barrett-Lennard RI,

for pre-, post-, foì ì ow-up scores, the Bartl ett-Box F val ue

had probabil it'ies of .893, .811 and .799 respectiveìy, while

the Cocharan C had probabilities of 1.000 for all.
Simi I ar'ly, wi th respect to the Carkhuf f EU scores the

Bartlett-Box F values had probabilities of .531, .813, .550,

wh'i le the Cochran C probabjlítjes were .719, .563, .356. 0n

frequency of paraphrase and refl ecti on use, the

probab'i I i ti es of the Bartl ett-Box F val ues were .9I7 , .?26,

.125, while Cochran C value probabilities were 1.000 for all
occasions.

The homogeneÌty of within-group regression coeffìc'ients

assumption was examined by testing the factor by covariate

interactjon term at post-train'ing for the three sets of

scores. l^lith the Barrett-Lennard scores this assumption was

not rejected, the treatment by covarjate jnteract'ion hav'i ng

a probability of .591 and the trainer by covari ate

interaction having a probabììity of .?70. S'im'i lar'ly, wìth

the Carkhuff EU scores the assumption was not rejected,

given a treatment by covariate interaction probabiì ity of

.739 and a tra jner by covariate interaction probabi'l ìty of

.686. Lìkewise, the assumptìon of homogene'i ty of

w j thi n-group regress'ion coef f j ci ents was not re jected where
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frequency of paraphrase and reflect'ion was consìdered, gìven

that the treatment by covarj ate i nteracti on had a

probabìììty of .485 and the trainer by covariate interactjon

a probability of .464.

As recommended by l.Jj I dt and Ahtol a ( 1978), scattergrams

were prepared for each group, to assess I j nearì ty between

the covariate and the dependent variable. Visual Ínspection

of these revealed no obvious departures from l'i nearity. In

sum, the assumptìons necessary for anaìyses of covarjance

are satìsfied.
Ana ìyses of vari

scores, to ascertain i

treatment and trainer
being s'imilar on the

dìsp'l ayed 'in Tables 1

ance were conducted on pre-traìning

f random assignment of subjects to

groups had resulted in these groups

three empathy measures. Resul ts are

, 2 and 3 for each empathy measure.

means andSee Appendjx H, Table ZZ for pretraining
standard deviations for al I measures.
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TABLE i

Results of Anaìysis of Varjance: Pre-trainÍng Carkhuff EU

Scores

Source DF Mean Square F Sìgnìfjcance of F

Treatment

Trainer

Treatment X Trai ner
Interaction

Error

.089

.001

28 .I2B

.3s2 2.594

i

1

.693

.0r2

.7 06

.4r2

.118

TABLE 2

Results of Anaìysìs of Vari ance: Pre-traìning Paraphrase,

Refl ectj on Frequency

Source DF Mean Square F Sìgn'ificance of F

Treatment

Tra'iner

Treatment X Trainer
Interaction

Error

i 1.125

1 .78i

I 9.031

?8 9.6?7

.938 .341

.rt7

.081

.735

.778
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TABLE 3

Results of Ana'lysis of Varjance: Pre-traìning

Barrett-Lennard RI Scores

Source DF Mean Square Signjficance of F

Treatment

Tra'i ner

1

1

63.281

5.28i

16.531

290.558

.2r8

.018

.057

.644

.894

.813
Treatment X Trai ner

Interaction 1

Error 28

The anaìyses of variance

nei ther trai ni ng nor treatment

on empathy measures prior

treatments.

at pre-tra'ining confirm that

groups djffered signjficantly
to the commencement of the

Hypothesis I

It was hypothesized that the experjmental group,

traÍ ned by model ì ng and correct'ive f eedback i n-process of

dyad'i c practi ce, wouì d demonstrate greater expressed empathy

by scoring hìgher on the Carkhuff EU scale, than would the

contrast control group trai ned by model i ng and correctj ve

feedback extra-process of dyadìc pract'ice. Means and

standard devjations of post-training scores are shown in
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Table 4, wjth the results of an analysìs of covariance on

these scores shown i n Tabl e 5. The observed means 'in Tabl e

4 are also shown as adjusted for the concomitant variab'l e,

the pretest scores, the regressjon coefficient value beìng

.4904. As concerns treatment effects the power of the F

test in this anaìysis was between .98 and .99 (phi = 3.035).

TABLE 4

Means and Standard Deviatjons of Post-trajning Carkhuff EU

Scores

Group 0bserved Mean Adjusted Mean S.D.

Experjmental

Tra'i ner 1

Trainer 2

Control

Trainer 1

Trainer 2

? .639

2.776

2.310

2 .255

2 .612

2.855

2.331

2.r82

.3 47

.29 4

.267

.444
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TABLE 5

Covarjance: Post-tra'i ning Carkhuff tU

Scores

Source DF Mean Square Signifjcance of F

Treatment

Trainer

Treatment X Trai ner
Interaction

Regression

Error

1

1

I.774

. 018

.282

.861

.091

19.431

. 198

3.091

9.435

.000

.660

.090

.005

i
1

27

These resul ts show a greater post-trai ni ng mean for the

experjmental treatment group, regardless of which trainer
was i nvol ved, than for the contrast control group. From the

ana'lys'i s of covariance results, it can be seen that the

contribution of pre-test performance to post-tra'i ning scores

was signìficant, supporting the approprjateness of this type

of anaìysis. Also shown is that the onìy other significant

effect i s that of treatment. Therefore, hypothesi s f i s

supported.

Hypothesjs II

This hypothesjs predícted that the group rece'iving the
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experimental treatment woul d demonstrate greater expressed

empath-v i n terms of f requency of paraphrase and ref I ecti on

use, than would the group receiving the contrast control

treatment. Means and standard dev'i atjons of post-tra'i ning

frequencjes are shown belovr in Table 6, wh'i le Table 7

provides the anaìysis of covariance results. Means adjusted

f or the concom j tant var j abl e (pretest scores ) shown 'i n Tabl e

6, were derived given a regression coefficient val ue of

.9056. The power of the F test ìn this anaìysis, as

concerns treatment effects, was approximateìy .99 (phi =

3.160).

TABLE

Means and Standard Deviations of Post-training Paraphrase,

Reflection Frequency

Group 0bserved Mean Adjusted Mean S.D.

Experimental

Trainer 1

Trainer 2

Control

Trainer 1

Trainer ?

16 . 813

19.938

i0.000

8.375

16.360

20 .7 30

10.170

7.866

7.955

7.836

3.991

4.897
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TABLI

of Covari ance: Post-traini

Reflection Frequency

I25

ng Paraphrase,

Source DF Mean Square Signif icance of

Treatment

Trainer

Treatment X Trainer
Interactìon

Regress'ion

Error

i
1

1

1

27

7?3.t09

8.5i2

86.209

22I .088

34.48i

20 .97 2

.?47

2.500

6 .412

.000

.623

. r25

.017

As Tabl e 6 shows, experimental subjects as a group used

more paraphrase and refl ection after thei r traì nì ng than the

group of contrast control s after thei rs, regardl ess of

tra'iner. Considering Table 7, the use of an anaìysis of

covariance is shown agaìn to be justified by the sign'i ficant

contribution to variance at post-training. 0f the main or

interact'ion effects, on'ly that of treatment is sìgn'i fìcant,

supporting hypothesis 2.

Hypothes'i s III

The third hypothesis of this study was

cl j ents woul d judge rece j ved empathy to be

that coached

greater from
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subjects traj ned by the experimental treatment than from

sub jects tra'i ned by the contrast control treatment. At

post-trainìng, group scores on the Barrett-Lennard RI were

as di sp'l ayed 'i n Tabl e B. The adjusted means refl ect

adjustment for the concomi tant vari abl e. The val ue of the

regressjon coefficient was .2633. An anaìysis of covariance

perf ormed on post-tra'i n'i ng scores produced the resul ts

summari zed i n Tabl e 9. The F test was wi thout power gi ven

that the error mean square was ìarger than the mean square

for treatments.

TABLE

Means of Post-traìnìng

Scores

and Standard Deviations

Barrett-Lennard RI

Group 0bserved Mean Adjusted Mean S.D

Experimental

Trainer i
Trainer 2

Control

Trainer 1

Trainer ?

27 .37 5

29.500

25.750

23.000

26 .993

?9.21?

?6 .4r6

23 .07 4

11.

9.

8.

1i.

388

681

276

662
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ÏAB LT 9

Results of Anaìysis of Covariance: Post-traìning
Barrett-Lennard RI Scores

Source DF Mean Square F Significance of F

Treatment

Tra'i ner

Treatment X Trai ner
Interaction

Regression

Error

1

i

1

1

27

87 .607

2.2r5

63.308

563.894

90.055

.97 3

.025

.7 03

.262

.333

.87 7

.409

.0196

Tabl e I i ndi cates that experimental groups were rated

hi gher than control groups by the coached cì i ents, therefore

in the direction of the hypothesis. However, the anaìysìs

of covari ance resul ts from Tabl e 9 show that treatment

effect was not sign'ificant, as in fact no ma'in or

interact'ion effect was. The contribution of the pre-test

scores to post-training score variance was the onìy

significant one. The third hypothes'i s, therefore, is not

supported.
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Effects Maintenance

Carkhuff EU measures.

A comparì son of post-trai n'i ng and f o'l ì ow-up EU scores

'is prov'ided in Table 10, and the results of a repeated

measures anaìysis of variance are reported in Table 11.

TABLE 1 O

Compari son of Post-trai ni ng and Fo'l 'l ow-up Means: Carkhuf f EU

Scores

Group Post-traÍnìng (S.D) Fol'l ow-up (S.D.)
Mean Mean

txperjmental

Trainer i
Trainer 2

?.63e ( .347 )

2.77 6 (.2s4)

Groups together ?.708 (.318)

Control

2.440 (.34e)

2.703 (.258)

?.572 (.s26)

Trainer 1 2.3i0 (.267) 2.257 (.477)

Tra'i ner 2 2.?55 (.444) 2.046 (.276)

Groups together 2.283 ( .355 ) 2.152 (.39?)
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Results of Repeated

Post-trajning and

TABLE 1 1

Measures AnalysÍs of Variance:

Foì ì ow-up Carkhuff tU Scores

Source DF Mean Square F Significance of F

Testì ng

Treatment

Trainer X

Treatment
X Testi

Error

X Testing

Test'i ng

X Trainer
ng

i

1

1

1

28

. ?86

.0001

.001

.07 9

.083

3.431

.001

.011

.945

.07 5

.97 ?

.918

.339

As can be seen, scores decl i ned for al I treatment and

trai ner groups. The repeated measures ana'lysi s of vari ance

revealed a non-significant testing effect, indicatjng the

maintenance of effects 'in general. The I ack of

signifjcant treatment by

furthermore that nei

testing interaction effect suggests

ther training group decl'i ned

ess than the other.

paraphrase and

and foì ì ow- up

significantly more nor

Paraphrase and reflection frequency.

Tabl e 12 shows the group means of

reflection frequency at post-traìning

occasions To exami ne posttest to foì ì ow-up change
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repeated measures analysì s of vari ance was conducted, the

resul ts of whi ch are shown i n Tabl e 13.

TABLE 12

Comparjson of Post-training and Fo'lìow-up Means: Paraphrase,

Reflectjon Frequency

Group Post-trai nì ng ( S.D. ) Foì I ow-up ( S.D. )
Mean Mean

Experimental

Trainer 1 16.813 (7.955) 11.813 (4.i6s)

Trai ner 2 1e.e38 (7.835) 1s.000 (5.036)

Groups together 18.376 (7.796) 13.407 (5.014)

Control

Trainer 1

Trainer 2

Groups together 9.188 (4.396)

10.000 (3.991) 10.688 (8.713)

8.37s (4.8e7) 6.000 (3.6s5)

8.344 (6.894 )
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TABLI 13

Results of Repeated Measures Anaìysis of Variance:

Post-trai ni ng and Fol I ow-up Paraphrase, Refl ecti on Frequency

So u rce DF Mean Square F Signjficance of F

Testing

Treatment

Tra'iner X

Treatment
X ïesti

Lrror

X Testi ng

Testing

X Tra'i ner
ng

i
i
1

1

?B

135.14i

68.063

9.000

9 .7 66

28.599

.7 25

.380

.315

.341

.038

. i34

.57 9

.564

4

2

As i ndi cated i n Tabl e 12, both experimental group means

and one control group mean decl i ned post-trai ni ng to

f oì ì ow-up. The remai ni ng contro'l group mean (Tra'i ner 1)

'i ncreased f ractional ìy. The repeated measures ana'lysìs of

vari ance resul ts i ndi cate the decl'i ne overal I f rom

post-train'i ng to foììow-up to be sìgn'ifìcant. The absence

of a si gni fi cant treatment by testi ng i nteracti on effect

suggests no sì gni fi cant di fferences i n degree of decl i ne

between the treatment groups across testì ng occasions. In

sum, treatment ga'ins 'i n f requency of paraphrase and

ref I ecti on use were not ma'i ntai ned one month af ter
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training's end, for either tra'i ning group.

Barrett-Lennard RI measures.

R.I. scores at post-training and follow-up are compared

jn Table 14, with results of the repeated measures ana'lysìs

of vari ance sumrnari zed i n Tabl e 15.

TABLE 14

Comparison of Post-training and Folìow-up lileans:

Barrett-Lennard R.I.

Group Post-training (S.D.) Foì'l ow-up (S.D.)
Mean Mean

txperimental

Tra'i ner 1

Trai ner 2

Tra'i ner 1

Tra'i ner ?

Groups together 28.438 (i0.269) 32.063 (15.503)

Control

27.375 (11.388) 30.750 (15.031)

29.500 ( e.681 ) 33.375 ( 16.886 )

25.750 (8.?76) 17.875 (2r.047)

23.ooo (1i.662) 20.000 (20.61e)

Groups together 24.375 (9.872) 18.938 (20.158)



133

TABLT 15

Resul ts of Repeated Measures Analysì s of Variance:

Post-tra'i ning and Folìow-up Barrett-Lennard R.I.

Source DF Mean Square F Signjficance of

Testìng

Treatment X Test'i ng

Trainer X Testing

Treatment X Trainer
X Testing

Error

1

1

1

i
28

i3.141

328.516

28 .89r

19.14i

154.350

.085

2.I28

. r87

.124

.773

.156

.669

.7 27

In comparing post-traìn'ing with fol low-up RI means, as

Tabl e 14 shows, both control groups decl i ned whi I e both

experimental groups increaSed over time. The repeated

measures ana'lysìs of variance results do not, however, show

th'i s treatment by testing interact'ion to be signjficant.

The ìarge standard dev'i ations withjn treatment groups'

especi aì ly at f o'l ì ow-up, are ìmpì 'i cated by thei r ef f ect of

creating a large (with'i n-group) error term. The lack of

signjfjcance of testing effects jndicates that overall the

I evel s of performance on R. I . found at post-trai ni ng were

consistent with scores one month later. Th'i s cannot be
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considered a comment on treatment effects maintenance since

there were no signjficant treatment effects found at

pos t- tra ì n ì ng, howeve r.

Summary

The resul ts dì spl ayed and descri bed above support the

hypotheses that txpressed empathy, as measured on the

Carkhuff tU scale and as ind'i cated by frequency of

paraphrase and reflection use, is sìgnificant'ly greater for

those who recei ved the experimental traì ni ng than for those

who received the contrast control traìning. Rece i ved

empathy was not found to be greater for subjects receì vi ng

experimental traìnìng over those receivìng the control

traì nì ng. l,Ji th respect to the ma'i ntenance of trat'ni ng

effects, at one month the Carkhuff EU levels were seen to

have been majntained, but not the frequency of paraphrase

and reflection use.



Discuss'ion

Discussion of Results of Hypothesis Testjng

The f j rst two hypotheses of thi s study were uphe'l d by

i ts resul ts. tnJhere txpressed empathy was concerned,

mode'l 'i ng and correctjve feedback in-process of dyadìc

practr'ce was in fact a superìor training method to that jn

whi ch model 'i ng and correct'i ve feedback were del i vered

extra-process of dyadìc practice. However, where Rece'i ved

empathy was concerned, whi I e both groups increased from

before to after trainìng, neither was

signìficantìy superjor to the other.

found to be

Stability of

performance level from post-train'i ng to foì1ow-up was sholvn

on the Recei ved empathy measure and the Carkhuff EU measure

of Expressed empathy. in the former case stabi I i ty cannot

be considered effects ma'intenance since no treatment effects

were shown i n contrasti ng the experjmental and contrast

control treatments, and the study dj d not have

no-treatment control condr'ti on avai I abl e for further

compar j sons.

A di fference i n empathy effects between those of the

Expressed and the Receìved phases was unexpected. 0ne line

of expì anat'ion '¡¡oul d be to contrast techn j cal competence

wjth a competence integrated ìnto the communication and

interactionaì styìe of the heìper. Certainly, the evidence

supports the i dea that as judged by raters tra'i ned to

identify and quantify empathic responses, the experjmental

135
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subjects were more techn'i caììy competent than were the

contrast control subjects. However, l'n the context of an

ongoì ng, 'i nteracti ve i nterpersonal exchange l't 1S

conceivable that this technical competence was not as

ìmpactful. It may have had the qualìty of stjltedness which

comes from not having integrated a new skill into one's

personaì styìe of commun'i cating and interactìng. Empathic

responses may have been awklvardìy or sel f-consciously

delivered. In any case, the coached client may have not

experi enced the empathy to the degree i t was fel t or

expressed by the hel per. hlhi I e subjects from both groups

woul d certaì nly have been expected to be equaì ìy sti ì ted,

self-conscious or awkward jn the'i r performance, 'i t is

possible that the superior techn'i cal competence of the

experimental group s'imply coul d not be discriminated above

thi s common denomi nator by the coached cl i ents. If th'i s

were the case, i t mi ght be expected that wi th time and

intervening sk'i ll integratìon the empathy of the group with

superi or techn i cal competence woul d become m0re noti ceabl e

to the coached cl'i ents as be'i ng greater than that of the

control subjects. In fact, over the successive testìng

occas'ions the correlations between the Barrett-Lennard

Recej ved empathy scores and the Expressed empathy scores

increased, as shown below in Tables 16 - 18, pp. 153,154. This

jndjcates a growìng sim'i lari

independent judges and of

between the experj ence ofty

the actor/clients, from thejr
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Furthermore,

the foì'low-up Barrett-Lennard RI scores showed an jncrease

'i n Received empathy over that at post-tra'injng for the

experjmental group alone, whjle the control group score had

decl i ned. Interestì ngly, at foì ì ow-up the between-groups

treatment effect had a significance Ievel of.066.

This raises the consideration that the methods as

ìmpl emented ought to have 'i ncl uded greater tra'i ni ng or

practice time, better enab'l ing integrated skjllfulness and

thereby perhaps mjn'imiz'i ng the effect of awkwardness or

self-consc'iousness of deìivery on the coached cl'ients'

experjence of subject empathy. 0f course the possìbì1ìty

al so exi sts that i t i s not the amount of trai n'i ng but the

Ín-process delivery of modeìing and corrective feedback

itself whìch is simply not a powerfuì enough or appropriate

method to i ncrease empathi c communi cati on as rece'i ved by

cl ients. S'imil ar'ly, it 'i s poss'ible that the experimental

treatment was j nadequately impì emented. However, gi ven the

other study resu'l ts, these would again suggest,

probl ematì ca1ìy, some 'i nterveni ng f actor w'i th di f f erenti al

effects such that a method whi ch does i ncrease txpressed

empathy would not have a similar effect on Rece'ived empathy.

Also ìmpììcated'in the disparate findings might be

differences jn the veridica'l ity of raters. A prob'l em for

some studjes using judgments along the Carkhuff EU scale has

been that considerat'ion of subject characterjstjcs other
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than the'i r communj cated empathi c understandj ng have entered

ì nto judges' cri teri a. In thi s study tra'i n'i ng of judges and

the ììmìting of extraneous data about subiect behaviour

(judges coul d not see subject smì I i ng or head-noddi ng, for

examp'l e) is bel jeved to have enhanced the veridìcaì ìty of

raters. However, though the coached cl jents were instructed

to consider only what they experienced as communjcatjon of

empathi c understandi ng, accompanyi ng subject characteri sti cs

coul d not be kept from thej r attenti on. Thus, they woul d

have seen smiìing, head-nodding, facial expressions and the

I'i ke, and were more ì ì keìy theref ore to have i ncl uded these

extraneous factors in givìng their iudgements. In essence,

the coached cl'ients had a much more compl ete experience of

sub jects as peopì e. In th'i s study, where only commun'icated

empathi c understandi ng among the mi ri ad of persona'l and

interpersonal relating characteri st'i cs was the object, this

more complete experience of subjects was a l'iabi1ìty. The

lack of treatment effects in the Barrett-Lennard RI scores

in contrast to those of the Carkhuff EU and the skill

frequencjes may reflect that coached cl ients as raters were

I ess veri d'i cal than the 'i ndependent judges. The i ncrease i n

communi cated empathy may not have been wel I di scrìmi nated

agaìnst a background of personal characteristics not the

subject of this study and perhaps fairly stable over time.

t¡Ji th res pect to effects ma i ntenance, the onìy

unexpected resul t was the greater decl j ne 'i n f requency of
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Carkhuff tU scores,

the other Expressed empathy measure. A possible explanation

f or thi s i s that f requent respondi ng by those I earn'i ng

heìpìng skills is res'i sted because the behavjour js

'i nterpreted as " i nterrupt'i ng " and i s therefore seen as

sociaì1y ìnappropriate. [,lith an extended perìod (the month

between post-trai ni ng and fol I ow-up assessments ) duri ng

whi ch they were not encouraged to i nterject nor rei nforced

when they dr'd, they may have resumed some of thei r previous

reti cence to contravene soci al norms about i nterpersonal

conversation.

Iheoretical Impl'i cations of Results

To address how the findings of this study relate to the

theoretj cal pos i tj ons and pri nci pl es from whi ch i t has been

derived, the Carkhuff and Ivey model s as wel I as the

model i ng and feedback I i terature concerni ng empathy trai nì ng

are considered here.

Promi nent among strategì es studj ed have been the

systemati c trai ni ng programs I i ke those of Carkhuff and

Ivey, wj thi n whi ch modeì ì ng, feedback and practi ce f i gure as

key el ements. To Carkhuff, though type of trai nì ng as wel I

as trainer and trainee levels of facilitative functionìng

j nteracted to produce trai ni ng ef f ects, model'ing was

highlighted jn that the tra'i ner's level was "the sìngìe most

critjcal aspect of effective training" (Carkhuff, 1969a,

p.2a0). More specificaììy, Carkhuff concluded from his



experience vJith Systematjc train'i ng that:

In generaì, the results of all programs
summarized as f ol I ows: those tra'i nees whose
were functionìng (1 above minimally facì
levels (ìeveì 3) and (2) approxjmate'ly one I
more above the trainees demonstrated the most
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may be
trai ners
l'i tative
evel or
posìtive

changes (Carkhuff, 1969c, p. 155).

The resul ts of thi s study are consi stent wi th thi s

genera'l fìnding. in fact, both experimental and control

groups rece'i ved modeì i ng of empathy at an average I evel of

at least 3.0. Furthermore, th'i s level was in excess of one

above the subject pre-training levels (Tab1e 20, Appendix G:

experimental group mean, I.5I7; controì group mean, I.6?2) .

Both groups increased thejr mean EU 'l eveìs, to 2.708

(experìmentai) and 2.283 (controì), by post-training. As

the I iterature review above ind'icates, Carkhuff's

contentjons about the role of tra'i ner empathy level have not

received definjtive research support. However, subsequent

research on modelìng has at least confirmed that mode'l ing l's

a potent empathy traìning method, along wìth instructions,
feedback and practi ce. Thì s study has sought to eval uate

more specif ic features jn the del ivery of a combinat'ion of

these effective singìe methods. At least where Expressed

empathy is concerned model jng in comb'i nat'ion with correctjve

feedback j s shown to have superj or effect i f del i vered

i n-process of pract j ce, thereby aì'l or^ri ng greater immed'i acy

and target specìfìcity of tra'i n'i ng 'i nterventions.

Carkhuff and Banks (1970) provìde a conceptualizatjon
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of the underlying princìpìe of dyadic pract'ice with

correct'ive f eedback as " rol e-p'l ay'i ng i nvol vi ng success'ive

rejnforcement experiences 'i n communication, deveìoped jn

such a manner as to shape the most effective level of

empathy" (p. 413). C'l earìy, then, a training method

facjlitatìng thjs shapìng process should provìde greater

traìnìng effects. The delivery of modeling and corrective

f eedback i n-process of practi ce may be seen to maxim j ze th'i s

process of success'ive approximation toward greater empathy

I evel s 'i n that 'i t provi des greater immed'i acy of intervention

and allows the jntervention to be djrected very specifjca'l ìy

at current subject behaviour. It directs subject attention

to concrete and particular aspects of their responses jn

terms of adequacy or i nadequacy, i ndi cates to what extent

and in r¡rhat way(s) responses are so judged. Thìs orients

subjects more effecti ve'l y to the characteri st'i cs of thei r

behaviour and al lovrs tra'iners to provide jnstruct jons for

response improvement or model s of ìmproved respondi ng whi ch

more direct'ly and clearly address subject response

inadequacies.

Ivey's mjcrocounseling method depends heavily on

modeìing and correctìve feedback, these beÍng del'ivered

after brief periods of dyadìc practjce. This model differs

markedly from Carkhuff's in jts focus on sing'l e microsk'i ì1s,

wh'i ch Ivey (1977) suggested operatìonal'ize counselor

facil jtat'ive f unct'ioning. This study empìoyed microsk'i ll
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descri ptjons of paraphrase and reflection as operat'ional

def init'ions of empathy. Model ing and feedback were gÍven

rel at'ive to these, though not singìy and therefore not

strict'ly in the fashion of Ivey's training model . Ivey

(1971, p. 8) outl ìned "essentia'l propos'itions" underìyìng

M'i crocounsel i ng. These wi I I be d'i scussed separately wì th

reference to aspects of thj s study.

1. It is possl'ble by focusing on one skill at a tjme to

reduce counseljng complexity. llJhìle the study here reported

sheds no particular 'l ight on the correctness of this

contenti on, of the many skì I I s or several faci I j tati ve

condjt'ions of counseling, the study was careful to del jmit

the trai n'ing f ocus to empathy al one and 'i ts operati onal

definjtions of paraphrase and reflection. That the

otherwi se I argeìy untra'i ned sub jects i n both treatment

conditjons were more expressìveìy empathjc post-traìning may

in part be due to th'i s reduced complexìty feature.

2. 0pportun i tj es for sel f-observati on al I ow for

f eedback usef ul 'i n subsequent counse'l ì ng. As reported above

'i n the l'i terature review, study of thì s aspect of

M'icrocounsel ing (el aborated considerab'ly in Interpersonal

Process Recall: Kagan et â1., 1967), has not shown jt a

signjficant contributor to empathy trainÍng effectjveness

(Frankeì, 1971). The study under d'i scussion here did not

emp'loy this feature. However, in that corrective feedback

and modeì 'i ng del j vered í n-process of practi ce requj red much
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bri efer perì ods of recol I ectj on for subiects, i t may perhaps

recommend methods in whjch the behaviour addressed by the

tra j neli s f resheri n the mi nds of sub jects, as woul d be

expected through the self-observation feature of

Mi crocounseì ì ng.

3. Learning occurs through observation of video models.

0ne of the major features of the extra-process (control)

cond j ti on i n thi s study was the use of v'ideomode'l i ng. hJhi l e

the study does not permìt conclus'ions as to videomode'l ing

effect'i veness, nor for â specif ic contrast of vìdeo versus

i n-vi vo modeì'i ng ef f ects, expressed empathy i s shown to be

superìor when live modeìing in-process of practjce and

combj ned wj th correct'i ve feedback al so del i vered i n-process,

are the training methods.

4. The method is not bound to theoretical or practical

interview frameworks. Thi s may suggest both a strength and

weakness of microskill traìn'i ng. The microskill method of

Ivey and as ìmpì emented i n thi s study are acknowl edged to

have fairly specjfic and I imjted effects whìch by themselves

do not include skill jntegratìon into an interview

f ramework. Competence 'i n counsel i ng or psychotherapy woul d

requi re f urther tra'i ni ng f or th'i s requi si te goal of sk j I I

ìntegration into coherent and purposive act'ivity. It 'i s at

th'i s i ntegrat'ive trai nì ng stage I¡rhere m'icroski I I trai nì ng

may no ì onger have a useful rol e.

5. Though practi ce i nterv i ews i nvol ve roì e-pl ay or
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Features of the

conduct of trai ni ng ì n th'i s study vrere i ntended to enhance

the sense of reaìity subjects experienced during practice

'i nteraction. The procedure 'i n this study was to 'i nv'i te

sub jects to use the'i r own or rol e-pl ayed personaì 'i ssues f or

practj ce purposes. It r¿vas our experìence that subjects more

often used thei r personal i ssues, thereby providi ng a real

(as opposed to simuì ated) cl'ient experience to those in

heì per rol es. lnlhen subjects el ected to rol e-pl ay they vrere

given roles w'i th which they could relate personally, and

were seen i ndeed to el aborate these rol es wì th personaì

materi al . 0nce agai n what was offered was a real i sti c i f

not real cl i ent experì ence. Subjects often verbal i zed the

view that using reaì jssues enabled them to stay focused and

access deeper levels of felt meaning as their helpers

'i ntervened. Many al so commented that the exchanges between

themsel ves and thej r practi ce partners were personaì ì y

ìmpactfuì, and that meanìngfuì friendsh'ips were deveìoped.

Thus there 'i s much anecdotal evidence that interaction

durjng practìce, even where cl'ients were role-played, !vas

experienced by subjects as real istic. It would be expected,

then, that th'i s real jstic practjce jnteract'ion would

i ncrease the I'i kl j hood that changes i n empathi c behavi our

would general jze to situations of actual counse'l ìng.

Ivey contended that maj ntenance of trai nì ng effects was

related to adequacy of injtial skill learn'i ng p'l us
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opportunities for subsequent pract'i ce. Sjmìiarìy, Carkhuff

(i969c) held that extensive practice enabled durabiììty of

competence over tjme. As discussed above, the Iimited

effects mai ntenance found j n thi s study I ends support to

thi s practi ce pri nci pl e. Practi ce duri ng traì ni ng was

ììmited, as were opportunities for jnformal practjce

subsequent to traìnìng, since subjects for the most part had

neither jobs nor volunteer posit'ions of r¡rhich empathìc

communication t^ras a signifjcant aspect.

Studies exami ni ng f eedback as an empathy enhanc'i ng

strategy have i ndi cated j t to i ncrease empathi c

communication in both counseling analogues and actual

counseling situations. Furthermore,'immediate evaluatjve

feedback has been shown superìor to de'l ayed (Reddy, 1969a).

Immed'i ate f eedback when combi ned wi th 'i nstruct'ions f or

response improvements was found to be more effecti ve than

pos i t'ive f eedback al one (Car1 son, I97 4) . From these stud'ies

a pri nci pl e concernì ng effecti ve feedback 'i s suggested: that

the qua'l ì t'ies of immedì acy and target specì f ici ty i n

traì nì ng i ntervent'i on i s 'important to effect'i veness i n

changing empath'i c behavjour. That the experimental approach

tested jn this study should be more effect'ive ìs consjstent

wjth this princìp'l e.

l'lode'l i ng has been more extens ì vel y exami ned f or i ts

empathy enhancing capacity, though evidence rerna'i ns onìy

suggestjve gìven study I jmitations. The theoret'i cal basjs
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by social learn'i ng

theorists, includ'i ng Bandura and Walters (1963) who

concluded that imjtation facil itates the acquisition of ne!'\t

behaviour. Furthermore, they observed that through

rol e-pl ay sub jects rece'i ve rei nf orcement i n the j r capaci t j es

both as models to one another, and as observers and

'imi tators. In the study at hand both tra'i ni ng groups

recej ved modeì ì ng of empathy responses, ffiodel s di spl ayi ng

empathy at an average I evel exceedi ng the 3.0 Carkhuff EU

mjnima'l ìy facilitative level. The experimental subjects

rece'ived modeì'i ng spec'i fjcaìly tjed to the communication of

the cl 'i ent at that parti cul ar time. Thus al so, the'i r

ìmìtation of adequate responses had the qualities of greater

temporal cont'iguity and content (mean'i ng) specific'i ty v¡ith

respect to the el iciting commun'i cation of the cl ient. This

may be seen as maxr'mìz'i ng both the information ga'i ned about

the effectj veness of thei r response and the rei nforcement

experi enced (bV i ndi cat j ons f rom cl i ent or tra'iner ) when a

response is of good qualìty. In turn, acqu'i sition of new

behaviour is facilitated, and perhaps facilitated more so

than when thi s imi tation i s of a more general modeì , one

tìed less close'ly in time and less specìficaì'ly in mean'ing

to client communications.

Both trai ni ng groups may be expected to have benefi ted

f rom the opportuni ty 'i n rol e-pl ay to have been rei nf orced

both as model s to one another and as observers and
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imjtators. Agaìn, a superìority may be suggested for the

experimental training in that rnodeìing and corrective

feedback delivered jn-process of practice allow for closer

imitation of modeled behav'iour and jn turn a better model by

subjects for one anothers' imitat'ion.

Practjcal Implicat'ions of Results

lllhi I e the Carkhuf f Systemati c and Ivey Mi crocounseì 'i ng

training programs have been supported by at least suggestive

evidence of effìcacy, the contribution of their components,

i ncl udì ng modeì 'i ng and feedback, has recei ved onìy I 'imj ted

research attention. 0ne value of thjs study has been to

furthelindicate the effjcacy of the particular components

modeì'ing and feedback as del'ivered in a specìfic format:

'i n-process of dyadìc practice.

lrJhere indiv'i dual methods of empathy trainìng are

concerned, 'indications ex'i st for the efficacy of mode'l ìng

alone (eg. Ronnestad, 1977), or in comb'i nat jons w'i th

positìve reinforcement (Mìììer, 1969), instructions

(Uhì emann. Lea and Stone, 7976 ) or instructjons and practice

(Dalton, Sundblad and Hylbert, 1973). Sl'milarìy, feedback,

especial'ly if immediate (Reddy, 1969a) and accompanìed by

instructions for response 'improvement (Carl son, L974) has

s hown empathy en hanc i ng effects Assessment of the

potentiaì 1y potent combinat'ion of model ing and correctìve

feedback (i.e. feedback plus instuctìons) has not been

reported jn the counselor training'l iterature Th'i s study
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has hel ped to i denti fy the rel at'i ve ef f i cacy of a parti cul ar

format'i n which thjs comb'i nation may be provided, that of

deìivery in-process of dyadic pract'i ce.

The on'ly experimental study empl oyi ng an 'i n-process

approach to traìn'ing de'l ivery of either modeling or feedback

was that of Carl son (I97 4) . In h'i s study, f eedback and

ìnstructjons were gr'ven duri ng actual counseling sessìons,

through a radjo rece'i ver. The study reported here emp'l oyed

traìning with the trajner present, interventjons in-process

of practice, and including jn-process mode'l ing as an aspect

of the experimental condi t'ion. Thi s may be a more lvorkabl e

i n-process traì ni ng approach gì ven that i t does not entai I

the compl icat'ion of electronìc devices and allows for

peri ods of model i ng by the traí ner to be i nterspersed over

the session. The reduction in intrusìon, experienced by the

cl i ent at I east, may recommend the use of a rad'io

transmi tter however.

Though in-process de'l ìvery of mode'l ing and corrective

feedback appears effecti ve i n j ncreasi ng Expressed empathy,

a questjon remaj ns as to whether the benef i ts of the

approach are l'imited to neophyte heìpers- jn-trainìng, as the

subjects in this study were. As the literature revjew

showed, it is such peop'l e who predominate jn empathy

trainìng stud'ies genera'l ìy. The practìcal impì icatìon of

thjs js that traìnìng strategìes, to be max'imalìy effect'ive,

should 'l ike'ly be selected according to the tra'in'ing stage of
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the students. l^lhat works for whom, i n thi s respect, remaj ns

ì arge'ly unaddressed i n the research I i terature to date. It
seems possible that at the earliest stage of traìnìng where

gross observations and feedback stjll contain s'i gnificant

information for response improvement, extra-process summary

f eedback and modeì 'i ng may be ef f ecti ve. I ndeed some support

f or thi s comes f rom the f act that the control group i n th'i s

study did shor,r increased mean ernpathy on all measures from

pre- to post-traì nì ng. As students approximate more cì ose'ly

what are good quaììty responses, they would requìre that

f iner d'i stinctjons be made through training interventions.

At th'i s stage 'i n-process feedback and modef i ng woul d be

expected to be more effecti ve. Perhaps the superior

txpressed empathy of the experimental group i s expì ai ned by

thj s. Students advanced i n thej r trai ni ng may requi re yet

other training strategies in order to cont'inue improvìng

the j r perf ormance. Perhaps here js where ernphasis js

requ'i red on other f actors di scussed i n the I j terature:

persona'l bl ocks to empathy (eg. Hackney, 1978), durabi l'i ty

of empathy across client characteristics (eg. Alexik and

Carkhuff , 1967), subtle interactjona'l processes which'impact

upon empathy (eg. Burke and Tansey, i985). Traìn'i ng

strategìes recommended to address such issues, but largeìy

untested, have'i ncluded personaì therapy (eg. Blatt, 1963),

supervision (eg.Altucher, 1967), exposure to unfamiliar

characteristics of cl'ients and their lives (eg. Kurkiian and
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Banks, 1978). Thus, unìess subsequent research should show

otherwì se, the concl usions of the study here reported are

proper'ly seen as Iimited in applicabìlìty to begìnnìng level

he'l pers-'i n-traìn'i ng. Furthermore, this study does not speak

to the educational concern w'i th integrating indjvjdual

counsel i ng skj I I s and competenc'i es j nto effect'i ve counsel 'i ng

practi ce.

Fìna'l ìy, a pract'ical consjderation relevant here js

that in-process modeììng and corrective feedback is more

demand'i ng of trajners than js extra-process deììvery of the

same strategìes. Trainers intervening in-process have not

the same I ag t'ime to col I ect thei r thoughts and p'l an how to

communi cate feedback or how to model best. They are ob1 i ged

to be actì vel y aware from moment to moment of the

counsel or-cl ient i nteraction and must be ready qui ckly to

i nterject an ef f ect'ive model response or staternent of

correctjve feedback. Therefore, trainer capacity for

effectìveìy empath'i c, highly 'i nteractive and immedjate

i nvol vement may be a constraì nt on the use of th'i s trat'ni ng

model.

Impl jcat'ions for Empathy Train'i ng Research

Certai n features of the desi gn of thj s study were

selected express'ly in response to inadequacies identr'fied

frequently in empathy traìning studies to date (as discussed

'i n the reviev+ of the l'i terature, above). In add'i tjon to an

experjmental design and the equ'ivalent cuing of control and
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experimental subjects to des'i rable test behaviour, these

features jncluded the measurement of tra'i ning effects jn

terms of both Expressed and Received empathy, the use of

professional actors as cljents for testing and the

assessment of effects maintenance over time.

Multiple Empathy Measures

The empl oyment of measures both of Expressed and

Rece'ived aspects of communi cated empathy al I ow f or

d'i fferentiat'ion of training strategy effects in th'i s

respect. As Kurz and Grummo n (1972) and Lambert, DeJul i o

and Stein (1978) found, training effects may differ

according to the'i r source of measurement. In fact, jn this

study such a difference occurred, with the experimental

traìning shown to produce significantly greater empathy than

the contrast control traì ni ng i n Expressed empathy but not

Rece'ived empathy, as measured. A value in using mu'l tìple

measures is that it allows for more specifìcìty in

describ j ng trai n j ng ef f ects and perhaps m'i I i tates agaì nst

overgeneralizations about those effects. In the study at

hand for example, one js just'i fied to conclude that the

experimental trainìng was superiori n increasing subiect

empathy, but only 'i n the expressed aspect of its

communi cat'ion. The two measures of Expressed empathy

empì oyed i n thi s study enabl e even fi ner dj sti nctj ons j n

trainìng effects.

Furtherrnore, the use of mul ti Pì e measures has some
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value in encouraging exp'l oration of possible

account f or any d'i screpancy j n ef f ects acros s

measures. in d'i scussing the results of this study, a factor

posi ted to expì ai n the d'i screpancy found between Expressed

and Recejved empathy effects is a l'imjtation 'i n the

integration of new'ly acquired skjll into the helpers'

interpersonal behaviour repertojre. The use of multìpìe

measures may serVe al so to encourage further consjderatìon

of the meri ts and l'imi tat'ions of measures. In this study

the ma tte r of rater verjdìcaìity rn usrng the

Barrett-Lennard Ri is suggested as possibìy implicated in

resul ts discrepancies across measures. Lastly, the use of

mul ti pì e empathy measures al I ows for assessment of

i ntercorrel atì ons among them, Potenti al ì y contri buti ng to

the conceptuaì debate about empathy. Based on h'i s cycìicaì

model of empathy, Barrett-Lennard (1981) suggested that onìy

modest correl at'i ons woul d exj st among measures of di fferent

phases of the empathy process. The correl atj ons among the

measures used i n th'i s study are presented ì n Tabl es 16

through 19, by testing occasjon and in total. A one-tailed

signifjcance level 'i s also reported.
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TABLT 16

Coeffic'ients: Pre-tra'ining Scores on Al I

Empathy Measures.

Barrett-Lennard
RI

Carkhuff
EU

Frequency of
Paraphrase,
Reflection

Barrett-Lennard
RI

Carkhuff
EU

Frequency of
Paraphrase,
Reflection

.r?75
(p=.Zqs)

1.000

.1OBB
(p-- .27 7 )

.687 7

(p=.ooo)

i .000

000

TABLE 77

Pearson Correlat'ion Coefficients:

Al I tmpathy Measures.

Post-training Scores on

Barrett-Lennard
RI

Carkhuff
EU

Frequency of
Paraphrase,
Reflection

Barrett-Lennard
RI

Carkhuff
EU

Frequency of
Paraphrase,
Reflect'ion

. i831
(p=.158)

1.000

.1339
(p=. z¡¡ )

.6730
(p--.000 )

1.000

000
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Pearson Correlation Coefficients:

Empathy Measures
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Foì I ow-up Scores on Al I

Barrett- Lennard
RI

Carkhuff
EU

Frequency of
Paraphrase,
Reflection

Barrett-Lennard
RI

Carkhuff
EU

Frequency of
Paraphrase,
Ref I eti on

.527 2
(p=. oot )

1 .000

.4669
(p=. ooq )

.837 6
(p=.ooo)

1.000

1.000

Pearson Correlation

TABLE 19

Coeffic'ients:

Measures

Al I Scores on Al I Empathy

Barrett-Lennard
RI

Carkhuff
EU

Frequency of
Paraphrase,
Reflection

Barrett-Lennard
RI

Carkhuff
EU

Frequency of
Paraphrase,
Reflection

.3991
(p=.ooo)

1.000

.3581
(p=.ooo)

.8?7 2

(p=.ooo )

000

000
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As can be seen from these tabl es, SCores on the two

Expressed empathy measures are highìy correlated w'i th one

another, as would be expected. The correlations of scores

on the Rece'i ved empathy measure w j th those on the Expressed

empathy measures are notab'ly 1ower, though the progress'ion

acroSS test'i ng occas'ions is toward higher correl at jon. The

correl ati ons of the Barrett- Lennard R I scores wi th the

Carkhuff EU scores and frequency of paraphrase and

reflection are significant at follow-up. Consíderìng all

ScoreS acroSS testing occasìons, the correlatjon between

Scores of the two Expressed empathy measures are once agai n

h'igh and sìgnifjcant'ly so. 0verall the correlation between

scores on the Rece'ived empathy measure and those on the two

Expressed empathy measures are more modest, but sti I I

significant. These findings are consistent w'i th the

predi cti on of Barrett- Lennard ( 198i ) that correl ati on

between measures of dj fferent phases of the empathy process

may not necessariìy be h'igh.

Coached Cl ient Use in Testìng

The use of coached cl'ients 'i n testìng for tra'i nìng

effects resul ted from obvious ethjcal and practical

constrai nts agai nst the use of actual c'l i ents, g'i ven the

very 'i ntroductory level of training and the subiect group of

untrained 1ay heìpers. As noted in the literature review,

the most common measurement approach 'i s to rate wr j tten
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responses to wri tten "cl i ent" st'imul us statements. The

general izabiì ity of conclusions deri ved f rom r¿rritten

response measurement to behaviouri n counse j'i ng j s

problematic. 0ther studies have attempted to ìmprove

measurement of effects by empì oyi ng students as cì ì ents,

wjth 'i nstructions such as to "talk about a personaì

concern", oF by traìning student confederates to del iver

characters. In an attempt to enhance measurement adequacy

even further, a choi ce was made i n thi s study to empl oy

professionaìly trained actors. It was expected that such

actors would present a character more real jstically than

other trained confederates might. Also, whjle student

volunteers might talk realistical'ly about a personal

concern, with actors the depth or seriousness of problems

presented can be manj pul ated i n order that sustai ned

empathic interact'ion by a counselor is merited.

Unless a ìarge pooì of problem-gìvers is available to

allow random assignment anelv on all testìng occasions, the

matter of consìstency of character presentat'ion js of

concern. Thi s j s the i ssue that prompted Wh'i te'l y and

Jakubowski (1969) to offer their guidel'ines for coached

client preparation. Th'i s consìstency is more lìkely where

cl ients are being portrayed by professiona'l 'ly trained

actors, who are better abl e to ma'i nta j n a character across

subjects and testìng occasions" That a high degree of

consistency can be ach'ieved is attested to by assessments
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reported above concerning the actors employed jn this study.

Yet real ism and consìstency in cl'ient presentatjon are to an

extent 'i ncompati bl e i n the context of a "cl i ent-counse'ì or"

interactjon. What is needed is a reasonable consistency of

character w'i th flexibi'l ity in responding to counselor

jnterventions. With their traìning in ìmprovisation the

actors were equì pped to establ i sh and ma'i nta'i n a character

whjle generat'i ng unscrìpted diaìogue consistent wjth the

character. Thus, too they were abl e to embed the scri pted

statements among the unscrì pted ones whi ch they generated 'i n

response to student helping 'i nterventions.

In the end, of course, the measurement situation

remai ned a counsel ì ng ana'l ogue onìy. Some subiects reported

thejr sense of the character presentations as be'i ng

unreal jst'i c to varying degrees. However, other subjects

clear'ly forgot that the cl jents were reaì1y actors and

conti nued to 'interact w'i th them as though they were the j r

characters after the test'i ng i nteract'i on ended. Some

reported see'i ng the actors 'i n pubì ì c and th j nki ng of them i n

terms of the'i r characters. Two limitations of the actors'

presentations (or perhaps sìmpìy the use of actors) became

apparent. 0ne was that when an accurate and addi ti ve

empathi c response was made by a subject, whi ch woul d

normaì ly el icit communication of a deeper level of cl'ient

feeì ing or mean'ing, the actors were not aìways able to

generate one. Related to this, actors were taught to change



158

focì j n order to embed the scrì pted statements i n the

testing time allotted. Thus, on some occasjons a partjcular

focus woul d be deve'l op'i ng to greater depth, but the actor

woul d be ob'l i ged to move on to the next f ocus. Thus,

important sources of feedback about the adequacy of thei r

j nterventj on ( i . e. greater depth or el aborat'i on i n cl 'i ent

communi catì on ) were I imi ted for subiects. Shaffer and

Hasegawa (1984) may provide a possìble resolut'ion to this

probì em i n the j r scri pti ng of d'i scl osure sequences I eadì ng

eventuaììy (if the counselor is appropriately empathic) to

the di scl osure of an underì y'i ng probl em.

Fol I ow-up Testi ng

Thus far effects maintenance has received very Iimited

attent'ion among publ ìshed modeì ing and feedback studjes

concerning empathy training. in fact, only one study,

Dalton, Sundblad and Hyìbert (1973) assessed this, and found

wri tten response empathy to have been mai nta'i ned at one

month. The one month fo'l 1ow-up evaluation included in this

study provided a useful extension of informat'ion about

effects ma'intenance. It allowed distinctions to be made

between the two i ndj cators of txpressed empathy, wj th the

Carkhuf f EU scores show'i ng ì ess deterioration than

paraphrase/reflection frequencjes. Also, it hìghlights the

need for training strategìes aimed at sustaining tra'i nìng

program gains. The increase in Barrett-Lennard RI scores

for the experimental group at fol I ow-up contrj buted to the
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hypothesis that a level of skill jntegration might be

required before coached cljent raters could discern

djfferences in subject behav'iour between treatment groups.

Thus a useful questjon about the possibììity of lag t'ime in

the effects of training is rajsed.

Suggestions for Further Research

D j f f erenti al ef f ects between txpressed and Rece'i ved

enrpathy were thought perhaps to be due to 'i nsuf f j ci ent

pract'i ce for adequate 'i ntegratì on of new ski I I i nto exj sti ng

behaviour repertojres. tlJl'th a view to improvìng internal

vaì i di ty, the amount of pract'i ce time coul d be i ncreased ì n

further research. This would test the posited

practjce-integrat'ion explanation of the discrepant results.

Another internal validity improvement could accrue from

better training of coached clients jn the use of the

Barrett-Lennard Ri, specif ical'ly alertìng them to the

veridical ity concerns outl ined above.

As with the majority of empathy training studies

pub'l ìshed in the research ljterature, thjs study has

empìoyed begìnning-1eveì trainees as subjects. There is

theref ore I ini ted external va'l ì dì ty to the f ì ndì ngs of the

study. Further research mi ght address thi s I jmi tation by

empl oyi ng the strategy of model i ng and correctj ve feedback

in-process of dyadic practice w'i th heìpers-in-traìning at

more advanced trai ni ng I evel s Thi s woul d serve to

del'i neate more c'l early f or vrh j ch student groups the strategy
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Hav i ng empi oyed ai s ef f ecti ve

counsel ing ana'l

no i nformati on

ogue for testì ng purposes, the study provi des

as to the transfer of train'i ng effects to

actual counseì i ng. Further study mì ght add assessment of

behaviour in actual counse'l ing, both to indicate the effects

i n thi s context of the experimental treatment of j nterest i n

this study, and to indicate to what extent behaviour jn

counseling analogues wjth trained actor-clients predjcts

behav'iour in actual counseììng.
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Append j x A

Peer Counsel'l ing Sk'ill : PARAPHRASiNG

(skjll descrìpt'ion from Meen, 1982,

Training Program, deveìoped from Brammer,

IBz

Peer Counsel I i nq

1e73.)

To understand a he1 pee's concern wel I and to assi st the

he'l pee to understand his concern eVen better, means that the

peer counsel I or must try to See the he'l pee's probl em

s'i tuati on as thouqh I ooki ng through h j s eyes and stand j ng j n

h'i s shoes. Paraphrasi ng 'i s an ìmportant ski I I you'ì I I earn

to help you accomplìsh this.

Paraphrasìng, very simpìy, is restat'i ng ìn your own

words what you have just heard the hel pee say. There are

two essenti al s for a good paraphrase:

1. that you are ACCURATE (whì ch means that what you saY

ng as what the helPeeyour paraphrase has the same meani

just sa'i d).

in

has

2. that you use FRESH l^J0RDS (whr'

parrot back the helpee's words exactl

Here are a coupl e of good examp'l es of

ch means you don't iust

v).
paraphrasing:

no matter what way I1. He'l pee: I don't know, i t seems

turn there's no way out of thi s mess.

Helper: You just can't see any solutjons

2. He'l pee: I'm rea'l ly pi ssed of f wi th John

me to I ook for a new p1 ace by next week. It's

time!

for
not

teì I i ng

enough



He'l per: You're angrY he

short notice to move!

gave

183

you such ìmposs'iblY

These are good paraphrases because they capture the

basì c message of the hel pee accurate'ly, and they use

compl eteìy fresh words.

tJhy use paraphrase?

FIRST, jt gives you a chance to see jf you're

understanding correct'ìy what the heìpee is saying. After

you'Ve paraphrased, watch for Some sìgn that your paraphrase

waS accurate: statements from the heìpee l'i ke "Yeah, that's

right.", "Exactìy", or nodding "Yes". If you're not sure'

you can ask something like "Am I read'i ng you right?" or "Am

I on the right track, here?".

sEc0ND, j t I ets the hel pee know you are concerned

enough for hjm to try hard to understand what jt's Iike for

him to be'i n hìs partìcular problem s'i tuat'ion. Hopefully,

he'l I feel val ued and respected by thi s.

TH IRD, i t I ets the heì pee know you rea'l ì y do understand

what it's I jke for h'im to be in his prob'l em situation.

Feeì ing understood can be a powerful, posìtìve experience.

F0uRTH, paraphrasìng, when it's accurate, êhcourages

the he'l pee to contì nue, to tal k and exp'l ore the concern

more.



184

Appendi x B

Peer Counse'l'l i ng Ski I I : Refl ecti ng

deveìoped from Brammer, 1973.)

( from Meen , I98?,

I t's 'i n ref I ectì ng that your empathy wi th the heì pee

shows itsel f most strongly. At the poìnt when you are

connecti ng more deepì y w'i th how the hel pee th'i nks and feeì s,

you will be able to put into words what she is on'ly able to

impìy about her experience. At th'i s point you are working

together at the very edge of her awareness - where f ee'l 'i ngs

and thoughts are just below the surface, incomp'l ete,

unclear. Essentialìy, you are reading between the lines of

what she i s abl e to Sây, and capturi ng the thoughts and

feelings she 'i sn't aware enough of to put jnto words.

To reì ect, you must be j i stenì ng caref u'l 'ly to what

she's saying, attending to how she's saying ìt' and

combi ni ng al I th'i s w'i th any non-verbal cl ues you're pì ck'i ng

up. You are relecting back to the heìpee her total

experience at that moment, as you are experiencì ng 'i t.

Done jncorrectly, this can be iust w'i ld guessìng or

j nterpreti ng. t¡Jhat makes i t refl ecti ng i s that what you are

sayìng is reaì'ly what the heìpee thjnks and feels - it is

totaì'ly from her perspectìve. some professional

psychotherapjsts talk about usìng a "thjrd ear" to hear

beyond the heì pee's words and j nto what she i s thj nki ng or

f eel'ing more deep'ly, but i s unabl e to put i irto words.

Reflecting can be of thoughts or feeìings oF' better
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yêt, both. Here are some examPì es:

1. Heìpee: (speaking slowly, quìet]y) "I just can't get

'it c'lear, but I feel I ike I'm standìng at the station and

the tra'i n has l ef t w'i th everyone I know on j t. " (her eyes

fill with tears).

Heì per: ', I t' s I i ke you've been abandoned and you' re

so a'l one, so deeP'l Y sad. "

2. Heì pee: (gl ancìng qu'ick'ly around the room) "i f ind

'i t so hard to bel j eve - peopl e can iust march rí ght i nto

your l jfe and destroy it." (f ace ìs pa'l e and tense)'

Helper: "lt sounds like you're fee'l ing vìo1ated, and

frightened that there seems to be no safe p'lace for yoLl."

These are fa'i rly dramatjc reflections, but notice that

they go beyond the hel pee's words al one to capture thoughts

and fee'l ings that she 'i s actuaììy experiencing. The

he1 per' s ref I ect j ons above may I ook I 'i ke guesses ' but

remember they come from a deep empathy ( s ) he feel s and has

devel oped wj th thj s part'i cul ar he'l pee. And so too wj th you-

you must have deveìoped that empathic connect'ion with the

he'l pee bef ore you wi l l be abl e to ref l ect her ìmp'ì i ed or

onìy partìy expressed experl'ence accurateìy'

0ne last note about reflecting- since you are tryìng to

read between the l'ines and you could easilY read

incorrectly, be tentat jve when you ref I ect. Use words l'i ke

"l get the impress'ion that you. ." or "It Seems whai you're

saying is that... " or "It's as though you feel " ' " ' Then



get confirmatjon from the heìPee-

reflection as true for her? If not,

get reconnected with her rea'l ìty.
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does she accePt Your

go back some and trY to



Appendi x

Carkhuff

Processes

C

(1e69c)

: A Scal

tmpathjc Understanding

e for Measurement

787

Interpersonal

to the exPressed

so 'i n such a way

ihe commulri ca-u'ions

in

Level 1

The verbal and behavioral

person either do not attend to

the verbal and behav'ioral

person(s) ìn that theY communi

second person's feeììngs than

expressjons of the first

or ¿etract siSnifjc

expressions of the second

cate significantìY less of the

the second person communicated

h'imself.

EXAMPLES: The fi rst person communi cates no awareness of

the most obvious, expressed surface fee'ì ings of the second

person. The fi rst person may be bored or uni nterested or

s'imp'ly operating from a preconceived frame of reference

which totally excludes that of the other person(s)'

In summary, the fjrst person does everythìng but

express that he is listenìng, uflderstanding, or be'ing

sensl'tive to eVen the feeìings of the other person in such a

way as to detract si gni f i cantly f rom the commun'i cat'ions of

the second Person.

Level 2

t^J h'i

feelings

that he

le the first

of the second

subtracts noti

person responds

person(s), he does

ceabi e affect from

of the second Person.
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EXAMPLTS: The f i rst person may commun'i cte some

awareness of obvious surface feeì ìngs of the second person'

but his communìcatr'ons drain off a level of the affect and

d j stort the I evel of the mean'i ng. The f j rst person may

communì cate hi s oWn 'i deas of what may be go'i ng on, but these

are not congruent with the expressions of the second person.

In summary, the fi rst person tends to respond to other

than what the second person 'i s expressing or indicating.

Leve'ì 3

The express jons of the f i rst person 'i n response to the

expressed fee'l ìngs of the second person(s) are essentialìy

interchangeable with those of the second person 'in that they

express essential ìy the same af fect and mean'ing.

EXAMPLES: The fi rst person responds wi th accurate

understandi ng of the surface fee'l 'i ngs of the second person

but may not respond to or may mi si nterpret the deeper

f eeì ì ngs.

In summary, the first person 'i s respondjng so as to

neither subtract from nor add to the expressions of the

second person; but he does not respond accurate'ly to how

that person real'ìy feels beneath the surface feeìings.

Level 3 constitutes the m'i n'imal level of f acil itat'ive

i nterpersonal f uncti on i ng.

Level 4

The responses of the first person adci noiiceabìy to the

express'ions of the second person(s) in such a way as to



express feeì'i ngs of a level deeper than

was able to express h'imself.

the second

iB9

person

hi s

at a

es the

he was

deeper

person.

EXAMPLES: ThC f acil itator communi cates

understand.i ng of the expressions of the second person

level deeper than they were expressed, and thus enabl

second person to experìence and/or express feelings

unable to express PrevìousìY.

In summary, the faci I j tator's responses add

feeìing and meaning to the expressions of the second

Level 5

The fjrst person's responses add sìgnificantly to the

feeling and meaning of the expressions of the second

person (s ) i n such a way as to (1) accurate'ly express

feel ì ngs I evel s bel ow what the person himsel f was abl e to

express or (?) in the event of ongo'ing deep self-exploration

on the second person's part, to be f u'l 'ly w'i th him i n h j s

deepest moments.

EXAMPLES: The f ac j I 'i tator responds w j th accuracy to al I

of the person's deeper aS vlell as surface feeìings. He is

"together" with the second person or "tuned in" on his wave

'l ength. The facilitator and the other person might proceed

together to expì ore preV'iousìy uneXpì ored areas of human

existence.

In summary, the f ac'i I i tator i s respondi ng wi th f ul I

awareness of who the other person 'i s and a comprehens'i ve anci

accurate empathj c understandj ng of hi s deepest feeì ì ngs.
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Appendix D

Barrett-Lennard Relat'ionship Inventory, Empathy Subscale,

Form 0S-M-64

I tems:

2. He wants to understand how I see thìngs.

6. He may understand my words but he does not see the way

i f eel.

10. He near'ly aìways knows exactly what I mean '

14. He looks at what I do from his own poìnt of vjew.

18. He usuaììy senses or realises what I am feeling.

2?. Hi s own atti tudes tolvard some of the th'i ngs I do or

say prevent h'im f rom understandi ng me.

?6. Sometjmes he thi nks that I feel a certai n wâY, because

that's the way ¡g feel s.

30. He realizes what I mean even when I have djfficuìty in

saying it.

34. He usually understands the whole of lvhat I mean.

38. He just takes no notice of some thìngs that I think or

feel.

42. He appreciates exactly how the thìngs I experience

feel to me.

46. At t.imes he th'i nks that I f eel a I ot more strongly

about a particular thing than I realìy do.

50. He does not real i se how sens i ti ve I am about some of

the things we discuss.

54. He understands me.



i9i

58. His response to me is usuaìly so fixed and automatic

that I don't really get through to h'im.

62. When i am hurt or upset he can recognise my feeìings

exactly, without becomìng upset himself .

Rati ng scal e:

+3: Yes, I strongly feel that I't is true.

+2: Yes, i feel it is true.

+1: Yes, I feel that it'i s probably true, oF more true

than untrue.

-1: No, I feel that it is probabìy untrue, or more untrue

than true.

-2: No, I feel it is not true.

-3: No, I strongìy feel that it is not true.
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Append j x E

Advert'i sement for Subjects

Subjects for Peer Counseling Study Needed

About ten years âgo, I began training peer counselors for

Edmonton's Gay Alliance Toward Equalìty (GATE). GATE peer

counselors offered face-to-face and telephone jnformatjon,

support and assi stance to gay and non-gay peopl e wanti ng to

understand themselves better and make changes in their

lives. Since coming to W'i nnipeg, I have offered the

training course tw'i ce. Particìpants have included Lambda,

G. F. E. , Gay Fathers, Gay A.A. , C. H. R. , Fami I 'ies of Gays

members, as wel I as i nterested others.

At th.i s poi nt I woul d I i ke to study how ef f ectì ve a

coupl e of d'i f f erent trai nì ng methods are. Thi s i s research

I'll uSe to meet requjrements for my current university

program (c1 inical Psychology, u. of M. ). I'd I ike to focus

on one area of hel pì ng ski I I : empathy. Here's where I hope

you'1ì come 'i n.

To study these tra'ining methods, I would like 3? peopìe

to take part in eìght hours of trainìng. This would be done

'i n four sessions of two hours each. You would complete one

session each week, with a practice partner. Tjmes for the

sessions w'i ll be worked out with participants, but can be



during day, even'i ng or weekend

you. The study wi I I be done

February XX to March XX.

The only other requ'i rement i s

3/4 hour skill assessment before

fol ì ow-up j n Aprì ì . Trai nì ng Pì
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whateveri s convenient for

over the four weeks from

that you be available for

trainìng, after, and at

us assessment would add to

just over 10 hours.

I hope you wjll give considerable thought to taking part

jn th'i s study. It may resul t in better gay peer counselor

training, and better peer counseìing. It w'i ll also expose

you to some very useful personal communicatjon skills. 0f

course your particìpation is completeìy confidentjal. If

you're interested or want more information, please call me

at or Thanks.

Don Meen
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Appendi x F

TABLE 20

Subi ect Educat'i on by Treatment Group

Educati on Experimental Control

H'igh School

Partial Post-SecondarY

Communi ty Co1 ì ege

Undergraduate Degree

Graduate Degree

Total 16 ( 1oo .oo%) 16 ( 1oo. oo%)

3

3

6

4

(18 .7 5%)

(t8 .7 5%)

0

(37.50%)

(25 . oo%)

2

7

1

2

4

(t2.50%)

(43.75%)

(6 .25%)

(12.50%)

(25 . oo%)

TABLE

Subiect 0ccuPation

2t

by Treatment GrouP

0ccupati on Experimental Control

Managerial and
Professionai SPecialtY

Technical, Sales and
Admj ni strati ve SuPPort

Serv'ice

Student

Total

(56.25%)

(12.50%)

(t8 .7 5%)

(t2 .50%)

(43 .7 5%)

0

(25 . oo%)

(3r .25%)

7

2

3

2

4

5

i6 ( roo .oo%) 16 ( rOO. oo%)
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Cl'ient Scripts
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t'V 
e rn "

Male, 2!, from small Manitoba town, here for university,

I ì ves al one. No sexual experi ence, many fri ends from church

rejated organizations.

Underlying themes: self-loathing, guilt due to re'l igious

prosc¡ipt'ions, strìving to assert self more independently'

Predomi nant emot'ion: gui I t ' anger ' conf us'ion '

SELF area:

1. I... uh well

rea'l 1y. MaYbe i ts not

i don't know if i should be here

someth'i ng a person shoul d even tal k

about ... (imp1y: apprehension, shame)'

?. I guess I've had these feelings for so 'l ong - and I've

real ly tried to push them away. But they don't stay away.

(ìmp'ly: heìplessness, desperatìon)'

3. Well, I just don't thìnk it,s 0K to be you know

.gay.Especiallyme!('impìy:anger'self-reproach)'
4. I just don't know what to do - I mean, it'S wrong.

How coul d I possi blV ¡þ anyth'ing wì th a " ' guy?

Actuaììy do something? (imply: conf usion, gu'i tt).

5. I know some people say it's 0K, but I iust can't see

i t. Isn't i t you know . . . unnatural ? (ìmp'ly: mi xture of

hope, doubt, i rrj tati on ) .

PEER area:

l.Mostofmyfriendsare.inthelnterVarsityChr.istian
Fellowshìp at the u. of hl. - there's no way they'd accept me
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they'd be hound'i ng me to change. (imply: apprehens ì on,

al i enati on, i rr j tat'ion ) .

2. I wonder how close I am to people, anyway. After all,

I've been keep'ing a f ai rìy bi g, important secret f rom Some

of them for a 'long time. (imply: sadness, lonel iness 
'

regret ).

3. Th.is girl jn my B'i ble study group got qu'i te keen on us

going out - you know, be'ing boyfriend, girlfriend. I

panicked. I didn't know what to do - so i invented a girl

friend back home. crummy to lie'l ike that. ('imply: self

reproach ).

4. I delìberately decjded to live by myseìf th'i s year. I

found the pressure last year was too much - I iust don't

want to hear about everybody's love life. ('imply: left out,

irritatìon).
5. I,ve been thinking - ìf I could fìnd anyone else gay

who has my religious beliefs. I'm iust not wiif ing to throw

them all out the window. (ìinp'ly: mixture of hope and doubt,

convi cti on ) .

FAMILY area:

1. My parents would be very brave about it if I tord them.

"There, there dear, we'll find you a good psychiatrist.,'
( imp'ly: i rri tati on, of f ended ).

2. They only read anti-gay stuff - I've seen it. How are

they ever going to come around? I mean, what do I do? Just

tell them to go to hel I ? ('impìy: conf usion, apprehension).



3. I think my older s'i ster would accept me

good relat'ionship and I've sort of hinted to

years. (ìmp'ly: hoPef ulness).

4. I guess I am concerned about my parents

small town. If it ever got back, they would

. l,le've

her over
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had a

the

' image

be humi l

ì n 0ur

iated.

(ìmply: concern).

5. My deepest hope is that they would all accept that I

can' t change. They've j ust got to g'i ve me room to I i ve my

own l'if e. (imply: convict'i on, hint of anger)'

'Brian"

Male, 23, from winnipeg's north-end" lives with older

parents, works as bookkeeper at 1 arge fi rm. Has few fri ends

but a couple of brief sexual experiences only'

Underlying themes: lack of self-confidence' esteem; "Can

I make it through life as a gay person?"; "l,'lìll anyone love

me?"

Predominant emotion: insecurity, deSperation,'loneliness'

SELF area:

i.!,Jell,I'mrealìynotSurewheretostart-Ithinki
accept that I'm gay - but I'm hav'ing a hard time figuring

out how to l'ive that way. ('imply: tentative, confused, ìn

doubt ) .

2.0ne of the things that bothers me most is that I don't

know i f I'm i nterest'ing or attracti ve enough. what i f no

,.--¡ t limnlt,' emharrassed.lonely-. inadequate)'uflg wdflL> llltr; \ r¡rrP 'J
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3. I don,t know if I should admit it, but I have had a

coupì e of sexual experj ences wi th guys. Nei ther one of

them called me after - It makes you wonder if you did some

thi ng wrong. ( impìy: sad, hurt, hi nt of anger) '

4. Somet.imes I think I',m too old, already. I sort of

w'i sh i 'd started sooner - maybe I 'd be f urther al ong by now'

(imply: regretful, desPondent).

5. I don't even want to thi nk about spend'i ng the rest of

my life alone - but maybe that's what's in store for me.

I'm sure not having any luck so far. (imply: desperateo

hopeless, lonelY).

PEER area:

1. I wi sh I had some cl ose fri ends, even. Just a few

people who I could really talk to. You know, that would be

more 'important to me than havi ng someone f or sex' (ìmp1y:

longìng for closeness, pìeasure in the ìmagjning of it).

2. But I guess my dream is to have a lover - a life

partner - someone to always be close to, to grow with.

(ìmply: 'longing, tinge of hopef ulness) '

3.Irealtydon'tfee]likelfitinthegayworld.
I,ve tri ed goi ng to the cl ubs a f ew t'imes, but I just don't

feel at home there. Al I those peopl e ! I don't know how to

relate to them. (imply: overwhelmedo al'ienated)'

4. hle don't have much to do with one another at work' I

wonder sometimes if the others think I'm gay and don't want

anything to do with me. (imply: isolated, sad, suspicìous) '
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5. A couple of times women at the office have sort of

gotten friendìy - i thìnk they may have been interested. I

just froze - I meano I couldn't tell them, so what could I

do? (ìmp1y: mixture of pìeasure' anx'iety).

FAMILY area:

1. I'm sti I I I i vi ng at home - both my parents are ì n

their 60's and I don't th'i nk they'd understand. (imply:

sad, isolated).

2. My mom is especiaì'ly old-fashioned. I'm sure she'd

throw me out if she found out. (imply: sad, afraìd) '

3. I can't say I've been close to my parents for awhile

now. They expected me to get marr.ied right after high

school and have k'i ds j ì ke my brother, but I I et them down.

('imp1y: regretful, guiltY).

4. It gets so frustrating. sometimes I say to myself ,

,,You can,t keep lìving your life for others - get out there

and be who you are!" But somehow I can't bring myself to do

it. (imp'ly: mixture of hope and enthusiasm, frustration and

he'ì plessness).

5. Let my brothers g'ive them grandch'i I dren ! I 've got

contributions to make - but that's not one of them. Boy'

I sound strong, eh? I wonder if i could pull ìt off.

(.imply: sense of power, enthusìasm, ì ingering doubt).

Andrew"

Male, 18, last year high school, living at home. Younger

brother and older sister. Upper middle-clasS suburban
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lifestyìe. Athlete, PoPular.

Underlying themes: Deep confusjon over self-identi ty,

dependency on how other peop'l e and situations define him.

Predomi nant af f ect: conf us i on, depress'ion, great anx'iety

SELF area:

1. Well, I have to level with you. I never thought I'd

be tal ki ng to anyone el se about th'i s. I mean, me of al I

people. (imply: baffled, anxious).

2. I've started havjng these feelings, Vou know? - for

the guys. What i s the matter wi th me? ! ( imply: surpri se,

dì sgust, sel f-reproach ) .

3. I've a'lways seen myse'l f as a man' you know - no ear

rings, 1 ìmp wrist, streaks in the hair. Nothìng 1 ike that.

('imp'ly: angry, distressed).

4. I don't know where these feel ings are coming from. I

mean, I'Ve been seei ng gi r1 s for at I east fi ve years and

I've had sex I ots of times. But now i t's as i f there i s

somebody else I'i ving inside of me. ('imp'ly: he'l pless,scared)'

5. l,lho am I anyway? I thought I knew but now?

(imply: confused, desperate, scared).

PEER area:

1. What are the guys going to say? I mean they'd probably

think I've been eyeing them all of this time. They're rea1ly

goìng to be pìssed off . ('impìy: apprehens'ive)'

? r mÊAn- t-he canta'!n of the vol leybal'l team is a fag'
¡ .r¡estr t

It just doesn't f it, does it? (impìy:confused,apprehens'ive)'
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3. Are there people out there lìke me? !{jll I be able to

make f riends? ('imp'ly: doubtf ul, worried)'

4.There.isnowayl,mgoingtochangejusttofjtin.I
would rather iust stay the way I am and fake ìt jf that was

the case! (imply: angry' determìned)'

5. I can't tal k to my gi rl f ri end about 'i t. She I i kes to

see me aS ',Joe Macho" - I can't lose her! (imply: Sad,

scared ) .

FAMILY area:

1. MY Dad would have a fit if he ever f

someth i ng I 'i ke th'i s . He I i kes to see me p1

"real man", you know. ('imply: worrìed, as

2. My parents have never let me decide

want - even the important stuff' I wonder

do wi th somethi ng I i ke thì s (imply: rese

revenge ) .

3. it would be hard for them to face their friends - I

mean, this sort of th'i ng does not happen in our neìghborhood'

It would reat'ly stir things up. (ìmply: concern' but hint of

mi schevious exci tement).

4. In the end, they may come through though ' They've

never real ly I et me down. I'd I i ke to thi nk they woul d

real i ze how tough thi s has been f or me. ('imply: cari ng hope) '

5. I don't think I could tell my brother and sister about

.it. I don't thi nk they woul d understand and I don't want

them to feel bad about it.(imply:concern' hesitat'ion)'

ound out about

ay the part of the

hamed ) .

for myself what I

what theY would

ntment, hi nt of
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Appendix H

TABLE 22

Means and standard Devi ati ons of Pre-trai n'i ng Scores

Al I Empathy Measures

Group Barrett- Lennard carkhuff Frequency of
RI EU ParaPhrase,

Ref I ecti on

xperimental

Traìner i 18.625 (15.i93) L.625 (.334) 3.250 (3.536)

Trainer ? 18.000 (16.536) i.408 (.27t) i.875 (2.683)

ontrol

Trainer 1 i 4.375 (20.361) 1.527 (.325) 2.563 (3.110)

Trainer ? t6.625 (i5.602) t.717 (.470) 3.3i3 (3.023)

c


