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INTROLUCTION

"In our agency's orientation, they told me how to fill
out forms, the rules for patients, and how to enforce those
rules. They never mentioned anything about what to do when
a patient has a problem and wants to talk about it. I don't
know what I have to offer as a helper.”

"I want to be more direct and immediate in communication
but often I am sloppy and don't know how. If I want to confront,
I get wrapped up in anxiety, have a hard time thinking about
what I want to say and get bogged down. I usually end up
blasting someone to get my point across."

"I can spout theory with anyone, but when it comes down
to actually meeting with a client, I really have vague ideas of
what I should be doing beyond reflecting a few feelings."

These three quotes are a sampling of opinions made by
nearly 1100 helpers who I have trained in the past 30 months.
I don't feel these comments are sensational admissions or
exceptional cases. On the contrary, these statements are
representative of the "avercge" helper and convey the basic
message -- the average helper lacks the basic tools for
doing his/her job. Helpers have fuzzy notions of what they
ought to be doing and no weli-defined understanding of goals
and therapeutic procedures. This mysterious picture of their
role results in impulsive decisions and random, trial-and-error
approaches with the hope of eventually finding some strategy
that works. Since many helpers have no systematic technology
(knowing what to do) or the behavioral repertoire (doing what
is called for) for responding to clients' needs, there is no
means of accounting for the effects of helping, whether the
outcome is beneficial or destructive.

This picture of a helper who has external trimmings (i.e.,
certainly a recognized role and title and perhaps even a degree
or license) but has limited skills for the job, is a frightening
prospect when one considers the implications for people in
crisis. The origin of this problem in service delivery probably
stems from deficiencies in the training received by many helpers.
Most training programs depict helping as some assortment of
nonspecific qualities or characteristics, difficult to describe
in terms of actual helper behaviors with a sequence of tasks.
There are few definitive statements of the helping process,
limited criteria for evaluation, and no reliable technology
for skills acquisition. Two essential steps seem needed to
upgrade the quality of care received by clients: (1) development

'of a helping model which is practical, understandable, and

results in beneficial effects on clients and (2) development of
a training program for effective dissemination of skills.

b0 i
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Robert R. Carkhuff and his acrcnnriates have responded to
the need for a systematic approach to helping by operationalizing
the skills, goals, and process of a "developmental helping model".
This model represents a major advance toward demystifying the
helping process. It provides a cognitive map to guide helper
interventions as well as criteria for evaluating the process and
outcome of helping. Rather than a "hit-or-miss" affair, helping
is presented as a systematic and goal-oriented process. While
Carkhuff's model is not a cure-all-method or the only useful
approach to helping, it is described in behavior-specific terms
and its effectiveness with clients is documented by research
(Carkhuff, 1969).

Besides a useful model for helping, there is need for a
method of teaching the skills of the model to service providers.

Some of the essential criteria for an effective training program
are:

Application. It should increase the helping skills of a
broad range of trainees (holding different educational backgrounds
cultural backgrounds, service responsibilities, years of experienc
and learning needs).

Reliability. It shculd ccnsistently result in skill gains.

Retention. It should produce enduring changes in behavior.
The learned skills should be maintained even after training
ends. :

Replication. It should have concrete procedures which can
be implemented consistently by trainers.

Immediacy. It should be designed to upgrade skills within
a short period of time.

This trainer's manual is a response to the need for training
programs which can effectively accomplish the teaching of function:
skills to helpers. The purpose of the manual is to provide
"gqualified" trainers with a systematic, short-term training package
for disseminating some of the core skills of the developmental
helping model. Procedures described in this manual have been
used with a variety of helper populations (e.g., psychiatric
nurses, alcoholism counselors, corrections specialists, telephone
counselors, and clergy) and for a range of service functions
(training service providers, treatment of helpees, and prevention
of problems in living). The detailed description of training
method is intended to promotereplication of a field-tested training
model and to stimulate design modifications which address the
learning needs of specific trainee populations.

viii
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Origins of the workshop design

The workshop design evolved from the planning and training
activities of the Interpersonal Skills Training Project. The
purpose of the Project is to provide systematic training
programs which aim to increase the interpersonal skills of
professional and nonprofessional helpers in a statewide service
delivery system. Funded through a three-year grant from the
National Institute of Mental Health (Continuing Education Branch)
to the Iowa Mental Health Authority, the Project is a pioneering
venture in developing a cohesive continuing education program
for diverse groups of helpers in a widespread geographic region.

The plan for extensive dissemination of interpersonal skills
involves a "training of trainers" approach, whereby a select group
of clinical practitioners and educators receive intensive training
in methods for teaching interpersonal skills. The Project enlists
a corpof 22 trainers who work in community mental health centers
(N=7) , psychiatric hospitals (N=6), university and college settings
(N=5) , and other human service agencies (N=4). All trainers
participate in a five-day (50 hour) training of trainers (TOT)
course which enables tnem to: 1) refine their interpersonal skills;
2) develop a consistent bese of knowledge about the therapy process
and requisite skills; and 5) acquire specialized training skills
(supervision, consultation, evaluative feedback, planning and
workshop design, values clarification strategies, training group
facilitation). After preservice training, each trainer is involved
in presenting at least six three-day workshops (about 180 hours
of training over 2% years). Involvement in the planning and
delivery of workshops constitutes an "internship" for professional
development in a trainer role as well as an opportunity to provide
essential training to service providers.

The project's training staff delivered this three-day workshop
(or substantially similar versions) 45 times, from December, 1976,
through April, 1979. Evaluation, in terms of pre- and post-testing,
trainee and trainer feedback, and data analyses were applied to
these workshops. The workshops were attended by approximately
1100 participants and accounted for nearly 23,000 hours of training.
General findings derived from the collected validation data
reveals:

1. The workshop was stimulating for trainees, valuable in
improving their helping skills, and relevant for their
work with clients.

2. Trainees found small group skill
practice sessions to be the most valuable
learning experience.

3. There was no éingle module which received consistently
low ratings. =
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4, Trainee self-reports ¢f their degree of gain on the
designated learning goals indicate consistent ratings
of . "some" and "great" gain.

5. Rater evaluations of trainee pre- and post-training
demonstration interviews consistently show significant
change for skills of empathy, respect, and genuineness
(data available for twelve training groups).

Workshop content and objectives

The specific skills presented are:

Empathy: communicating accurate understanding of feelings
and causes of feelings expressed by a helpee.

Additive empathy: communicating accurate understanding of
the underlying feelings, assumptions, behavior patterns, and
consequences which a helpee may imply but not express directly.

Interpersonal feedback: providing information which
describes some aspect of another person's behavior and its
impact on you, the sender of feedback.

Confrontation: challenying the helpee to examine specific
discrepancies in their benavior.

Respect: communicating deep caring and valuing for
another person's unique feelings, experiences, and potentials.

Genuineness: openly sharing the feelings and thoughts
which you, as a helper/listener, are experiencing during an
interaction.

Problem-solving: assisting the helpee in resolving a
problematic concern by defining the problem and goal, choosing
a preferred course of action, and planning a program for
behavior change. :

Self-disclosure: sharing past life experiences and
feelings which may be similar to the helpee's feelings and
conflicts to encourage deeper self-exploration by the helpee.

Concreteness: using purposeful questions and summary
statements to enable helpees to express themselves in specific
and concrete terms.

Immediacy: exposing and examining unverbalized messages
which the helpee has for the helper.

The primary objective of the entire program is to enable
trainees to systematically learn and identify their inter-
personal strengths as well as areas for improvement.

—
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Training methods

The workshop involves three consecutive days (22 hours)
of training. The size of the training groups ranges from
fifteen to thirty participants. There is generally one trainer
assigned for every seven participants.

The training format emphasizes a practical "how to" approach
Each skills is described and demonstrated by trainers before
being practiced by participants. While brief time is devoted
to lectures, the training experience emphasizes an active
learning approach (e.g., role play simulations, supervised
practice, discussion and reaction groups). More detailed
information about specialized training methods is contained in
the preliminary readings section. '

Trainer qualifications

The success of this training program is highly dependent
upon the skills, attitudes, and knowledge of the trainers who
implement the design. It is assumed the trainers presenting
this interpersonal skills training workshop will meet the
following conditions:

1. The trainer must be able to effectively demonstrate
s/he will be teaching others.

2. The trainer should have successfully completed a'
training of trainers course specific to methods of this
training model.

3. The trainer should have access to training design
consultants and supervisors.

4. The trainer should value the interpersonal skills
and helping model which comprise the basic content of the
workshops.

5. Since this training program is designed for delivery
by a team of trainers, it is also assumed the entire training
staff will be consistent in their imparting of course content
and in their implementation of the exercise modules.

How to use the manual

The manual consists primarily of a series of competency-
based modules. Each module contains a description of purpose,
outline of training procedures, and brief instructional
suggestions for delivery (Training Tips). Samples of gquestion-
naires and other printed materials used in training are also
presented. Modules requiring specialized trainer skills (e.g.,
trainer feedback, process consultation, role play facilitation)
are supplemented by discussion papers in the preliminary
readings section.

xi



The three-day interpersonal skills training program
has a definite flow and seguence which is reflected in this
manual. Content areas and discrete skills are arranged
according to the three stages of the developmental helping
model: relationship-building skills on Day l, challenging
skills on Day 2, and problem-solving skills on Day 3. To
develop a sense of the progression of events, readers should
examine the training schedule and table of contents before
reading the delivery instructions for each module. Optional
modules for the skills of self-disclosure and immediacy are
contained for trainers who might wish to teach these skills.

Readers who desire an overview of the interpersonal
skills comprising the developmental helping model should
carefully study relevant sections in the appendix (Workshop
Participants Manual, Overview of the Developmental Helping
Model). A topical list of reading materials is also
provided as a resource in preparing didactic presentations
and for more intensive study of helping and training
procedures. In addition, sample lecture outlines for some
of the more complex interpersonal skills are included within
the training modules.
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. TRANSLATION OF TRAINING JARGON

Warm-up - an exercise used at the beginning of a training
session to arouse trainees' interest and attention to the
training material; usually involves some intcraction betwcoen
group members.

Role-play - an exercise whereby two or more trainees are involved
in acting out imaginary roles in a simulated interpersonal
experience.

Modeling - an exercise in which two or more individuals (usually
trainers) are involved in demonstrating interpersonal
skills and applying them to a real interpersonal experience.

Behavioral rehearsal/skill practice - an exercise in which
tralnees practice skills and then receive feedback from
observers and trainers.

Debriefing - a portion of a training exercise which is intended
to enable trainees to explore and discuss their experiences
and learnings within an exercise which has just been
completed; can occur after a role-play, modeling, or behavior-
al rehearsal. !

Training design feedback - feedback which relates to the overall
training program (content, methods, materials, performance
of the team of trainecrs).

Individual feedback - feedback given to an individual trainee

T T or trainer which assesses proficiengy in use of interpersonal
skillstkeing trained as well as other aspects of his/her
interpersonal style.

Fishbowl - a physical placement of workshop participants,
involving two concentric circles; usually a small inner
circle of participants surrounded by a larger outer circle.

Training team - individuals responsible for planning and
presenting a training program/workshop

Workshop coordinator - a member of a training team who has primary
responsibility for coordinating planning sessions and makes
final decisions regarding content and training method when
the training team cannot reach a satisfactory group decision.

Lead trainer - a member of a training team who has primary
responsibility for presenting a specific module (e.g., lecturi
instructing the large group, facilitating group discussion,
timing of exercises).

Small group/home base - a designated sub-group within the large
training group which is assembled for all skill practice modul
and other exercises. The use of consistent groups encourages

+ the development of trust and provides members with a broader
base of observations for providing feedback to each other.
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Sample Time Schedule ~f Events (3-Day Workshop)

Workshop Overview and Goal-setting

Break

Distinguishing Surface and Underlying Feelings
Break

Empathy

Lunch

Developmental Helping Model/Stage I Skills
Break

Skill Practice #1

Adjournment

Risk-taking Pairs (risk commitment)
Break

Additive Empathy
Break

Skill Practice #2
Break

Peer-to-Peer Feedback
Lunch

Confrontation

Break

Skill Practice #3

Risk-taking Pairs (risk assessment)
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Day 3

12400

Note:

Adjournment

Warm~up/Goal-setting
Problem-solving

Break

Skill Practice #4

Lunch

Paradoxical Strength Orientation
Workshop Evaluation

Individual Feedback

Adjournment

This time schedule gives some idea of the time
required for cach module. An extra ten minutes is
provided at the very beginning of each day to
allow for late arrivals or preliminary announcements.
You should also anticipate taking longer time for
modules when you are working with a large group
(more than 25 trainees) or when you are implement-
ing the program for the first time. Optional
exercises for self-disclosure and immediacy (see
Appendix) can be substituted for any of the modules
on Day 2 depending on the learning needs of the
particular trainees.



EXPECTATIONS OF TIM.THING TEAMS

The following list of expectations of training teams is
intended to develop cuidelines which will promote effective
implementation of interpersonal skills training workshoos.
The expectations are based on careful study of the problems which
haveoccured in earlier training events. By learning from previous
problems, future training teams will be able to anticipate difficulties
and by following these guidelines mav actually avoid them entirely.
The expectations are divided into three sections: planning, exercise
delivery, and post-workshop debriefing.

Planninag

Many of the problems and successes of earlier workshops have
been substantially accounted for by the guality of the planning
sessions among the training team members. A general rule to follow
in conducting planning sessions is to assume that the training team
is being introduced to each exercise for the first time and has no
prior knowledge of the exact tasks to be enacted. COperating undcer
this assumption, the training team must then review all exercise
steps, wording of the instructions and role plays, specific criteria
for modeling tasks, and conient of lectures. By reviewing each
detailed step of a trainina design during planning, the members of
the training team don't have to wonder what their colleagues will
be doing while in the process of actually delivering training.

The training staff should also recognize that the training desiqn
developed in planning sessions constitutes a contract that each

member of the team has agreed upon. Therefore, the planning sessions
offer an opportunity to discuss areas of dissonance in regard tco the
content and method of training. Orce & planning session is terninated,
the training team will assume that each member is in agreement with
what material will be covered and how it will be presented.

Exercise delivery

For each exercise, one member of the training staff should scrve
as a "design consultant" who assists the "lead trainer" in the
delivery of the exercise. The consultant sits or stands closc by
the lead trainer and can answer his/her questions about the disian,
request clarification of instructions (especially when trainces
appear confused), or make direct interventions when the lead traino:
has left out a step or is inconsistent in delivering the exercisec.
Availability of the design consultant is not an excuse for insufficient
planning. 1Instead the consultant's task is to be a resource when
unanticipated prcblems occur in presenting an exercisc. Whiloe the
consultant has primary responsibility for intervening if the lcad
trainer apmpears tc be off task, the workshop ccordinater shoul:l mako
the intervention if the consultant fails to act promntly.

Post-workshop debriefing

The end of the 3-day workshop and dismissal of the mparticipant=a
may invite the traininoc team to prepars to relax, admit to phisical
fatigue, rejoice in positive feedbacl):, or think about retucning Lo
their homes. Despite these potential distractions, the post-workshup

et




debriefing should be seen as a tremendously valuable opportunity
for promoting professional growth. During these sessions, the
training team should carefully review the training design and the
participants' feedback (both written and verbal), while considering
the productive and unproductive exercises and changes which should
have been made. They should also examine their style of functioning
as a training staff. Finally, each trainer should receive feedback
on his/her demonstrated strengths and need areas. If each training
involvement is to be a viable opportunity for professional growth,
each member of the training staff should support and identify
strengths and actively challenge deficits in their colleague's
performance. This process of providing comprehensive feedback
represents the same kind of risks, caring, and involvement that the
training team would expect of participants and should demand from
each other.



GUIDFUINES FOR PLANNING SESSIONS

In presenting 3-day workshops, trainers are routinely
involved in three types of plarning procedures: 1) pre-workshop

planning; 2) post-training daily planning sessions; and 3) spontaneous

planning. These guidelines serve primarily to review the style
of planning which has characterized our involvements in earlier
training ventures.

Pre-workshop Planning. Refers to planning which takes place
just prior to the workshop.

While there have been several planning sessions earlier,
pre-workshop planning involves final review and troubleshooting
of a training design (assumes that a tentative design has been
developed prior to this meeting; this is no time to start from
scratch in major design of a 3-day workshop).

1. Plan to spend at least three hours for pre-workshop planning.

2. Specify the goals »f the planning session at the very outset.
The goals of the plarning sessions usually involve the following
areas: a) trainer int-oductions and assessment of training
staff resources; b) assessing training needs of the workshop
participants and assignments of small groups; c¢) review of the
training design and trcubleshooting; and d) trainer statements
of personal learning objectives for the workshop.

3. Trainer introductions and rescurce assessment. Since the
cohesiveness of the training staff is critical to the success
of a training program, the staff needs to exchange information

in regard to orcofessional experiences, with emphasis on discussing

personal strengths and need areas in regard to trainer role

behaviors. For incstance, each trainer might share a self assessment

statement so that all members of the team develop an idea of
their available resources. The trainers should also consider
how these resources can be used during specific situations
which may emerge during the delivery of training.

4. Needs assessment of the trainee population. The trainer who has
previously been in contact with the trainee population is
responsible for presenting some of the specific training needs
which should be addressed in the training design and for
providing input in assigning of the small "home team" groups.

It is also very useful for all trainers to empathize with the
trainee population to consider potential frustrations in a
particular agency setting.

5. Design review and troubleshooting goals. Probably the most
important activity in pre-workshop planning involves the review
and troubleshooting of a proposed training design. The basic
task for planners involves assessing the tentative design and

seeing how it will "fit" with the specific workshop participants.

During the review process, the lead trainer for each content
area should describe each exercise in specific detail so that
all trainers are in agreement with the procedures to be

{
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implemented. When procedurcs are publicized, no one has to
guess or assume that the task will be enacted during the actual
delivery process. Be sure that all trainers are clear on the
various sub-tasks within each exercise and their individual
responsibilities. The timing of each exercise, and the exact
instructions should also be reviewed.

Trainer statements of personal learning objectives. It is

very useful to use your fellow trainers as resources for your
own professional development. One way of doing this is to
specify what your objectives are so that colleagues can provide
feedback on your performance in those significant areas.

A training design constitutes a contract that each member of
the training team has agreed upon. Once agreement has been
reached, any modifications in the design -(timing, instructions,
sequence of procedures) should be checked out with all training
staff.

Post-training daily planning. Refers to planning which takes

place at the end of each day of the training event.

1

- 3

On the average, we usually spend 1 to 1% hours for this
planning activity. {

The goals of this plarning session are: a) to review written
evaluation forms or verbal feedback by workshop participants;
b) to discuss trainers' observations of the training design;

c) to develop interventions for dealing with difficult problems
with individual trainees; and d) exchange of feedback among

the training staff.

Spontaneous planning. Refers to planning activities which occ

in the process of delivering a training event or during break perio

1.

If you need to make changes in the training design while presen
the program bhe sure to assemble all trainers so that they are
clear on the intended changes.

These discussions should be held only among the training staff
are not to involve trainees.

Spontaneous planning should not involve major changes in the
design but should include modifications in timing, and consider:
of excluding certain exercise segments or offering additional
information as a result of the trainees'performance in an activ:



SPECIALIZED INTLRVENTION METHODS

The hallmark of a systematic training program is a progressive
series of tasks which enables trainees to acquire some well defined
goals, including skills, knowledge, and attitudes. Since training
is a directionful process with publicized outcomes, the trainer
is accountable for achieving the intended learning outcomes. As
a trainer, you do not have the "luxury" of attributing lack of
skill gains to "dumb", "resistant", "unmotivated" trainees. If
a significant percentage of your training population is not
achieving the desired level of skill proficiency, then the training
design needs to be carefully examined and revised.

One important measure of effective trainer functioning is the
ability to facilitate the growth of trainees who initially express
strong disagreement with the program content or who enact behaviors
which deviate from the norms operating in the training group. The
following suggested intervention methods may be useful in dealing
with trainees and training groups who may initally disagree with
the workshop content and procedures. J

1. Confront your own labels. When you find yourself attaching
terms like "resistant" or "uncooperative" to trainees, you should
carefully define the specific behaviors which they are demonstrating
and for which you are reaciting negatively. A behavior-specific
reference leads to interventions (such as feedback and confrontation)
which assist trainees in changing their behavior rather than casting
an evaluative label on the trainee as a person.

2. Examine your zone of acceptance. After identifving specific
behaviors, a trainer needs to examine his/her own frame of reference
to identify why the behavior is bothersome. For instance, I sometimes
find that my own personal investment and valuing of the helping model
causes me to feel angry with trainees who express strong disagreement
with my values. I need to challenge myself to recognize that such
participants have a right to disagree and express their differences
and that I have a responsibility to at least acknowledge that these
differences exist and perhaps commit myself to examining the alternative
beliefs of another person. In addition to examining my own reactions
to others' behaviors, I also need to consider the purpose which
a "resistant/disagreeing" posture serves for the trainee. 1In adootingqg
this paradoxical strength orientation, I often find myself admiring
the conviction and skills that are needed to express differences in
a group setting where most of the other participants are in agrcement
with the designated leaders. I deliberately attempt to admire the
different coping strategies that trainees adopt rather than condemninq
them for failing to agree with my content or to conform to my
expectations.

In examining my own frame of reference, I often discover that
my interpretation of another's behavior (i.e., sabatouging, avoiding)
is the real problem and I then work to adjust my own attitudes
toward that individual. On the other hand, I may note that thesec
behaviors have a self-defeating consequence for the trainees and 1
then recognize my responsibility for challenging them to examine




the consequences of their behorinr. In particular, if the behavior
of certain trainees disrupts the learning process for other
participants, I will work with them to assess their effect on the
total training group and perhaps develop some strategies which
enable them to meet their needs without violating the learning
needs of others.

3. Determine the extent of dissonance. In determining an
intervention, I find it helpful to assess whether I am reacting
to the behavior of an individual, the entire group, or a majority
of group members. By assessing the source of my feelings, I can
then determine the appropriate target for intervention. For
instance, if a majority of the training group disagrees or has
difficulty in acquiring the skills, I may need to make changes
in the total training design (more modeling, simplified tasks,
introduce new concepts). However, if isolated individuals are
having trouble with training, then private consultation with
those specific individuals may be the preferred intervention.

I think it is highly inappropriate for a trainer to involve a
whole group in a intervention which should really be focused on
a few individuals.

4. Model the skilis which you value. One of the best ways
of influencing those who Jdisagree with your values about helping
is to behave in a manner consistent with your expressed values
in relationships with those individuals. By modeling the skills
in interactions with trainees, they have the opportunity to
experience the impact of the skills on a very personal basis
rather than simply adhering to what they have heard or read.
Furthermore, a trainer can earn the respect and trust of trainees
by putting his/her own skills on-the-line.

Arnold Goldstein, the founder of Structered Learning Therapy
has devised an intervention method which he calls "Empathic
Encouragement" in which the trainer first empathizes with the
trainees and then offers a suggestion or rationale for alternative
behaviors. The empathic encouragement method involves the following
steps:

Step 1l: Offer the resistent trainee the opportunity to descrit
their disagreement with the information presented or
their reluctance to engage in behaviors consistent
with the publicized group norms, and listen nondefensi

Step 2: Empathize with the trainee's feelings and causes of
feelings.

Step 3: If appropriate, respond that the trainee's view is a
viable alternative.

Step 4: Present your own view in greater detail with both
supportive reasons and probable outcomes.

Step 5: Encourage the trainee to tentatively try to consider
your frame of reference or to attempt alternative
behaviors.



LB

Example: "When you try ouc these new skills, you feel
frustrated and discouraged when your initial attempts
are not exactly correct. It also sounds like these

skills matter to you and you want to be able to use them
effectively. I really hope that you can recognize that
you are in the process of learning new behaviors and that
it's usually difficult to perform them right on your
first try. Effective helping is a difficult task .which
just doesn't come automatically. I want to encourage you
not to get disappointed with yourself because of problems
in your initial attempts to use the skills. I suggest
you give yourself several chances to practice and receive
feedback. You may not get them perfect the first time but
there is a good chance you will be able to improve your
skills, the more attempts you make to practice them."

5. Redesign training to respond to emerging needs. If you
sense that an entire group or a large proportion of your participants
is having difficulty with the proposed helping model, I would
suggest that you make an intervention that enables them to express
their differences. For instance, you might gather the group
together and develop a needs assessment strategy which enables them
to express the frustrations and difficulties which they encounter
with their clients (i.e.. tiie kinds of interventions they attempt
and which fail). By enabling trainees to identify what doesn't
work for them you let them kaow that you recognize their frustrations
(maybe that's an immediacy message 'that they're trying to get
across to you anyway) and you also hook them into a position of
searching for interventions that will be more productive (i.e., the
elements of the developmental helping model).

When groups doubt whether the skills will work with their
particular client population, I often wonder whether the model
is at fault or whether the helpers' attempt to implement the
model are ineffective. 1In order to assess this issue, it may
be useful to design a session where participants can role play
their toughest clients and then receive feedback on their attempts
to implement skills of the developmental helping model.
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PROCESS CONSULTATION (PC)

Overview of the Training Method

Process consultation (PC) is a training method which enables
trainees to learn about their own process as a helper while they
are involved in a live counseling interaction. The PC teaching
strategy assumes most helpers can benefit from learning how to
effectively sort and organize their inner thoughts, feelings,
perceptions, and intentions which are stimulated during inter-
action with a helpee. More specifically, PC enables helpers to
increase their awareness of what is going on during an inter-
action, decide what they want to do, and then formulate a response
which achieves their intended purpose.

Process consultation aims to integrate three elements of a
helper's process: awareness, intentions, and actions. Awareness
refers to a helper's experiencing of the helpee as well as
experiencing of self. Since helpers are constantly receiving
the helpee's material and, in turn, are reacting to this material,
they cannot possibly be conscious of all that is happening in any
given moment. Process consultation enables helpers to disengage
from an interaction in order to organize what they are experiencing.
By deliberately focusing on their immediate awareness, helpers
can sort and organize material and then determine their intentions--
the effect they want to have on the helpee and the intervention
they want to make to elicit that desired effect. 1In considering
intentions, helpers determire the type of response (e.g.,
questions, empathy, summary, immediacy, confrontation) which
seems to be called for by the immediate situation. Finally,
helpers must act on their intentions. In process consultation,
the helper can develop the proper words and phrases to include
in their message to a helpee.

Methodology

PC occurs during the immediate moments of a helper-helpee
interaction at any time when the helper wishes to temporarily
disengage from listening and responding to the helpee in order
to seek assistance from the process consultant. The helper might
wish consultation for any number of reasons: 1) to help in
developing an organized understanding of the helpee's expressed
material; 2) to decide what to do when lost or indecisive as to the
direction to take in an interview; and 3) to process understandings
of the helpee's material in preparing for use of stage II
challenging skills (e.g., additive empathy, confrontations,
immediacy). During consultation periods, the helper works with
the process consultant (while the helpee simply listens in) in
gaining a clearer grasp of what s/he is experiencing in the
immediate interaction and what s/he intends to do.

Process Consultant's Role and Function

The consultant's primary function is to focus and organize
the helper's experience of what is going on in the here-and-now
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of La counseliné interaction. When helpers depart from the give

and take of relating to helpees to explore their own experience,-

they can become more aware of what they are sensing and under-
standing. Futhermore, the consultant's questions and responses
are intended to aid helpers in formulating strategy (what to do)
and responses (how to say it). The consultant is not an expert
advisor who supplies the "right" responses to the helper.
Instead, s/he serves as a facilitator of learning who enables
helpers to publicize their data and to constructively struggle
to find their own direction. As by-product of this teaching
strategy, helpers learn more than just a way to respond --

they actually learn to conduct immediate process consultation
for themselves. Process consultation provides the opportunity
to discover and practice self-trouble-shooting procedures for
application in situations outside of training where the luxury
of a consultant as an expert resource is usually not available.

Guidelines for Process Consultation

The process consultant functions are accomplished by
practicing these basic guidelines:

1. Physical positioning. Position yourself in a space which
is not obtrusive to the trainees yet enables the helper
to easilygain your acsisiance (e.g., sitting to either side
of the helper and facing them)'.

2. Instructions. Provide clear instructions on the purpose of
process consultation, and when and how the consultant can
be used.

3. Listen closely to the helper. The best way to develop
functional questions is to listen to the helper's comments
(during consultation periods) and to then develop questions
to address any areas of concern. A consultant's guestions
should be based on feedback from the helper rather than
repeating a rigid interrogation style or by hit-or-miss
questions.

4. Ask open-ended questions which increase the helper's awareness

of what s/he is experiencing and what s/he wants to do
when the interview resumes.

5. Focus on the here-and-now and not the there-and-then.
6. Question without investment. Avoid making leading questions
which suggest the direction which you would like the helper

to pursue.

7. Encourage the helper to rehearse responses with you prior
to sharing with the helpee.

8. Model responses if the helper is having great difficulty in
finding words for what s/he wants to say.
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Use analogies and imaceryv to stimulate creative thinking.
For instance, the helper might be encouraged to access
feeling words through the following analogy: "How would
you feel if I told you that you would find a 80 pound
weight on your back and you would never know when it was
going to be there and you have had lots of experience with
that happening?"

Consultation sessions should be brief (1% - 2 minutes)
to avoid diverting focus from the helper-helpee interaction.

The process consultant's role consists of three major

activities: instructing, consulting, and debriefing.

Instructing. To prepare trainees for their tasks during

process consultation, clear instructions need to be provided
prior to the interaction. These instructions should approximate
the following example in ccntent and sequence:

"Whenever you are counseling someone, your mind is
working very fast to make sense of what the other person
is saying, to decide what help is needed, to formulate
what to say next, and to consciously recognize your own
feelings and impressions. With all this activity going on,
it is useful for a h:lper to disengage from the active give
and take of relating to a helpee in order to sort through
and organize the thoughts, perceptions, and feelings s/he
may be experiencing. Process consultation provides that
kind of opportunity. As a helper, you may stop the interact
whenever you feel stuck and don't know what to do next or
when you have a number of alternative approaches to take anc
want to decide on a preferred approach or simply when you
might want to sort out your own understanding of the
helpee's material. On those occasions, simply signal the
helpee that you are stopping the interaction, face me
(the process consultant) and describe what you are thinking,
feeling, or perceiving at, that moment which has caused you
to stop the interaction. As consultant, I will ask you some
guestions to enable you to explore and order your experienct
I will use these questions to help you develop your own
stragegy about what to do next and how you want to respond.
We may even rehearse the response. I will not be an
advisor who tells you what to do. Our consultations will
be fairly brief and then you will resume the interview
by picking up from right where you left off. The helpee
should silently listen in during consultations and make
use of any material discussed which seems to be productive.
Any gquestions on what I'm asking you to do?"
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Consulting. The following open-ended questions can be
used during process consultation periods:

1,

Questions for focusing helper understanding:

What do you understand the helpee to be saying?
What feelings is s/he expressing?

What is the helpee saying about the importance of
this event/experience?

Questions for exploring helper "roundblocks":

What 1is causing you to be stuck/tentative?

What is preventing you from saying that?

How do they imagine the helpee will react?

What risks are involved for you in sharing that
perception?

Questions for facilitating additive empathy responses:

How does the helpec feel toward him/herself?

What does the helpee avoid doing which might contribute
to the problem?

What does the helpee want to be able to do?
How is the helpee's behavior maintaining the problem?

What might be some feelings that the helpee hasn't
expressed but which might be expected in this situation?

What patterns of behavior are evident?

What events trigger this patterned behavior?

What are the consequences for the helpee?

What assumptions/impressions does the helpee have
about him/herself?

Questions for facilitating immediacy responses:
What is the helpee trying to tell you that s/he can't
say directly?

How is the helpee's behavior effecting you?

What are you prompted to do/say/feel?

What does the helpee gain if you feel/act this way?

What do you sense the helpee wants from you?

p——n
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Debriefing. A brief peri~”d for debriefing (immediately
following the interaction) enables the helper to consolidate
any new learnings. In debriefing, the helper can review and
clarify any valuable learnings which developed during consult-
ations. The intent of debriefing is to capsulize any learnings
which have taken place and to consider applications in. future
helping interactions.

O

Questions to use in debriefing:

What have you learned or relearned?
How do you intend to use what you have learned?

What do you like or dislike about your work in this
interaction?

1 This particular method of process consultation was developed
by Bob Griffin.
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ELEMENTS OF TRAINER-TO-TRAINEE FEEDBACK

Trainer—-to-trainee feedback is used primarily in the context
of training (e.g., assertion training, parent effectiveness
training, interpersonal skills training) where one person, a
trainer, is responsible for influencing the behavior of another
person, a trainee, toward a specific direction. This style of
feedback assesses the degree to which a trainee's behavior
matches or departs from a set of mastery performance criteria.
Trainer-to-trainee feedback evaluates a trainee's performance
in comparison to some reference point with the intent of
maintaining, increasing, decreasing, or modifying the behavior.
The reference criteria should describe specific goal behaviors
which can be observed and assessed and should be presented to
trainees prior to their skill implementation attempts. When
these conditions are met, the trainee has a clear idea of what
actions to initiate and what yardstick observers will be using
for their feedback.

An effective format for giving trainer-to-trainee feedback
contains the following elements: (a) categorizing the general
skill area, (b) describing svecific strengths and need areas,
and (c) suggesting .alternative behaviors. The following feedback
statements illustrates elements a-c:

(a) "During large group presentations, I observed
your skills in responding to our gquestions. (b) I
liked your ability to accurately rephrase and
clarify questions and to provide concise answers
which contained lots of examples. However, I was
bothered when you frequently used hypothetical
situations as examples instead of your own life
experiences or instances from this workshop. On
one occasion when you mentioned your personal
encounter with a child abusing mother, I noticed
we maintained closer eye contact, leaned toward
you, and responded with more comments. (c) I would
like you to try sharing more of your own personal
experiences when illustrating concepts."

Categorizing the general skill area. A trainer's first
task in giving feedback involves reporting when observations were
made and what behaviors were assessed. When the performance

conditions and the broad category of behavior are clearly identified,

the receiver of feedback is better oriented to weigh the trainer's
evaluations.

Describe specific strengths and need areas. A behavior
is classified as a strength when 1t approximates mastery level
criteria and achieves intended outcomes. Need areas are
distinguished by behaviors which deviate from established
criteria and result in unproductive outcomes. The comprehensive

P |
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assessment of strengths and ncod areas assumes people learn
from finding out what they do well and what they can improve
upon.

Irregardless of whether feedback is supportive or
corrective in content, the behavioral focus must be
maintained (Goldstein, Sprafkin, & Gershaw, 1976). Comments
must point to the presence of absence of specific, concrete

‘behaviors and not take the form of broad generalities. For

instance, a trainee gains very little information for replicating
behavior when s/he is described as "warm," "caring," or "involved".
Instead, observable behaviors such as maintaining eye contact,
offering verbal praise, and responding to feelings of others
(empathy), should be reported to encourage a repeat performance.

‘Similarly, corrective feedback is more likely to be used when

trainees understand how their actions deviate from established
performance guidelines.

Suggesting alternative behaviors. When identifying strengths,
the trainer generally encourages maintenance of behavior. However,
when pointing out deficits, the trainer is responsible for
suggesting more effective actions. It makes little sense
to tell someone their sk’lls need improvement if you can't tell
them how to accomplish their tasks more effectively. Suggestions
may involve a descripticn oi possible corrective actions or
direct modeling of behaviors representative of mastery level criter

The trainer's goal in providing feedback is to make it
understandable and useful to the trainee. To achieve this
objective, the trainer enacts the following progression of
tasks:

1. Observe the trainee in performance of the designated
skill.

2. Identify instances where the trainee's performance
matches and deviates from mastery level criteria.

3. Identify the effects of the trainee's behavior on
others (i.e., recipients of skills).

4. Determine the trainee's relative strengths and need
areas.

5. Order the elements of feedback into an appropriate
sequence.

The following sentence stems can be used in delivering
feedback:

"During (describe performance conditions)
observed (describe categories of behavior)
liked (examples of strengths)

was bothered by (examples of need areas)
noticed (effects of the behavior on others)
would like you to try (suggestions)"

HHHMHH




18

6. Request the receiver to summarize his/her understanding
of your feedback.
7. Listen to the receiver's summary statement.

8. Correct any misunderstanding of your feedback.
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ROLE-PLAY SIMULATIONS

In role-play simulations, two or more "actors" are involved
in an imaginary interpersonal situation. Each actor receives a
brief verbal or written description of their particular character
and the immediate context for interaction. Prior to enacting a
role, each actor determines the predominant feeling tone(s) to be
expressed and information they might want to introduce. There are
no "right" or "wrong" ways to role-play other than being authentic
to the role guidelines and the situational context. Role-play
simulations may involve all participants as actors or persons may
be designated as "observers" (who report their observations of
actor's behaviors) and "alter egos" (who try to identify emotionally
with particular actors). Once the role-play is completed, group
members examine their experiences, with actors describing the
personal impact of their role and observers reporting observations
of the communication process. The group processing of a role-play
is the primary source of consolidating learnings as unigue and
recurring responses to the interaction are expressed. Role-plays
serve a variety of purposes including: studying the psychological
effects of particular response modes, exposing hidden agendas and
potential underlying feelings, analyzing themes and patterns of
behavior, and identifving possible -intervention strategies. Transfe
of training is increased as trainees reach learnings through
experiential, self-discovery which is more impactful than being tolc
by someone else (as through lecture).

Guidelines for facilitating role-plays

1. Stage setting

a. Describe the method and purpose for role-plays

b. Divide the training group into various character roles

c. Offer brief character role descriptions. Basic facts
to include are: approximate age and sex, relevant
history of the existing relationships between charact:
purpose of the immediate interaction, and the amount
of time for the role-play

d. Identify characters and describe the purpose of the
immediate interaction for observers. Assign observer
specific actions to watch for during the role-play

2. Role-playing

a. Listen to various actors to assess their ability to en
the role-play. You may need to clarify questions, repe
parts of instructions, or model responses to facilitat
active involvement in the role-play

3. Debriefing

a. Offer open guestions which enable actors to describe
their experiences during the completed role-play

b. Offer open questions which enable observers to descri
their observations of the completed role-play

c. Summarize the information reported by actors and obser

d. Discuss application of general learnings from the role
to other interpersonal experiences (e.g., work settin
family life).



Module 1: Workshop Overview anu voal -sctting

Purpose:
This session will enable participants to:

1. Learn about training group norms/expectations and strate.gies for
maximizing learning opportunities

2. Learn about the sequence of training events for the threec-day

workshop
3. Write responses to a pre-training questionnaire which asscsses:
(a) perceived strengths and need areas as a helper;
(b) rank ordering of personal learrning objectives for the workshop;

~(c) description of enabling behaviors necessary for achievement of
personal goals

4. Practice self disclosure by sharing personal information with other
group members

5. Practice listening skills by summarizing perscnal information
shared by another participant during a brief dydadic interaction

Procedure:
A. Trainer's fishbowl interaction

1. Assemble the group into a fishbowl arrangement, with trainees
forming an outer circle and trainers forming an inner circle

2. Give role instructions
a. Trainers - discuss the personal significance of the
workshop; e.g., describing expectations of trainers
and trainees, anticipating trainee's reactions to the
training experience and suggesting strategies for
maximizing learning; empathizing with the likely
difficulties trainees have in their customary work sectinas
b. Trainees - listen to the trainer's interaction, nhote
reactions to their statements, and share those reactions
once the interaction ends
3. Trainer's interaction (5-10 minutes)
4. Solicit trainees' reactions

a. Empathize with their concerns and hopes

b. Offer suggestions for dealing with emeigying ncils
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Goal setting

b

w
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Describe briefly workshop <content, sequence of events and
training methods (e.g., IPR, feedback)

Lead trainees in completlon of form for "self-study and
personal goals"”

a. Self-assessment of helping and training skills:
trainees consider their recent activities as helper
and write descriptions of their primary strengths
and limitations

b. Personal goals statement: trainees review a list of
potential goals and rank order at least three goals
in terms of personal significance

c. Enabling behaviors: trainees consider their goals
and the training format and then describe what
personal risks or actions they need to implement
to achieve a successful workshop outcome

Assemble participarts in small groups/home teams

Within small groups, assemble members in dyads and describe
tasks:

a. Talker - expresses what they want to gain in the
workshop and what they need to do (as a participant-
learner) to achieve those gains

b. Listener - helps the talker to be clear and specific
about his/her objectives and learning tasks

After 5 minute interactions, all dyads are terminated and
roles are switched

Re-assemble dyads into small groups and describe tasks:

a. Each listener-talker pair will move to the middle
of the circle and exchange brief summary statements
of the most significant information they heard about
their partner's workshop goals and learning tasks

b. Summary statements are delivered to their partner
rather than to the general group (e.g., use of the
word "you" instead of "he" or "she")

Monitor summarizations by making interventions which
encourage specificity, conciseness, and direct communication
(first person pronouns)
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Training Tips

1

Establish behavioral expectations and group norms at the outsct

Since the training experience involves a relatively briel
contact, it is critical to define normative behaviors and
expectations which facilitate efficient accomplishment

of program objectives. By letting participants knowe the
kinds of behaviors which enable them to get the most out of
training, they can make necessary adjustments in their
customary style of learning/participating in workshops.

The trainer's fishbowl interaction is an excellent procedure
for expressing behavioral expectations. Some expectations
inherent to the workshop are:

a.

Experimentation - participants should use the laboratory
setting to suspend reliance on established behaviors and
thoroughly practice new skills.

Contracting - participants should recognize that they will
frequently be "unfinished" in their interactions due to
time restrictions for exercises. If they need to complete
their interaction to resolve any interpersonal issues
precipitated, they should state their intention to other
involved participants. Closure for personal issues is not
always achieved during formal training hours and trainees
need to be responsible for setting off their own time for
resolution of concerns.

Challenging is a way of caring - appropriate confrontation

and feedback should be used to encourage productive examinaticn
of one's interpersonal style. Participants should be open

to receiving as well as initiating responsible challenges.

When training is an opportunity for learning and changing,

it involves the mutual sharing and processing of alternative
frames of reference (not through constant supportinag or

flight from challenge) .

Goal - orientation - participants should clarify skills thoy
wish to upgrade and monitor their progress in specific arcas.



24

Self - sStudy an! Personal Goals

During the workshop sessions, you will ke involved in small group exercises which
will enable you to 1) refine present counseling skills and develor additional skil
and 2) engage in study of your own style of listening and responding. Inbordey
to achieve these general goals, it is important for you to carefully assess your
present counseling skills and to clearly define what you want to gain from these
training sessions. By specifying what changes you want to achieve, you increase tf

prokability of deriving a successful outcome from this experience.

A. Self assessment of counseliiyg skills

1. What do you thirk are your greatest strengths as a helper? Describe briefl

2. What do you think are your gieatest limitations as a helper? Describe brie

<.
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B. Personal goals

(c)

(h)

(1)

Please number (1,2,3, etc.) the following goals, according to how important

they are to you (with "1" heing most irportant”.

Rank at least three goals.

Fill in brief descriptions where necessary to insure specific qgoal definitio

Spaces h through j are -reserved for you to write your own personal goals

which may not be included in this list (a - g).

I would like to receive feedback fram other people regarding my
counseling skills

I would like to improve my ability to recognize and respond to
the underlying feelings and themes expressed by clients

I would like to be able to study my own counseling style to
learn about my personal strengths and limitations

I would like to better able to develop constructive confronta-
tion responses

I would like to be better able to effectively share my own
personal feelings and thoughts with a client

I would like to be better able to offer more constructive fecd-
back responses '

I would like to learn about training methods and small group
exercises used in training of therapists

(a)

(c)
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Z. Enabling behaviors

What do you need to do during training to achiewve your personally successful
outcame?

(To be cawpleted at the end of training)

Overall Assessment of the Workshop

o gain Some gain Grea:



Module 2:

Purpose:
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Distinguishing Overt and Underlying TFeclings

This session will enable participants to:

1. 1Identify overt and underlying feelings which are contained in
a role play interaction

2. Describe the effects of feeling expression on a communication
process
Procedure:

A. Didactic presentation

1s

What.is a role play?

a.

Role plays involve two or more "actors" enacting an
imaginary situation

Actors are provided with a brief description of their
role and the situvation for interaction

Actors decide on the dominant emotions they will express
prior to playing the role

Actors play out the role being authentic to the role
guidelines and situational context. Theré is no
"right" or "wrong" way to play a role

At the end of the role play, actors will describe

their feelings and thoughts which transpired during the
role play. By examining the differences and similarities
of actors' experiences, the group can develop a series

of general learning points about interpersonal communcation.

B. Guided role play sequence

It

2.

Divide the group into dyads

Request members of each dyad to assume the role of parent
(mother or father) and a teenager respectively

Describe the following roles:

a)

Teenager - "You are a chronic runaway. You have run awav
from home six times in the past year. Right now, in vour
most recent escape, you've been gone for three months.
You decide to call home and your parents say things are
O.K. and they want you to come home. You return home,
only to find the police waiting in your driveway preparcd
to take you to the Youth Detention Center. VYou'v> spent
the night at the shelter, and in a few minutes vou'll be
meeting with your parents."
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b) Parents - "Your child is a chronic runaway. You wanted

him/Wer home. For whatever reason, you called the
police. Now you're alout to meet with your child.

Take a few minutes to get a feel for your role and then
start the role play."

4. Encourage participants to play the role authentjcally.

Following a brief role playing sequence, participants are
requested to describe the dominant feelings expressed by
their counterpart. FIxample: If a teenager, how did your
parents respond to you? What feelings did they express?

List feelings supplied by both parent and teenager. These
lists are designated as "overt/s