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ABSTRACT 

An instructional package is presented for training pre-

intern psychologists in behavioral interviewing techniques. A 

specific interview format, the Problem Identification Interview, 

was combined with microsetting technology to provide an efficient 

method of training consultation verbal skills. 

The instructional package was evaluated with a multiple 

baseline across subjects design. 

Results of the study indicated that verbal skills specif

ic to the interviewing format were acquired when the instruction

al package was used. The acquired skills were maintained across 

several experimental sessions and at a two month follow-up. A 

social validation questionnaire revealed that subjects of the 

study found the training to be preferable to traditional methods 

and relevant to future applied practice. 

The implications of this study for the training of psy

chologists and other professionals providing problem solving ser

vices were discussed. 

viii 



CHAPTER 1 

INTRODUCTION 

Behavioral assessment has made numerous advances over the 

past decade. With these advances have come numerous pleas for 

an empirical basis for behavioral assessment strategies (Nelson 

and Hayes 1979; Hartmann, Roper, and Bradford 1979). The inter

view represents one assessment area within contemporary behavior 

therapy where relatively little empirical work has occurred. 

This is surprising in light of the pervasive use of interviews in 

behavioral assessment. However, a number of writers have pre

sented conceptual and methodological issues that are involved in 

interview assessment and which should guide research in this area 

(Nay 1979; Haynes 1978; Ciminero 1977; Meyer, Liddell, and Lyons 

1977; Morganstern 1976). 

The behavioral assessment interview is primarily used for 

three purposes: namely, as a diagnostic or screening instrument, 

as an instrument for developing intervention programs, and as a 

program evaluation instrument (Haynes and Jensen 1979). In ap

plied behavior therapy, the interview is most often used to iden

tify problem behaviors, analyze maintaining contingencies on 

behavior, and develop and monitor an intervention program (Kratoch-

will 1980; Linehan 1978; Bergan 1977; Kanfer and Grimm 1977; Kanfer 

1 
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and Saslow 1979). Again, research on these various functions 

of the interview in behavioral assessment is sparce. As Haynes 

and Jensen (1979) noted, support for the utility and validity of 

interview assessment is frequently assumed (presumed) from the 

successful intervention plan that follows the pre-intervention 

interview or problem identification phase. However, without an 

empirical analysis of its contribution, the role of the inter

view in assessment remains tentative at best. 

Some evidence suggests that the problem identification 

phase of behavioral interview assessment is extremely important 

in solving various behavior problems (Bergan and Tombari 1976). 

These authors analyzed success in achieving stated problem solv

ing goals using predictor variables measuring consultant effici

ency, interviewing skills, and flexibility in applying behavioral 

principles. Results of the study indicated that the predictor 

variables exerted maximum impact on the initial problem-

identification phase of the problem solving process. Interest

ingly, psychologists lacking in problem identification interview 

skills failed to identify client behavior problems and, as a re

sult, never reached the stage of treatment development and imple

mentation. Psychologists successful in identifying problems were 

almost invariably able to solve the client's problems. 

Realizing the importance of the problem identification 

role of behavioral interview assessment. Hay et al. (1979) exam

ined the reliability of problem identification in four 
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interviewers who conducted comprehensive behavioral interviews 

with the same four clients. The results suggested that it was 

possible to generalize across interviewers with respect to the 

overall number of areas identified as problems for a client. 

However, inter-interviewer agreement on specific problem areas 

and items showed low levels of reliability. Hay et al. (1979) . 

suggested that variations in the specific areas and items identi

fied as problems (input variables) and the loss of interview data 

through informal recording (output variables) likely contributed 

to attenuated reliability. Standardization of interview assess

ment was suggested as one possible solution to the reliability 

problem. 

A standardized set of interview formats has been devel

oped as part of a behavioral consultation model (Bergan 1977; 

Kratochwill and Bergan 1978). Within this approach a problem 

identification interview format has been developed which leads to 

identification of the problems presented and to the type and man

ner of data collection. An important part of the standardization 

process in problem identification involves the operational speci

fication of verbalizations occurring during the interview and the 

training of these skills in student psychologists. Specific 

training in interview skills would be a high priority in imple

mentation of behavioral assessment. Yet, virtually no research 

has occurred in this area. An often overlooked, but important 

study, of training interview skills was conducted by Goodwin, 
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Garvey, and Barclay 1971). These authors reported the experi

mental evaluation of a training procedure (termed microconsulta-

tion) for transmitting a set of interview skills for using 

behavior modification with teachers. An eight-week summer work

shop was conducted with 30 psychologists who were exposed to a 

training package. Post-test measures of interview techniques at 

the end of training and after a two-month interval in the psy

chologists' home school districts found significant changes in 

skills over control groups receiving only video exposure and no 

experimental contact. 

The first objective of the present study was to develop a 

standardized format for training behavioral clinicians in problem 

identification interview assessment. Specific training of inter

viewing skills should reduce the range of variation in interview

ers' verbalizations (Bergan and Tombari 1975). This was done by 

employing the consultation problem identification interview strat

egy and by developing a set of analogue problems commonly en

countered by school psychologists. This format allows training 

in problem identification interview in assessment courses prior 

to the clinician's contact with actual clients in the natural 

environment. 

A second objective of the study was to test the efficacy 

of the standardized training package to impart problem identifi

cation interview skills. In view of the promise of the Goodwin 

et al. (1971) study and the overall efficacy of behavioral 
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training packages (Azrin 1977; Ford 1979; Kazdin and Wilson 

1978), a problem identification interview training package was 

developed consisting of the following components: a videotape 

model depicting a problem identification interview, written in

structions, formal protocol for responses, behavioral rehearsal, 

and structured feedback. This study was perceived as a first in 

a series that examine the efficacy of training in behavioral in

terview assessment. 



CHAPTER 2 

REVIEW OF RESEARCH 

This review focuses on the three major research areas. 

These areas include behavioral interviewing, behavioral consulta

tion, and microsetting teaching technologies. The emphasis on 

interviewing and consultation is directly apparent. The inclu

sion of microsetting technology reflects the fact that the com

ponents of the proposed training procedure have been assembled 

from the various reported applications of the technology. 

These microsetting technologies have been available for 

several years and have been used in diverse settings, by numer

ous disciplines, academic and non-academic, for training a vari

ety of skills (cf. Fuller and Manning 1973). Out of the panoply 

of applications have come an assortment of research studies which 

have identified the major components of the microsetting technol

ogy. This review examines these studies with particular atten

tion to the types of research designs employed, subjects used, 

and results realized. Those studies which have taught consulta

tion interviewing skills through some form of microsetting are 

emphasized in order to isolate the essential teaching 

components. 

5 
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Secondly, this review discusses behavioral consultation 

with particular emphasis on Bergan's (1977) model of behavioral 

consultation. The review will focus on research results and im

plications for the problem identification interviews. Necessary 

consultant skills and prospective dependent variables will be 

emphasized. 

Interviewing 

The behavioral interview is one of the most frequently 

used methods of behavioral assessment. Its use for information 

gathering and for hypothesis testing has been well documented 

(Ciminero 1977; Linehan 1978). The importance of interviews for 

establishing the goals and objectives of behavioral treatment as 

well as for analyzing the antecedent stimulus events and conse

quent stimulus events controlling the problem behavior has been 

discussed (Bergan 1977; Ciminero 1977; Kazdin 1975). There have 

been several published reports of behavioral interviews (Rimm and 

Masters 1974; Fensterheim 1962; Lazarus 1971; Wolpe 1969; 

Peterson 1968). The general format of the initial behavioral in

terview has been described as follows: (1) an initial descrip

tion of the problem, (2) a specification of the problem in 

observable terms, (3) a redefinition of the problem in functional 

terms, and (4) a final summary (Morganstern 1975). Kanfer and 

Saslow (1969, pp. 430-437) recommended inclusion of: (1) analy

sis of the problem situation (including behavioral excesses, 

deficits, and assets), (2) clarification of the problem situation 
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that maintains the targeted behaviors, (3) a motivational analy

sis, (4) a developmental analysis (including biological, socio

logical, and behavioral changes), (5) analysis of client's 

self-control skills, (6) analysis of social relationships, and 

(7) analysis of client's socio-cultural-physical environment to 

establish norms surrounding the problem behavior. 

Interviewer skills are equally as important as the inter

view format. Descriptions of interviewer sVtills have ranged from 

global response categories such as warmth, interest, and empathy 

(Morganstern 1976) to more empirically specific stimulus and re

sponse events such as elicitors and emitters (Bergan 1977). 

Systematic evaluation of interview verbalizations has 

been a by-product of the development of psychotherapy (Snyder 

1945; Curran 1945; Porter 1943; Haigh 1949). However, this eval

uation has been slow due to the suspect nature of the self-report 

data generated by an interview, the lack of reliability and va

lidity data for behavioral interviewing, and the shortage of 

standardized behavioral interviews (Linehan 1978). But, with the 

increasing demand for consultation services, the training of be

havioral interviewers and the resolution of the empirical ques

tions surrounding behavioral interviews will become crucial 

(Krista and Medway 1978; Bergan 1977; Bergan and Tombari 1975; 

Meyers 1973; Reger 1967). 

One standardized format of behavioral interview has been 

incorporated in a consultation model for providing psychological 
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services (Bergan 1977; Kratochwill and Bergan 1978). This model, 

referred to as "behavioral consultation," incorporates behavioral 

principles and techniques to be delivered via a series of inter

views. It also provides a consultation analysis procedure, and 

it has been tentatively validated (Bergan and Tombari 1975). 

Behavioral Consultation 

In Bergan's (1977) model, there are four phases or compo

nents of the consultative process: problem identification, prob

lem analysis, plan implementation, and plan evaluation. 

Initially, the consultative process begins with the identifica

tion of a client with an academic and/or behavioral problem. The 

consultant interviews the consultee, usually a parent or a teach

er, who has made a request for service. During this initial in

terview, a specific observable problem is identified, and the 

antecedent, sequential, and consequent environmental conditions 

which are eliciting and reinforcing the problem behavior are de

scribed by the consultee. The consultant requests that the con

sultee collect data on the problem behavior. Throughout this 

identification process, the verbal behavior of the consultee is 

controlled by the consultant's verbal behavior so that the re

quired information is elicited (Bergan and Tombari 1975). 

If the consultee has collected adequate data (i.e., suf

ficient to establish a stable baseline level), a second inter

view is conducted during which the consultant and the consultee 

design a plan with which to modify the problem behavior. The 
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plan is the result of the analysis of the antecedent, sequential, 

and consequent events controlling the behavior. Consideration is 

given to any sociological or ecological effects which might jeop

ardize the plan (Petrie et al. in press; Repucci and Saunders 

1974). Data collection on the targeted behavior is also contin

ued during this phase. 

Once an acceptable plan has been agreed upon and the pos

sible effects of such a plan have been discussed, the plan is im

plemented. The consultee takes responsibility for supervising 

the daily operation of the plan. The consultant provides any 

consultee training which is necessary, and he/she monitors plan 

progress. Data collection procedures are revised if necessary, 

and data are collected throughout plan implementation. 

Finally, after the passage of an agreed upon amount of 

time, the consultant and consultee meet for an evaluation inter

view. Pre- and post-intervention data, collected on the target 

behavior, are graphed. The consultant elicits from the consultee 

a decision as to whether or not the problem behavior is under 

control. The consultation process is then terminated or reverts 

back to the problem identification or problem analysis stage. 

Studies have been conducted by Bergan and his associates 

(Bergan and Tombari 1975, 1976) to investigate specific processes 

and skills involved in the applied use of the consultation model. 

Bergan and Tombari (1975) presented an in-depth discussion of a 

method for analyzing consultant verbalizations during 



consultation interviews. In the course of the article, Bergan 

and Tombari discussed the criteria necessary to achieve the pur

poses of the consultation interviews. Generally, the structure 

of the interviews remains constant. The initial segment of the 

interviews calls for discussion of matters of fact. The second 

section of the interviews calls for analysis either of the spe

cific problem behavior or of the plan implemented to solve the 

problem. The final section of the interview calls for a discus

sion of measurement and assessment techniques. The common struc

ture of the interviews makes design of instructional packages a 

less complex procedure. 

In a study conducted to investigate the relation between 

consultant skills and efficiency and the implementation and out

comes of consultation, Bergan and Tombari (1976) identified 

critical areas of consultation. They examined 806 cases referred 

for psychological services in the national Follow-Through Program. 

The subjects of this study represented a diverse variety of geo

graphic and ethnic groups as well as urban and rural settings. 

The data from this study analyzed in a multiple regression proce

dure indicated that consultants who were successful in identify

ing problems were able to solve those problems. 

These two studies demonstrate that the successful imple

mentation of behavioral consultation is dependent on the consul

tant's skills. Skills are imparted through training and 

developed through clinical experience. While the principles and 
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techniques of behavior therapy have been emphasized in research, 

the actual process of training the consultants in behavioral in

terviewing has not been adequately scrutinized. It is interest

ing therefore, that a model for training verbal interviewing 

skills has developed concurrently with behavioral consultation. 

This model has been referred to as microteaching. 

Microteaching 

Microteaching is a package program approach to training 

verbal skills. As such it offers an empirically validated tech

nology which can be adapted for use with psychologists and psy

chological interviewing skills. 

Historically, the application of microsetting techniques 

dates back to the early 1950's. The early studies (Bloom 1954; 

Gaier 1952) attempted to improve student recall by replaying 

audio tapes of short classroom discussions. The introduction of 

visual feedback, at first film and later videotape, caused a 

major change in the microteaching format. The first half of the 

1960's saw a large number of research studies using videotape in 

a self-confrontation mode. This was particularly evident in 

counselor education where the training emphasized focusing on 

verbal and non-verbal cues emitted by clients (Kagan, Krathwohl, 

and Farquhar 1955). 

With technological advances resulting in less expensive 

and more portable equipment, the use of videotape and self-

confrontation burgeoned. Self-confrontation was used with 



alcoholics (Munoz 1972), basketball players (Cooper 1970), crimi 

nals (Berner, Grunberger, and Sluga 1971), and psychiatrists 

(Berger 1970). Throughout this period of growth, microteaching, 

involving videotape self-confrontation, was used extensively in 

education. Professions using microteaching included agriculture 

(Hedges 1970), engineering (Perlberg 1970), languages (Eder 

1971), interpersonal communication (Solomon, Perry, and Devine 

1970), mathematics (Gall 1971), and religion (Hemrick 1971). 

The microteaching model as originally developed was in

tended for use with training teachers (Bush and Allen 1964). It 

has since been adapted for use with a wider range of clients and 

situations so that the term "microsetting" is more appropriate. 

The basic elements which characterize the microsetting model are 

1. Structuring of the components which define a teaching 
or an advisory situation. 

2. Reduction of an ordinary teaching or advisory situa
tion with regard to the number of participants, the 
range of the subjects, and the length of time. 

3. Focusing of different skills and strategies plus 
demonstration of models. 

4. Feedback of different types of information with re
gard to the separate components that are included in 
a teaching or an advisory situation. 

5. Evaluation of courses of action and strategies with 
regard to intentions or specified plans (Bierschenk 
1974, pp. 7-8). 

Microteaching has been used for several purposes in num

erous settings. Frequently, microteaching has been employed to 

instruct novice teachers in methods and problems of teaching 
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(Leonard, GrieSj and Paden 1971; Pfeiffer and Reghard 1971; Allen 

and Ryan 1969; Berliner 1959; MacDonald and Allen 1967). Micro-

teaching has also proved successful in training counseling skills 

(Boyd 1975; Moreland, Ivey, and Phillips 1973; Yenawine and 

Arbuckle 1971; Ivey et al. 1968; Poling 1969), and in teaching 

group communication skills to student teachers (Peck 1977). 

Paraprofessionals have been trained for counseling roles using a 

microcounseling package (Authier and Gustafson 1975). In-service 

training for correctional staff at a penal institution was con

ducted using microteaching (Borg 1968). 

Currently, research in microteaching has focused on ana

lyzing various components of the model. This approach has led to 

description of a large number of components which include: cog

nitive discrimination training (Wagner 1973), didactic instruc

tion (Clift et al. 1976), group critiquing (Engin and Klein 

1975), task analysis (Clift et al. 1976; Goodwin et al. 1971; 

Ivey et al. 1968), role-playing (Engin and Klein 1975), written 

instruction (Miller, Morrill, and Uhleman 1970), audio feedback 

(Davis and Smoot 1969), video feedback (Moreland et al. 1973; 

Engin and Klein 1975; Goodwin et al. 1971; Fuller and Manning 

1973), teach-reteach cycles (Clift et al. 1976), cue discrimina

tion training (Ivey et al. 1968; Brandon 1967), cued versus non-

cued modeling (Claus 1968), and verbal versus pictorial modeling 

(Orme 1966). However, as noted in reviews of the research lit

erature in this area (Bierschenk 1974; Fuller and Manning 1973), 
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the majority of studies using the mic^-oteaching model have ap

plied the components in an additive manner without assessing the 

function of the individual components. What follows is a criti

cal review of the studies which are germane to the question at 

hand, i.e., which are the most effective components of the micro-

setting model, and v;hich of those components could be effectively 

included in an instructional package to teach behavioral consul

tative skills? 

Three experiments were conducted at Stanford University 

to investigate the effects of modeling and videotape feedback 

when used in teacher training. Orme (1965) conducted a study to 

test the hypothesis that the rate of level of learning a complex 

behavior pattern varies as a function of the mode of model repre

sentation of the behavior. Two types of modeling, symbolic-

verbal and symbolic-pictorial were used. Symbolic-verbal 

modeling involves written or verbal instructions, whereas 

symbolic-pictorial modeling is accomplished through videotape 

presentations. Analysis of covariance (pretest performance as 

the covariate) was conducted on the differences between group 

(symbolic-verbal versus symbolic-pictorial) on their second and 

third treatment sessions. The design also allowed comparisons 

between maximal and minimal treatments where the maximal treat

ment included discrimination feedback from an experimenter and 

minimal treatment was the modeling procedure alone. Results in

dicated that the optimal form of training included both types of 

modeling. When feedback components were analyzed, the results 
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indicated that only one form of feedback, prompting and confir

mation, led to increased performance gains. 

The second Stanford study (Young 1957) compared the ef

fects of two modeling procedures, specific illustration modeling 

(a teacher stands before a camera without a class and gives dis

crete examples of a teaching skill) and complete modeling (a 

teacher stands before a camera with a class and gives discrete 

examples of a teaching skill). These modeling procedures were 

combined with two cueing mechanisms, contingent focus (comments 

recorded on the second sound track of the videotape parallel to 

the occurrence of the behavior to be learned) and non-contingent 

focus (provided only through a written guide). The effects of 

feedback, both contingent and non-contingent, were also measured. 

Results of the study indicated that viewing either a specific il

lustration model or a complete model plus receiving video feed

back with contingent focus produced statistically significant 

effects when compared with other teaching procedures, i.e., 

teacher and student examples, visual highlighting, and writing 

on a chalkboard. 

The third and final Stanford study (Claus 1968) investi

gated modeling and feedback components of microteaching when cue

ing of desired behavior was provided. Four training procedures 

were used: (1) M group received no cues in either modeling or 

feedback conditions, (2) AS group received cues only in feedback 

conditions, (3) S group received cues only in modeling conditions. 
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and (4) SS group received cues in both training conditions. Re

sults indicated that modeling with cues produced the most signif

icant treatment effect when compared to non-cued modeling. Cues 

added to the videotape feedback component produced no significant 

effect. 

Taken together these three studies have produced con

flicting evidence as to the effects of modeling and feedback in 

the microsetting model. In one study (Claus 1968), feedback did 

not significantly increase criteria levels of the trained behav

ior; in another situation (Orme 1966), the treatment effect of 

videotape feedback versus modeling was not measured, and the 

third study (Young 1967) found significant improvement in desired 

behaviors using modeling and videotape feedback. 

Further data on the effects of modeling and feedback were 

collected in a study conducted by Clift et al. (1976). Here, the 

purpose of the research was to identify the optimal format from 

among three feedback modes, videotape, audiotape, and supervisor 

verbalizations. A multiple regression analysis was performed on 

the data with the result that audio feedback added significantly 

to the explained variance. When cell means were subtracted from 

the grand mean in a factorial design to give a deviation score, 

and when deviation scores were compared, no significant differ

ences between treatment groups were found. The experimenters 

noted that while treatment groups showed significant gains in 

skills taught across treatments, there was wide variability among 
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subjects in all groups with some subjects' performance deterio

rating over time. 

Chavers, von Mondfrans, and Feldhusen (1970) analyzed the 

interaction of student characteristics with three methods of 

teachers training: (1) microteaching, (2) Stanford lectures 

(students attended a half-hour lecture every other week for 10 

weeks where they were told about reinforcement, varying stimuli, 

set induction, and use of examples), and (3) sensitivity lectures 

(students attended a half-hour lecture every other week for 10 

weeks where they were told about student attitudes and feelings). 

Results indicated that subjects who had received microteaching 

performed better on a microteaching post-test than did subjects 

who received the Stanford or the sensitivity lectures. 

Microsetting Techniques in Counseling 
and Consultation Training 

The majority of research conducted in applying the micro-

setting model to disciplines other than teacher training has been 

done in training counseling interviewers (cf. Fuller and Manning 

1973). Counseling psychology has recognized the need to train 

counselors to interview (Krumboltz and Thoreson 1969; Matarazzo, 

Wiens, and Saslow 1966; Wrenn 1962; Matarazzo 1971). This recog

nized need led to the incorporation of Allen's (1967) microteach

ing techniques to produce microcounseling (Ivey et al. 1968). 

Ivey et al. (1968) studied the effectiveness of microcounseling 

for training three skills, attending behavior, reflecting 
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feelings, and summarization of feelings. Overall, the results of 

the study support the conclusion that microcounseling is an eco

nomical method for teaching operationalized counseling skills. 

The researchers noted that they were not simply rewarding de

sired counselor behavior, but also providing cue discrimination 

training through videotape models, training manuals, and supervi

sor comments. The effectiveness of each of these components was 

not measured. 

Further evaluation of microcounseling as an interviewer 

training technique was conducted by Moreland et al. (1970), 

Miller et al. (1970), Haase and DiMattia (1970). These studies 

demonstrated that the microcounseling model could be used to 

teach skills such as asking open-ended questions, minimal activity 

responses, paraphrases, reflection of feelings, and adding sum

marization. Moreland et al. (1973) studied the effects of a mi

crocounseling model compared to a lecture approach to teaching 

counseling skills. Results of the study proved inconclusive as 

to the overall superiority of microcounseling. 

Although the microsetting model has been applied by sev

eral disciplines, this reviewer could find only two examples of 

microsetting application in the field of school psychology. One 

of these examples, Engin and Klein (1975), used a simulation 

technique to train preintern psychologists in interviewing 

skills. Subjects were given an oral introduction and shown a 

simulation videotape. After viewing the videotape, subjects 
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role-played the various problem situations presented on the tape. 

Role-playing was followed by group discussions in which supervi

sors provided feedback on subject performances as rated on 24 

variables. Conclusions drawn from this study were that simula

tion is an effective method for training interviewing skills, and 

that "probably" some counseling skills are more responsive to 

simulation than others. 

The second study, Goodwin et al. (1971), is more directly 

applicable to the purposes of the present study. An adaptation 

of the microsetting model, microconsultation, was used to teach 

behavioral consultation skills. The requisite consultation 

skills were analyzed and placed in a task hierarchy. The hierar

chy included: (1) selecting a target behavior, (2) identifying 

environmental events sustaining the target behaviors, (3) plan

ning a strategy for change, and (4) evaluating the change strate

gy. Three groups of 30 subjects each were selected from a pool 

of 112 school psychologists applying for an eight-week training 

session. Each sample of 30 was a stratified random sample based 

on geographical location and size of school district, and sub

jects were assigned to an experimental group, an active control, 

or an inactive control. Subjects in the experimental group par

ticipated in microconsultation, videotape feedback, didactic in

struction, and group critiquing. Microconsultation consisted of 

a 10-minute baseline interview utilizing one particular skill, 

videotape feedback of the interview as well as group rating of 
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the performance, alternative responses role-played, a five-minute 

interview and videotape feedback with group rating of performance. 

The active control group received videotape feedback and group 

discussion without microconsultation. The inactive control re

ceived neither microconsultation nor videotape exposure. 

A generalization probe was built into the study in the 

form of a follow-up field observation two months after the ini

tial training. Data presented were comparisons of groups follow

ing the field observations. These data show statistically 

significant differences between experimental and control groups 

on six of 2 0 criterion behaviors, i.e., identifies target, de

scribes antecedent conditions, describes consequent conditions, 

explores intervening variables, asks about demographic variables, 

and reviews dynamic data. For these follow-up observations, 

there was no indication of the number of interviews observed. 

There was also no discussion of the problem behaviors assessed in 

the follow-up interviews. 

The findings of this study have implications for the 

training of behavioral consultants. The microconsultation ap

proach with its emphasis on clearly specified objectives provides 

a method for training professional skills. Unfortunately, the 

subjects were trained on unspecified problem behaviors. Lack of 

control for differences between interviewers and between problem 

behaviors presents a threat to the internal validity of the 

study. Furthermore, results of the study indicated that subjects 
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did not learn some of the interviewing skills (e.g., selecting a 

target behavior, structuring the interview, obtaining observa

tional data, and summarizing) which have been deemed essential by 

several authors (Bergan 1977; Ciminero 1977; Morganstern 1976). 

Finally, the nature of the training given to the active control 

group was unspecified. 

Methodological Issues 

Two methodological issues are associated with the re

search conducted in this study. First, what is the rationale for 

using an analogue paradigm? Analogue research is an important 

technique for evaluating the efficacy of treatment or training 

where the experimental conditions approximate the applied setting 

for which the treatment or training is intended. 

Analogue situations provide a well-documented alternative 

to direct observation in the applied setting particularly when 

direct observation could be intrusive and/or cost prohibitive 

(Nay 1977). Nay (1977) reported 35 published studies conducted 

between 1972 and 1975 which used analogue situations including 

eight which used role-play analogues, the paradigm chosen for the 

present study. Nay (1977) has also identified major advantages 

and disadvantages of role-play analogues. The most clear-cut ad

vantage of role-play analogues is that they are flexible. Thus, 

the investigator can present and control characteristics of stim

uli, number of presentations, timing of presentations and instruc

tions that may elicit client responses to stimuli items. 



23 

Furthermore, response made during role-playing may be directly 

recorded or video-taped for future coding or training. The major 

disadvantage of the role-play analogue is an increase in varia

bility due to lack of consistency on the part of the interviewee 

and/or lack of criterion related validity due to lack of concor

dance between stimuli presented in the role-play situation and 

stimuli found in the applied setting (Nay 1977). 

Analogue paradigms appear particularly well suited for 

research with behavioral assessment interviews. The ease and 

standardization of administration as well as the reduced cost of 

administration will probably lead to increased use of analogue 

studies. Given that currently there is little reliability and 

validity information with which to evaluate analogue, how is 

evaluation to proceed? As stated by Kazdin and Wilson (1978, 

p. 162), analogue research should be evaluated "on the basis of 

the extent to which it resembles the situation to which one 

wishes to generalize." The present research, for instance, would 

be generalized to university training sites and to the training 

of behavioral problem identification interview skills. Thus, it 

is argued that the analogue setting and conditions closely approx

imate the'generalization setting and conditions. 

The second methodological issue involved the relative 

merits of single subject or intensive research designs as com

pared with group or extensive research designs. The early twen

tieth century was the origin of the debate surrounding the use of 
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single-case research designs. Prior to that time, science lacked 

an adequate methodology for studying behavior change in individu

als (c.f. Kratochwill 1978). Characteristics of the extensive 

group design are: (1) emphasis on the average performance of a 

group of subjects, (2) reliance on statistical analysis of data 

to establish statistical significance, and (3) inference from 

sample to population based on statistical analysis of data. Char

acteristics of the single case design are: (1) emphasis on re

peated measurements of one subject's performance, (2) reliance on 

graphic presentations of data to establish laboratory or applied 

significance, (3) analysis of within subject variability, and 

(4) inference based on systematic replication of results (Hersen 

and Barlow 1976). 

The attempted use of group comparison research designs in 

applied settings (e.g., schools, hospitals, and clinics) led to 

the discovery of several difficulties which tend to limit the 

usefulness of group comparison approaches. These limitations, 

broadly considered, are: (1) ethical objectives, (2) practical 

problems in collecting large numbers of subjects, (3) averaging 

of results over the group, (4) generality of findings, and (5) 

inter-subject variability (Bergin and Strupp 1972). Single case 

research, on the other hand, allows the experimenter to investi

gate possible sources of variability originating in the environ

ment (i.e., the discovery of independent variables affecting the 

behavior of the experimental subjects over the course of the 
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experiment). The importance of studying behavior during the 

course of an experiment is that it allows the applied research to 

test and modify training or treatment packages (Hersen and Barlow 

1976). 

The selection of a single-subject design for the present 

study was based on two concerns. First, without a large subject 

pool from which to draw subjects, a group design was not possible. 

This limitation occurs frequently in applied settings and is a 

major reason for the growth in popularity of single-subject 

methodology. Second, the major reason for conducting the present 

study was to test a training package for teaching individuals 

interviewing skills. The single-subject design allows the inves

tigator to determine the progress of each subject over the entire 

period of the study. A group design gives information on the 

average performance at certain times usually pre and post 

training. 

Summary and Implications 

In summary, the studies reviewed have investigated an in

structional package, microsettings, for teaching a variety of 

verbal skills. The components of the various microsetting pack

ages have included: several types of modeling (i.e., symbolic-

verbal, symbolic-pictorial, and videotape), feedback (i.e., 

videotape versus non-videotape, audiotape, and supervisor), and 

rehearsal of skills. Microsettings also include: a task 



analysis of the skill to be learned, and reduction of the teach

ing situation with regard to the number of participants, range of 

the subject matter, and the length of time of training. This in

structional package has been used successfully with a variety of 

subjects including teachers, counselors, and psychologists. 

The present study was designed to evaluate an instruc

tional package, microsettings, for teacher behavioral interview

ing skills to preintern psychologists. The inclusion of the 

microsetting instructional package makes this study a partial 

replication of previous research. Unlike prior studies, the 

present one also incorporated an established behavioral inter

viewing format, "behavioral consultation," and single case re

search design to evaluate the efficacy of training. Results of 

the present study would have implications for the training and 

evaluation of behavioral interviewing skills. 



CHAPTER 3 

METHODOLOGY' 

Subjects 

Subjects were graduate students (N=5) enrolled in an in

troductory behavior modification course at The University of Ari

zona. Subjects who participated in the study did so in lieu of a 

class project. The one male and four females were aged 25, 27, 28, 

31, and 41. One female subject withdrew from the experiment during 

the initial phase. 

Setting and Apparatus 

The experiment was conducted in a large school psychology 

conference room. Subjects and clients faced each other across a 

small (1.5m x .9m) desk. Baseline, training, and follow-up ses

sions were videotaped using a camera located approximately 7m from 

the subject and client. The video equipment (Sony) was in full 

view during all sessions, but the monitor was switched off to 

avoid distractions. 

Clients 

Clients (N=3) for the role played interviews were student 

volunteers from an upper division behavioral assessment course who 

participated in the experiment in lieu of completing a regular 

27 
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course project. Each client was thoroughly trained by the ex

perimenter. Clients were first required to read each of the 

problem scripts (described below) and choose three to work with 

during the experiment. Clients participated in role-play inter

views until they were able to respond verbatim to the problem 

script. 

Client Problem Scripts 

To standardize the interviews, scripts were used to cue 

subject verbalizations and provide a response model for clients 

(see Appendix A). Nine frequently occurring problem behaviors 

encountered by school psychologists and generated from a previous 

pilot study (Petrie, Brown, and Jarosz 1978) were employed; hy

peractivity, reading problem, math problem, behavior management 

problem, enureses, school phobia, problem eating (deficits), 

obesity, and stealing. Three practicing school psychologists 

helped generate a script for each problem by role-playing the 

problems and presenting probable responses. Script responses 

were designed to provide information relevant to that required 

during a problem identification interview. Each script and cli

ent were randomly assigned across subjects and within sessions. 

Observers 

Three observers were trained to use a problem identifica

tion checklist (Appendix B). The checklist was used to record 

the frequency of client verbalizations in 13 categories developed 
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by Bergan (1977). Following Bergan's (1977) definitions of each 

category, observers were trained to 100% criterion of accuracy 

with each category. Each interview session was videotaped. A 

primary observer viewed each videotape and recorded on the con

sultation analysis record form (see Appendix C) the frequency of 

verbalizations occurring within any of the 13 categories. Ob

server agreement was assessed by exposing the calibrating observ

er to approximately 33% of the total interview sessions across 

all phases of the study. The scoring was blind in that the cali

brating observer did not know from which session the tape was 

drawn. Observer agreement was calculated using a Pearson product 

moment correlation coefficient (Hartmann 1977) on frequency data 

recorded on the analysis record form. 

Dependent Measures 

Although no specific dependent variables have been estab

lished for an effective problem identification interview, Ford 

(1979) noted that frequency measures taken by trained observers 

during an analogue interview should be obtained. In this study 

the dependent measures were specific frequency measures on sub

ject verbalizations in the 13 categories depicted in Appendix D. 

The behavioral consultation system classifies verbal interchange 

in terms of three categories; content, process, and control. 

(Source, which refers to the person speaking, is also used but is 

not reviewed here.) Content refers to the person speaking. 

Process indicates the kind of verbal action conveyed in a 
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message, and control refers to the potential influence of a ver

balization by one participant in consultation on what will be 

said or done by another participant. Operational definitions 

(following Bergan 1977) for each subcategory within these three 

categories is presented in Appendix D. 

Criteria for each problem behavior script were estab

lished at 100% of all subject verbalizations needed in each of 

the 13 categories. The experimenter, prior to conducting the 

study, took each problem script and coded it using the analysis 

form (Appendix C). A corresponding subject verbalization was 

given to each of the client verbalizations on all nine problem 

behavior scripts. For example, on problem script "enuresis," the 

first client verbalization is "Joel makes me very frustrated." 

In order to have the client emit that response, the subject would 

have to elicit the information by asking "Tell me the problems 

you are having with Joel." Thus, for each client verbalization 

on each of the scripts, a corresponding subject verbalization was 

required to elicit the information from the client. 

To score each subject's interview, the frequency of ver

balizations in the 13 categories was compared with the criteria 

frequencies established for each category for each of the problem 

behavior scripts (see Table 1). For example, if subject one's 

first interview was for problem behavior script "enuresis," then 

his/her frequency of verbalizations for the Behavior category 

would be compared with the criterion frequency (i.e., 21 in that 
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Table 1. Criterion Levels (C), Frequencies of Observed Verbali
zations (0) and Percentages, per Trial per Subject 

Behavior Behavior Summariza
Inter- Setting Behavior Observation tion 

Subi ect view C 0 % o
 

o
 

o
 

o
 

C 0 % 

I 23 0 0 35 8 23 16 0 0 34 3 88 
II 13 20 100 30 13 43 10 0 0 24 23 96 
III 17 20 100 38 21 55 12 17 100 31 24 100 
IV 33 42 100 27 31 100 14 20 100 35 24 69 
V 13 24 100 35 29 83 16 21 100 29 24 83 
VI 17 36 100 21 31 100 10 22 100 21 19 76 
VII 
VIII - - - - - - - - - - - -

IX 18 17 89 31 19 61 11 20 100 29 18 62 

I 17 6 35 38 8 21 12 9 75 31 3 10 
II 19 15 79 3 11 0 9 14 100 25 0 0 
III 17 7 41 21 5 24 10 17 100 21 0 0 
IV 23 43 100 35 60 100 16 38 100 34 68 100 
V 13 44 100 35 72 100 16 47 100 29 49 100 
VI 33 42 100 28 40 100 14 36 100 35 42 100 
vri 
VIII - - - - - - - - - - - -

IX 19 30 100 31 40 100 11 11 100 29 49 100 

I 13 3 23 35 8 23 16 4 25 29 3 10 
II 13 1 8 30 9 30 10 3 33 24 4 16 
III 33 22 66 28 14 50 14 0 0 35 5 14 
IV 17 3 18 38 8 21 12 2 16 31 1 3 
V 19 16 84 29 26 93 9 20 100 25 27 100 
VI 23 22 96 35 28 80 16 19 100 34 27 79 
VII 17 29 100 21 12 57 10 29 100 21 23 100 
VIII 17 19 100 23 17 74 10 20 100 22 11 50 
IX 19 16 84 31 33 100 11 14 100 29 20 69 

I 33 4 12 28 5 18 14 2 14 35 0 0 
II 13 5 38 30 8 27 10 0 0 24 0 0 
III 17 3 18 21 9 43 10 0 0 21 0 0 
IV 23 6 26 35 10 29 16 0 0 34 0 0 
V 17 7 31 38 13 34 12 0 0 31 0 0 

VI 19 11 58 28 9 32 9 0 0 25 9 36 
VII 13 30 100 35 45 100 16 32 100 29 55 100 
VIII 17 22 100 23 25 100 10 20 100 22 30 100 
IX 



problem) to give a percentage of actual verbalizations for the 

Behavior category. A percentage of 100 would indicate perfect 

agreement with the criterion and a lower percentage would indi

cate a less than perfect agreement with criterion. 

Experimental Design 

A multiple baseline design across subjects was employed 

(Hersen and Barlow 1976; Kratochwill 1978). Subjects were ran

domly assigned to baselines, which ranged in length from two to 

six observation sessions. The instructional package was intro

duced sequentially across subjects in multiple baseline fashion. 

Baseline 

During baseline the subject was introduced to a client 

and was told that (s)he should identify the client's problem(s). 

The subject was allowed one hour to identify the problems. 

Instructional Package 

The training package was developed from various compo

nents identified in the behavioral literature and which appeared 

appropriate for training assessment skills. After each subject 

conducted the final baseline interview, a two and one-half hour 

training session was initiated. The experimenter distributed 

various written forms and provided a verbal description of each 

form. The package consisted of 15 components which are listed 

below in their order of presentation to subjects. 



1. Written Model Form I: A step-by-step outline of the 

problem identification interview with examples of con

sultant verbalizations (see Appendix E). 

2. Written Model Form II: A step-by-step outline of the 

problem identification interview without examples of ver

balizations. This form was to be used during an inter

view to serve as a cue, and to provide a form on which to 

write client responses (see Appendix F). 

3. Modeled Videotape: A videotape shown to a subject de

picting a problem identification interview conducted by 

an experienced psychologist. 

4. Verbal Prompts; A verbal statement by the experimenter 

made during the viewing of the videotape model which re

ferred the subject to the appropriate corresponding sec

tion on Model Form I. 

5. Explanation: A verbal response made by the experimenter 

to a subject's question prior to Training Interview I. 

6. Training Interview I: An interview conducted by the sub

ject during which the subject practiced previously demon

strated interviewing skills on various problem scripts. 

7. Feedback Session I: After completion of Training Inter

view I, the experimenter, using the frequency count of 

the subject's verbalizations recorded on the Problem-

Identification Checklist, informed the subject of his/her 

performance. 
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8. Descriptive Praise; A verbal statement by the experi

menter to a subject indicating approval of an interview 

verbalization accompanied by a verbal description of the 

verbalization for which approval is given. 

9. Corrective Feedback Session I: A verbal statement by the 

experimenter indicating that a subject's interview ver

balization was incorrect, including a description of the 

correct response. 

10. Training Interview II: A role-played interview conducted 

by a subject immediately following Feedback Session I. 

11. Corrective Feedback Session II; An explanation of a sub

ject's performance during Training Interview II based on 

frequency of verbalization data. The experimenter used 

descriptive praise and corrective feedback. 

12. Interview II: An interview conducted by a subject in

volving a problem different from those encountered during 

baseline or training. The experimenter verbally cued the 

subjects to use Written Forms I and II when conducting an 

interview. 

13. Feedback Session III: Subjects were informed of their 

performance (attainment/non-attainment of criteria) upon 

completion of Interview III. The experimenter provided 

both Descriptive Praise and Corrective Feedback. 

14. Interview IV: Identical to Interview II. 



35 

15. Feedback Session IV; Subjects were informed of their 

performance (attainment/non-attainment of criteria) upon 

completion of Interview IV. The experimenter again used 

both Descriptive Praise and Corrective Feedback. 

Social Validation 

Social validation on consumer (subject) satisfaction was 

obtained through subject self-ratings. Each subject was requested 

to complete a 10-item Likert-type interview following the experi

mental phase (see Appendix G). 

Maintenance Generalization 

Two months following the training program each subject 

experienced a follow-up assessment of his/her problem identifica

tion interview skills. Each subject was requested to conduct a 

problem identification interview on a problem not experienced dur

ing the baseline or training phase of the study. 



CHAPTER 4 

RESULTS 

The 13 dependent variables within the message content, 

message process, and message control were examined individually. 

All data for the four categories were analyzed with the R^ statis

tic (Kazdin 1976; Revusky 1967), which is appropriate for multi

ple baseline designs. The statistical comparison is achieved by 

ranking scores of each subject at the point when treatment is in

troduced for any one of the subjects. Each subject is considered 

a subexperiment. When the treatment is for one subject, the per

formance of all subjects (including those for whom treatment is 

withheld) is ranked. The sum of the ranks across all subexperi-

ments (i.e., the multiple baselines) constitutes the R^^ statistic 

(see Kazdin 1976 for a detailed review). 

Within message content, no changes occurred in background 

environment and individual characteristics (p>.05). Changes did 

occur on observation, behavior, and behavior setting categories. 

Figure 1 presents the percentage of subject verbalizations in the 

observation category. For the observation category, the average 

observer agreement r's for the subjects one through four across 

all phases of the study were 1.00, .99, .98, and 1.00 respec

tively. These verbalizations refer to observations and recording 

36 
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activities involved in assessing client behavior. Because a tie 

occurred in the ranks involved in the Rj^ statistic, a range of p 

values is reported. The training package was effective within 

.04<p<.17. It can be observed that Subject 2 demonstrated the 

skills prior to the treatment program. Subjects 1, 3, and 4 ac

quired the skills following implementation of the instructional 

program. Follow-up assessment demonstrated 100% criterion on the 

three subjects for which this measure could be obtained. 

Figure 2 presents data for the percentage of subject ver

balizations in the behavior setting and behavior categories. For 

the behavior category, the average observer agreement r's for the 

four subjects were .91, .86, .98, and .77, respectively. For the 

behavior setting category these r's were .82, .94, .83, and .96, 

respectively. These two variables have been combined in one 

figure due to their conceptual similarity. Behavior-setting re

fers to questions regarding environmental events which may be 

functional causes of the problem behavior. The behavior category 

includes conversation about client behavior. The treatment was 

effective on both dependent measures (both p's<.G4). Even with 

the presence of trend in Subject 4 on behavior, the natural pro

gression of this trend (as determined by the least squares 

method—see Parsonson and Baer 1978) would not account for the 

change in level which occurred. 

Within the message process category, only the summariza

tion subcategory was affected by the training program. Figure 3 
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shows the percentage of consultant verbalizations in the summari

zation category. For the summarization category, the average ob

server agreement r's for the four subjects were .78, .92, .95, 

and 1.00, respectively. Summarization provides for review of in

formation discussed earlier in an interview. Despite the ob

served variability in Subject 1 and the downward trend in 

training data for Subject 3, the training program was effective 

(p<.04). Follow-up data could not be obtained for Subject 4. 

Follow-up data for the remaining three subjects suggested that 

skills in this area maintained at better than 55% over a two-

month period for Subjects 1 and 3 and 100% for Subject 2. 

No significant differences occurred within the message 

control category, i.e., on elicitor and emitter variables (both 

p's>.05). However, a trend toward an increasing number of ver

balizations, both elicitors and emitters, was noted across three 

of the four subjects (S^, 82, and S 4 ) .  

Results for the social validation questionnaire on con

sumer satisfaction are presented in Table 2. All four subjects 

indicated general satisfaction with the training. Furthermore, 

all subjects indicated that they would use the interviewing 

skills in applied settings. All subjects reported that they pre

ferred that microconsultation package to a lecture-discussion 

format for teaching interview skills. 
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Table 2. Results of Social Validation Questionnaire 

Response 
Indicating 

Question 
S 8 s s X Highest 

Question 1 2 3 4 E X Agreement 

I feel that the interview 
training enhanced my ability 
to interact with consultees 6 26 6.5 

2. The interview training in
creased my effectiveness as 
a psychologist 5 

3. I feel that a lecture and 
discussion method would be 
better than this interview 
training 1 

4. I feel that I could serve 
clients better without this 
training 2 

5. I would recommend this train
ing as an efficient way to 
learn interviewing skills 6 

6. I feel that there are several 
difficulties with this type 
of training 3 

7. Not many students could be 
expected to quickly learn 
interviewing skills by this 
training 2 

8. There are not any improve
ments that could be made in 
the training procedures 3 

9. I will use the skills I have 
learned when I am out in 
practice 6 

5 5 22 5.5 

1 1 4 1 

2 2 7 1.75 1 

7 6 26 6.5 

2 4 21 3.75 1 

1 1 5  1 . 2 5  1  

6 4 25 4.75 7 

6 6 25 6.26 7 
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Table 2, Continued 

Response 
Indicating 

q q C q T Highcst 
Question 1 2 3 4 x Agreement 

10. When I am a psychologist, 
I will not use these in
terviewing skills _1 _2 _2 7 1.75 1 

E 37 44 38 37 

X 3.7 4.4 3.8 3.7 



CHAPTER 5 

DISCUSSION 

The results of the present study indicated that an in

structional package consisting of a structured interview, written 

outline record forms, videotape modeling, corrective feedback, 

and role-played interviews was effective for teaching four pre-

intern school psychology graduate students certain skills for a 

problem identification behavioral interview. The study blends 

into a growing body of literature which suggests that a more em

pirical basis be established for behavioral assessment skills 

(Hartmann et al. 1979; Nelson and Hayes 1979; Haynes and Jensen 

1979). 

Message verbalizations were divided into three categories. 

Within the message content category, significant changes in ob

servation, behavior, and behavior setting categories occurred. 

These message content subcategories are directly related to iden

tifying a behavioral problem from the behavioral perspective. 

Results of this study suggest that student psychologists can be 

trained to provide verbalizations during an interview that will 

lead to specific problem identification. Given that a problem is 

correctly identified, a higher probability of solving the problem 

should occur (Bergan and Tombari 1976). 

44 
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Two categories within message content, that of back

ground environment and individual characteristics, were expected 

to be reduced as a function of a training program. That is, it 

would be expected that a behavioral interviewer should not have 

high frequencies of verbalizations in these two categories. In 

the present study, no change occurred on these variables because 

these two categories were already at a low level during baseline, 

fl plausible explanation for this finding is that the students 

were already sufficiently behaviorally oriented prior to the 

training program, thereby not prone to emit verbalizations in 

these content areas. 

Indeed, the instability found in some of the baseline be

haviors may have occurred from exposure to behavioral principles 

(e.g., an introductory course in behavior modification) and 

prior exposure to some of the behavioral problems and with pro

viding professional services. The nature of the problem behav

iors may have created a setting event which called for 

verbalizations relating to behavior. The effect of this setting 

event was to inflate baseline scores on certain content catego

ries for certain subjects. Regardless of prior experience, the 

problems chosen and various setting factors, the predicted 

training effect was obtained on these variables. 

Within Bergan's (1977) behavioral consultation model ver

balizations in the message process category are coded according 

to verbal descriptions of the speaker's actions (i.e.. 
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specification, evaluation, inference, summarization, and valida

tion). In the present study, specification was at high and un

stable rates during baseline and was at high and stable rates 

during and after training. Evaluation and inference were at low 

frequencies during baseline and did not change as a result of 

training. Summarization, which was at a low rate during baseline, 

occurred at a high frequency as a result of training. Validation 

was at a high and unstable rate during baseline and was at a high 

and stable rate after training. 

The lack of change in evaluation and inference subcatego

ries is appropriate for interviewers with a behavioral orienta

tion. Behavioral interviews do not require evaluation or 

inference verbalizations. Specification, which calls for descrip

tive or definitional information, appeared to be unaffected by 

training. Lack of change may again be explained by a setting 

event (i.e., the interview designed to identify a problem, which 

would require a high rate of specification verbalizations). 

Validation, which calls for agreement with regard to matters of 

fact, also appeared to be unaffected by training. Again, the 

setting event of a problem identification interview in combina

tion with non-naive interviewers could explain the apparent lack 

of change in this measure category. Summarization or verbaliza

tions which call for review of previously discussed information 

was sensitive to training. Summarization was emphasized during 

training and would likely be a skill which interviewers 
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(behavioral or otherwise) would not be expected to have acquired 

vicariously. The downward trend observed for Subject 3 in the 

summarization category may be due to the subject's expressed dis

like for behavioral psychology. The downward trend may also be 

attributed to the shorter duration of Subject 3's interviews 

which produced fewer occasions for summarization to occur. 

The final category, message control, classifies verbal 

behavior into those utterances presumed to have direct effect on 

subsequent verbal behavior of a listener (elicitors), and those 

utterances presumed to have no controlling effect (emitters). 

Verbalizations in these two subcategories occurred at variable 

rates during baseline and continued at variable rates during and 

after training. Thus, no conclusion is possible concerning the 

effect of training on elicitors and emitters. Despite the incon-

clusiveness of the proportion of elicitors to emitters, the sub

jects were able to successfully conduct a behavioral problem 

identification interview. The implications of this findings can 

only be elucidated through further research. 

Additional data collected during the course of study indi

cated that the instructional package was efficient in terms of 

time required to complete the training. The average time for 

training the four subjects was approximately three and one-half 

hours. 

Results of the consumer satisfaction social validity mea

sures obtained from the 10-question scale indicated a very favor

able rating across measures for each subject (ratings for each 
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subject out of a possible seven were 5.9, 5.8, 6.2, and 5.7 for 

Subjects 1, 2, 3, and 4, respectively). 

fl major implication of the present study is that, like 

other skills, behavioral interview assessment skills must be spe

cifically trained. The study represents a preliminary attempt to 

develop a standardized format for problem interview assessment. 

The format presented has wide scale generality for various behav

ior problems. It would appear that with further refinement, the 

problem identification formats could be used to solve some of the 

potential reliability problems identified within behavioral inter

view assessment (see Hay et al. 1979). Although this awaits em

pirical test, the present study should provide encouragement for 

addressing input and output variables that may attenuate both re

liability and validity. For example, the present study provided 

interviewers with training in categories of verbalizations which 

should help reduce input variance. Moreover, interviewers were 

provided with a formal protocol on which to record responses. 

This should reduce output variance since client verbalizations 

would not be lost. In addition, it does appear that audio record

ings of the actual verbalizations occurring during the interview 

would help control output variance. 

The present study did not evaluate the use of the instruc

tional package to teach problem analysis and plan evaluation in

terview skills. Likely, the skills involved an these two 

interview formats (Bergan 1977) would be trained with the instruc

tional package developed for problem identification skills. 
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Any generalizations from the present study must consider 

several features. First, the study involved an analogue investi

gation. The study took place in a university clinic setting and 

on contrived behavior problems. Second, no attempt was made to 

assess the subjects' skills on clients with actual behavior 

problems in the natural environment. Third, the. number of inter

viewers trained was relatively small and represented a group in

volved in a graduate study school psychology program. Future 

work in this area should replicate the training program and ex

tend the analysis of interview skills into assessment of real 

clients in various clinical settings. Finally, future research 
I 

should examine the reliability of the problem identification in

terview process as well as its contribution to the problem analy

sis and plan (treatment) evaluation phases of interview 

assessment. Such endeavors would greatly advance our knowledge 

of interview assessment. 



APPENDIX A 

PROBLEM SCRIPTS 

#1—Enuresis 

Description of Client—male, four years old, preschooler 

I. General Description 

a. Joel makes me very frustrated. 
b. He doesn't use the toilet. 
c. We had him toilet trained, but he's not using the 

toilet. 
d. We started having problems about six months ago. 
e. It's really hard to understand because we had him 

trained at two years, 

II. Behavior Specification 

a. I noticed during the day that his pants will have a wet 
stain. 

b. His bed is wet when I go in to wake him up in the 
morning. 

Ill. Hierarchy 

a. The problem is worse in the daytime because his friends 
tease him and make fun of him. 

IV. Behavior Strength 

a. It seems to happen all the time. I mean every time I 
see him during the day he has a stain. 

b. I guess that would be about three times a day. 

V. Antecedent Events 

a. There doesn't seem to be anything happening right 
before. 

b. I mean I just see him with wet pants, I mean a stain. 

50 
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c. Maybe once or twice he has said that he needed to go to 
the bathroom. 

VI. Consequent Events 

a. Well, I usually say something to him like "Are you wet 
again? How many times do I have to tell you to use the 
toilet? 

b. I get so made that I've been leaving him in his wet 
pants. 

c. His playmates call him names like "Stinky." 
d. Sometimes I feel sorry for him and change his pants. 

VII. Sequential Events 

a. I notice the wet stains in the afternoon after school 
and then when he comes in for dinner after playing 
outside. 

b. I always say something to him about his pants. 

#2—Behavior Management 

Description of Client—female, five years old 

I. General Description 

a. She's stubborn. 
b. She won't do what I want or what I tell her to do. 
c. She's obstinate and negative. 
d. She doesn't listen to me. She doesn't pay attention. 

I think she has a low attention span. 
e. She won't follow directions. 

II. Behavior Specification 

a. She will not pick up her toys when I ask her to. 
b. She refuses to brush her teeth. 
c. We have a hard time getting her to go to bed. 
d. She is suppose to feed her dog which she doesn't do. 

She says she forgets. 

Ill. Hierarchy 

a. I can't say which one is most troublesome. They're all 
bad. 
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IV. Behavior Strength 

a. Oh, I would say that she refuses to pick up her toys 
about twice a day. 

b. She refuses to brush her teeth about say four times— 
twice in the morning and twice at night. 

c. The bed problem or I mean the going to bed problem hap
pens every night. 

d. She misses feeding the dog let's see ... I would 
guess about six times a week. 

V. Antecedent Events 

a. Well, she refuses to pick up her toys when I ask her 
to. 

VI. Consequent Events 

a. I spank her. 

VII. Sequential Conditions 

a. I ask her to pick up her toys again, but I say it in a 
louder voice. 

b. I bargain with her, offer her cookies or candy. 
c. She is sent to her toom. 
d. This usually happens in the morning when everything is 

chaotic or it happens at night when everyone is tired. 

#3—School Phobia 

Description of Client—first grader, first time in school, new 
in the neighborhood, male 

I. General Description 

a. He's afraid of school. 
b. He just doesn't want to go to school. 
c. He complains about school. 
d. He cries. 

II. Behavior Specification 

a. He cries when we mention going to school. 
b. He takes a long time to get dressed for school. 
c. He cries on the way to school. 
d. He won't get out of the car when we get to school. 
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e. The principal has to help us get him into the 
classroom. 

f. He clings to me when we finally get into the classroom. 

Ill. Hierarchy 

a. None of these behaviors is most important. 

IV. Behavior Strength 

a. It has happened every day. 
b. For the past two weeks. 

V. Antecedent Conditions 

a. My husband (or wife) and I tell him it is time for 
school, or we say get dressed it's time for school. 
It's going to be a good day. You'll like it. You'll 
make lots of new friends. Your teacher is very nice. 

VI. Consequent Conditions 

a. Mother must return to school and pick up the child. 
When they get home, they both have a snack and watch 
Sesame Street. 

VII. Sequential Events 

a. After I ask him to get ready for school, he starts 
crying. 

b. I talk to him some more; I try to comfort him, and he 
still cries. 

c. I go into his room and tell him to come and get 
dressed. 

d. He still cries. 
e. I bring clothes to him and we get dressed wherever he 

is. 
f. He is snivelling and grumbling. 
g. He stops crying once we get dressed and into the car. 
h. He starts crying again on the way to school. 
i. We park in the parking lot and the principal is waiting 

to help me take him into school. 
j. We get him into the classroom where he clings to my leg 

or to my hand. 
k. The teacher tries to involve him in the class 

activities. 
1. He just stays by me and cries. 
m. The teacher tells me to leave after about 15 minutes, 

and I leave while the teacher is holding the child. 
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n. I'm home for 30-45 minutes and the school calls and I 
go pick him up. 

#4—Hyperactivity 

Description of Client—seven years old, retained in kindergarten 

I. General Description 

a. I'm looking for some medication to control Kelly. 
b. He's off-the wall. 
c. He's continually moving. 
d. He never stops moving. 
e. Ha never sits still. 
f. He doesn't concentrate. 
g. He doesn't pay attention. 
h. He's hyperactive. 
i. He throws temper tantrums. 

II. Behavior Specification 

a. He gets up at five in the morning and runs from one 
room to another chasing the dog. 

b. At mealtimes he gets up and down from the table 
continually. 

c. When he's watching T.V. on Saturday morning, he gets up 
and changes the channel. 

d. He cries, screams, and throws himself on the floor when 
I ask him to stop running around. 

Ill. Hierarchy 

a. Getting up and running in the morning is definitely the 
worst. 

b. Next, I would say his temper tantrums. 
c. Then, his not sitting still at the dinner table. 
d. The last would be changing the T.V. channels. 

IV. Behavior Strength 

a. Getting up early happens every morning. 
b. He has a temper tantrum every day. 
c. He gets up and down at dinner at least 10 times. 
d. He changes the T.V. channels for as long as the T.V. 

is on-—probably two to three hours. 
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V. Antecedent Conditions 

a. We wake up to the sound of running and barking and 
yelling. We can hear the furniture being overturned, 
cupboards banging. He tries to get his breakfast. 

VI. Consequent Conditions 

a. My husband yells at Kelly to stop running around and to 
go back to bed. 

VII. Sequential Events 

a. I get out of bed, let the dog out, and try to fix 
breakfast. 

b. My husband gets up, takes a shower and prepares to go 
to work. 

c. He has been going to a restaurant for breakfast. We 
have quarreled about this. 

d. I usually have to physically (take him by the hand) 
force him to eat, dress, brush his teeth. 

e. We leave for school. 

#5—Learning Disabilities 

Description of Client—male, third grade, eight years old 

I. General Description 

a. I think he's learning disabled. 
b. He's still not reading but he seems to be doing well 

in other subjects. 
c. His teacher says he might be brain damaged. 
d. His teacher complains that he speaks very slowly. 
e. I'm afraid that he's having so much trouble that he 

might be retained. 
f. The teacher says that he's not mature, that he cries 

when he can't read so the teacher gives him first grade 
work to do. 

g. We don't read much together. I have six other kids to 
care for. 

II. Behavior Specification 

a. He doesn't know his alphabet. Can say it, can't identi
fy letters. 

b. He can't read his whole name, but he knows his first 
name. 
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c. He's reading in a first grade primer. 
d. He reads slowly and needs help with words. 
e. He can't answer questions about things he has read. 
f. He says he can't read, 

III. Hierarchy 

a. I would first like to know if he is brain damaged. 
b. His reading—I mean I want him to at least be able to 

read his name. 
c. I would like him to be working with third grade books. 

IV. Behavior Strength 

a. • Everyday. The teacher says that his problem happens 
all the time. 

b. Every time he has to read. Every time that he is asked 
to read. 

V. Antecedent Conditions 

a. I ask him to read, and he says no. 
b. Sometimes, if I force him to sit with a book, he will 

cry. 
c. The teacher says that she asks him to read to her. She 

must start him by saying the first words. He hesitates 
on almost every words. He says he can't do it after 
about five minutes. 

VI. Consequent Conditions 

a. The teacher leaves him in a corner with a first grade 
book, and tells him to be quiet. 

b. I get upset and tell him that if he won't read he will 
have to stay in third grade while all of his friends go 
to fourth grade. 

VII. Subsequent Conditions 

a. I ask him to pick out a book. We sit down in a corner 
together, and I ask him to read to me. If it's a word 
he knows like "the" he will read it. If he doesn't 
know the word he will ask me what it is or he stops. 
I will tell him the word and we go along like that 
usually for about a page. But it's so slow and he never 
remembers any of the words that I tell him that I some
times get angry. 
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#6—Learning Problem (Math) 

Description of Client—female, fifth grade, 11 years old 

I. General Description 

a. She's having trouble in school. 
b. Her teacher says she's uninterested and inattentive. 
c. She has trouble completing her school work. 
d. She complains that her teacher is too hard. 

II. Behavior Specification 

a. She is having trouble with math. 
b. She hasn't learned her multiplication tables. 
c. She cannot do long division. 
d. She doesn't understand fractions. 
e. When the teacher gives the math directions she is look

ing off into space. 
f. She doesn't complete her work in the allotted time. 

Ill. Hierarchy 

a. It's important that she knows the times tables. 
b. It's important that she pays attention during class. 
c. She should finish her work. 

IV. Behavior Strength 

a. Math has been consistently low for the whole year. 
b. She doesn't finish her work almost every day. 
c. Her teacher has to ask her to pay attention every math 

class. 

V. Antecedent Events 

a. Her teacher drills her on the multiplication facts by 
using flash cards. 

VI. Consequent Events 

a. The teacher gives her the flash cards that she doesn't 
know and tells her to take them home and to study them 
for a quiz. 

VII. Sequential Events 

a. The teacher gets the class started on math then tells 
her he will test her on the flash cards. 
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b. They go through the flash cards and she cannot remember 
70% of the facts. 

c. The teacher tells her to return to her seat and to work 
on the class assignment, and talk with her friends. 

#7—Eating 

Description of Client—female, five years old, preschooler, no 
siblings 

I. General Description 

a. My daughter won't eat without making a mess. 
b. Well, dinner is a fiasco. She gets food over 

everything. 
c. I sometimes have to get angry with her. 

II. Behavior Specification 

a. She will pick up a spoon full of food and drop it on 
the:floor. It used to be cute when she was little, but 
I don't think it's so funny now. 

b. She will play in her food until it eventually winds up 
down her front. (Playing in her food means sticking 
her fingers or her silverware into the food without 
putting the food in her mouth.) 

c. Sometimes, she plays with the food and spills it on the 
floor, on the table. 

d. I've slapped her hands occasionally. 

III. Hierarchy 

a. Spilling food is the worst. 
b. But playing with the food is a close second. 
c. Actually, now that I think about it getting mad at her 

is probably the worst. The yelling at her and the times 
I've slapped her. 

IV. Behavior Strength 

a. Let's see, I'd say that she spills food on the floor 
and the table about . . . three times a week. 

b. Usually, playing with the food happens at the same time 
with the spilling. But she probably does it more often. 
(Oh, every meal may be 10 to 15 minutes) (out of a say 
35 minute dinner.) 

c. I haven't slapped her often you know, maybe five times 
in the last year. 
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V. Antecedent Conditions 

a. Let's see. We're usually sitting at the dinner table, 
and she is sitting between us. 

b. I serve her her food and put her plate in front of her. 
She picks up her fork or spoon and starts pushing the 
food around. 

c. One of us or sometimes both of us tell her to stop it. 
d. She usually takes a few bites and then starts playing 

again. That's when she spills her food. 

VI. Consequent Conditions 

3. I used to just sigh and get a sponge to clean it up, 
but now I get more upset. 

b. I say something to her like "Why do you have to do 
that!" or "You're a very naughty girl!" 

c. She cries. 
d. I have reached over and slapped her hands. 

VII. Sequential Conditions 

a. It usually happens at dinner but sometimes at breakfast 
too. 

#8—Stealing 

Description of Client—male, 12 years old, sixth grade, one older 
brother and two younger sisters 

I. General Description 

a. Our son has been stealing things around the house. 
b. He's also been accused of taking things in his 

classroom. 
c. Of course, he denies it when we ask him about it. 

II. Behavior Specification 

a. Sometimes we leave him alone in the house and when we 
get back his sisters will tell me that some of their 
jewelry is missing. Then when we ask him about it, he 
denies it. 

b. We have a large cookie jar where we keep money to pay 
the newspaper boy and for emergencies, and I've noticed 
that sometimes some of the money about $10 is missing. 
(Sometimes his friends come to the house and tell us 
that he gave them a dollar.) 
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c. He took a watch that belonged to his grandmother, and 
he won't give it back. We know because he was the only 
one that his grandmother showed the watch to. 

III. Hierarchy 

a. This is the only real problem we have with him. 

IV, Behavior Strength 

a. Well, it's hard to say, but I would guess that he has 
stolen things from his sisters about four times. 

b. As I said, he has taken about $10 from our house fund. 
But I couldn't say how often he has done it. 

c. The stealing has been going on for about six months 
now. 

V. Antecedent Conditions 

a. It's hard to say because we've never actually caught 
him. But usually things turn up missing when he's 
alone in the house or when he has free time like during 
the summer. 

b. We've noticed that when he has been in a fight with his 
brother or sisters or when my husband/wife has had to 
discipline him that he will steal something. 

VI. Consequent Conditions 

a. We usually accuse him now when anything turns up 
missing. 

b. He denies it and will get mad and cry and stomp around 
the house. 

c. Sometimes he'll refuse to talk to us. 
d. We will give him chores to do like cutting the grass to 

pay off what he stole. 
e. Things like rings he usually returns. He will say that 

he is going to look for what's missing and he always 
finds it after nobody else has been able to. 

VII. Sequential Conditions 

a. It varies, and I'd only be guessing but the summer is 
definitely the worst time. 
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#9—Obesity 

Description of Client—female, 10 years old, fifth grade 

I. General Description 

a. She's so overweight I'm afraid it's going to affect her 
health. 

b. The kids at school really tease her unmercifully. 
c. She is eating all the time, and I don't know how to get 

her to stop. 
d. Her self-concept is very low, and she doesn't do much. 

She doesn't have any friends. 
e. She's been on a diet, but it doesn't seem to work. 

II. Behavior Specification 

a. She is always eating. Every time I see her she is eat
ing something. 

b. She really likes cookies, cakes, or anything with 
starch and sugar. 

c. She wolfs her food. At the meals where we eat together 
usually breakfast and dinner, she takes between five 
and ten minutes to finish. 

d. She watches television for several hours every day and 
snacks while she is watching. 

e. She refuses to go out and play with the neighborhood 
kids. 

III. Hierarchy 

a. Well, she's got to lose some weight. 
b. And she's got to make some friends and start doing 

something other than watch T. V. 

IV. Behavior Strength 

a. According to the pediatrician she's about 60 pounds 
overweight. 

b. The problem with rushing meals happens every meal. 
c. Every day when I come home from work she's watching 

T.V. On the weekends, we take her with us to do er
rands. Otherwise, she would be watching television. 

V. Antecedent Events 

a. I don't know because it happens continually. 
b. Watching T.V. usually happens in the morning before she 

goes to school and in the afternoon when she comes 
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home, and then after dinner after she finishes her 
homework, I find her with the portable in her room. 

c. We invite kids over to play with her, but she hardly 
talks at all. 

VI. Consequent Events 

a. Usually, one of us will say something like "You know 
eating cookies all the time isn't good for you." 

b. Occasionally, I will take the food away from her, and 
she gets mad and goes to her room. 

c. We tried a lock on the refrigerator door, but it was 
inconvenient and she found other things like candy to 
eat. 

d. Both of us have yelled at her for watching T.V., but 
she sulks and cries so we feel sorry and let her watch 
again. 

e. I get very upset and yell at her when she won't play 
with other kids. I say things like, "You'll never have 
any friends." 

VII. Sequential Events 

a. I notice the continual eating more in the evening. 



APPENDIX B 

PROBLEM-IDENTIFICATION CHECKLIST FOR 
PROBLEM-CENTERED CONSULTATION 

Required Verbal Uri i ts Frequency of Unit  Use 

1. Behavior specification or individual- cinar-

acteristics specification elicitors (to intro

duce discussion) 

2. Beliavior specification elicitors (to obtain 
behavioral description of client behavior) 

3. Behavior specification elicitors (to deter
mine behavior strength) 

4. Behavior summarization emitters (to sum

marize information about behavior) 

5. Behavior positive-validation elicitors (to 
establish agreement regarding specification 
and strength of behaviors) 

6. Behavior-setting specification elicitors (to 
establish antecedent conditions) 

7. Behavior-setting specification elicitors (to 

establish consequent conditions) . 

8. Behavior-setting specification elicitors (to 

establish sequential conditions) ____________ 

9. Behavior-setting summarization emitters 
(to summarize conditions under v^^hich be

havior occurs) 

10. Behavior-setting positive validation elici
tors (to validate conditions under which 

behavior occurs) 

11. Observation specification elicitors and/or 

emitters (to establish performance assess
ment procedures) 

12. Observation summarization emitters (to 

facilitate recall of recording procedures) ______________ 

13. Observation validation elicitors (to vali
date recording procedures) 

14. Other specification elicitors or emitters (to 
arrange next interview and to ensure data 
collection) _____________ 
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APPENDIX D 

OPERATIONAL DEFINITIONS OF DEPENDENT MEASURES* 

A. Message Content 

1. Background environment--verbalizations concerning environ
mental conditions remote in time and/or location. 

2. Behavior setting--verbalizations referring to antecedent, 
consequent and sequential conditions occurring contiguously 
to a clientrs behavior. 

3. Behavior--verbalizations emphasizing covert processes (e.g., 
thinking, feeling) and overt actions of the client, strength 
of client behavior, goals for client behavior, tasks per
formed by the client, and records of action of the client. 

4. Individual characteristics--verbalizations about individual 
attributes of a client; describing conditions or states of 
the individual. 

5. Observation--verbalizations referring to observations and 
recording activities such as those involved in gathering 
data on client behavior. 

6. Other--verbalizations not specifically covered by the pre
vious five categories. 

B. Message Process 

7. Specification--verbalizations calling for descriptions of 
client characteristics and behaviors, background environment 
and behavior setting associated with client actions, obser
vation of client behavior and plans generated. 

8. Evaluation--verbalizations providing information about the 
attitudes or emotional reactions of a speaker toward the 
things which he or she is discussing. 

7:Bergan ( 1977). 
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9. Inference--verbalizations providing or calling for judgments 
as opposed to statements of fact. 

10. Summarization--verbalizations providing or calling for a re
view of information discussed earlier in the interview. 

11. Validation--verbalizations providing or calling for agree
ment or disagreement with regard to matters of fact. 

C. Message Control 

12. Elicitor--verbalizations calling for a response in a par
ticular content category and process category. 

13. Emitter--verbalizations providing content and process infor
mation to a listener but that do not call for specific re
sponses on the part of the listener. 



APPENDIX E 

PSYCHOLOGICAL CONSULTATION: 
PROBLEM IDENTIFICATION 

Name Date of Birth 

Consultant's Name Date 

1. General Description of Problem Behavior 

a. Tell me about the problems you are having with Jason. 
b. Describe the difficultues you are having with Kevin. 

2. Behavior Specification (a precise description of the behav
iors of concern to the patient) 

a. What does Jason ̂  when he makes you angry? 
b. Tell me what Kate does to make you think she is afraid 

of the dark? 
(Important—remember to ask for as many examples of the 
problem behavior as possible. After eliciting all the 
examples the patient can give, ask which behavior is 
causing the most difficulty.) 

3. Behavior Strength 

a. Frequency—how often a behavior occurs. 
Example—how often does Kevin have tantrums? 

b. Duration—length of time that a behavior occurs. 
Example—how long do Craig's tantrums last? 

4. Summarize and validate behavior and behavioral strength 

a. You have said that Jason makes you angry and upset by 
wetting his bed. 

b. That he wets his bed approximately four times a week. 
c. Is that right? 
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5. Identify Antecedent Conditions (what happens right before 
the problem behavior occurs) 

a. What happens right before you and Timmy have an 
argument? 

b. What happens right before you put Ava to bed? 

6.• Identify Consequent Conditions (what does the parent or 
others do immediately after the problem behavior has 
occurred 

a. Tell me what you do when Jason wakes you and tells you 
that he has wet his bed. 

b. When Ava won't go to sleep what do you do? 

7. Identify Sequential Conditions (when during the day does the 
behavior occur and/or what is the pattern of antecedent-
consequent conditions across several occurrences of the 
problem behavior) 

a. When during the day do you and Timmy have your 
arguments? 

b. Describe the ways you try to get Ava to go to bed. 

8. Summarize and validate antecedent, consequent, and sequen
tial conditions 

a. You've said that you and Timmy argue after you have 
asked him to do something, and he has refused. The ar
gument continues as long as you try to talk to him. Is 
that correct? 

b. You've said that at bedtime you tell Ava that it is time 
for bed, and that she doesn't answer you. You tell her 
again, and she says, "Oh, Mom." You remined her a third 
time, and she asks for 10 more minutes. You get mad, 
threaten to tell her father, and take her physically 
down to her room. She leaves her room approximately 
twice, asks for a drink of water and finally falls 
asleep. Is that how it goes? 

Data Collection 

9. Provide Rationale 

a. We need to get a record of how often this problem you 
are having with Kevin is happening. This information 
will give us an idea of how serious the problem is. It 
will also tell us what environmental conditions are 
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causing the problem, and therefore, what we have to 
change. As you begin to observe Kevin more closely, you 
may find that the problem behavior you have described is 
not really serious, but that another behavior is trou
blesome. You may also find that what appeared to be 
fairly simple is complex. 

10. Discuss Data Collection Procedures (data can be collected in 
two ways—continuously or in intervals) 

a. Continuous—every occurrence of the behavior is recorded. 
Used with low to moderate frequency behavior, e.g., bed 
wetting, hitting others. 
Example—the best way to get a record of how often you 
are having trouble getting Ava to bed would be to mark 
in this column every time you have to ask her to go to 
bed. Also make a note in this column about what was 
happening before you asked her to go to bed and over 
here what you did when she did not comply with your 
request. 

b. Interval—used with high frequency behaviors such as 
tantrums or passive behavior where the child is not do
ing what is required but is not disrupting others. 
Example—you have said that Doug's tantrums last about 
30 minutes. To get an accurate picture, I would like 
you to record what time the tantrum starts and what time 
it ends. If the tantrum starts and stops, record every 
time it stops and every time it begins again. 

11. Summarize and validate recording procedures 

Example—we have agreed that you will record the amount 
of time that Doug's tantrums last by recording the start 
and stop times. You will do this for three days and you 
will use this form. You will also record what happens 
before the behavior occurs and what you do after it has 
occurred. Is this okay with you? 

12. Establish a date to monitor data collection. 

13. Establish date of next appointment. 



APPENDIX F 

PSYCHOLOGICAL CONSULTATION: 
ANSWER FORMAT 

Name Date of Birth 

Consultant's Name ^Date 

1. Behavior Specification (examples) 

2. Behavior Strength (magnitude, frequency, duration, latency) 

3. Summarize and validate behavior and strength 

4. Antecedent Conditions 

• 5. Consequent Conditions 

6. When during the day does the behavior occur? 

7. Summarize and validate antecedent, consequent and sequential 
conditions 

Data Collection 

Type of data: observation, check list 

Data will be taken by: 

How will data be taken: continuous, time sample 

8. Summarize and validate data recording procedures 

Monitoring date(s) 

Date of next appointment 

70 



APPENDIX G 

INTERVIEW SELF-RATING SCALE 

1. I feel that the interview training enhanced my ability to 
interact with consultees 

Strongly Strongly 
Agree Neutral Disagree 

7 5 5 4 3 2 1 

2. The interview training increased my effectiveness as a psy
chologist. 

Strongly Strongly 
Agree Neutral Disagree 

7 6 5 4 3 2 1 

3. I feel that a lecture and discussion method would be better 
than this interview training. 

Strongly Strongly 
Agree Neutral Disagree 

7 6 5 4 3 2 1 

4. I feel that I could serve clients better without this 
training. 

Strongly Strongly 
Agree Neutral Disagree 

7 6 5 4 3 2 1 

5. I would recommend this training as an efficient way to learn 
interviewing skills. 

Strongly Strongly 
Agree Neutral Disagree 

7 6 5 4 3 2 1 
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6. I feel that there are several difficulties with this type of 
training. 

Strongly Strongly 
Agree Neutral Disagree 

7 6 5 4 3 2 1 

7. Not many students could be expected to quickly learn inter
viewing skills by this training. 

Strongly Strongly 
Agree Neutral Disagree 

7 6 5 4 3 2 1 

8. There are not any improvements that could be made in the 
training procedures. 

Strongly Strongly 
Agree Neutral Disagree 

7 5 5 4 3 2 1 

9. I will use the skills I have learned when I am out in 
practice. 

Strongly . Strongly 
Agree Neutral Disagree 

7 6 5 4 3 2 1 

10. When I am a psychologist, I will not use these interviewing 
skills. 

Strongly Strongly 
Agree Neutral Disagree 

7 6 5 4 3 2 1 
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