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ABSTRACT 

The present study investigated the effects of 

consultant verbalizations on consultee verbalizations 

related to the specification and measurement of client 

behaviors and descriptions of client individual character

istics (i.e., traits). Statement categories for both the 

consultant and the consultee were related to the interview-

outcome measure, i.e., the number of days of baseline 

collected by the consultee subsequent to the problem-

identification interview. The present study also examined 

the relationship between the number of days of data collec

tion agreed upon by the consultant and the consultee in the 

problem-identification interview (the interview-content mea

sure) and the interview-outcome measure. The consultant's 

use of elicitation or emission in the selection of the 

interview-content measure was also related to the interview-

outcome measure. Interviews of 50 consultants trained 

in behavioral consultation and participating in a field 

experience with public school teachers were analyzed. 

Consultant and consultee verbalizations were found 

to be highly interrelated, although weakly related to the 

interview-outcome measure. The content-interview measure 

vi 



was related to the interview-outcome measure in that the 

agreed-upon number of days of data collection was positively 

related to the subsequent collection of the same number of 

days of data. The odds that a consultee would return with 

the agreed-upon number of days of data (or more) as opposed 

to less than the agreed-upon number were found to be roughly 

six times greater for consultants who elicited rather than 

emitted the number of days of baseline to be collected. 
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CHAPTER I 

INTRODUCTION 

Meyers, Parsons, and Martin (1979) traced the 

beginning of psychological services in the schools to 

Lightner Witmer and the clinic he established in 1893 for 

children with school-related problems at the University of 

Pennsylvania. Social workers, also known as "visiting 

teachers," were used to gather social interaction data and 

facilitate communication between home and school by 1895. 

Early influences on school psychology included the develop

ment of tests of intelligence and the advent of Freudian 

approaches to school-related problems. As a result, a more 

clinical, diagnostic approach based upon the medical model 

came to dominate the area of school psychological services 

through the 1940's (Meyers, Parsons, & Martin, 1979). 

The clinical approach was a costly model due to the 

time required to provide direct service to students using 

long-term therapy and individual assessment. Questions 

concerning the effectiveness of this approach to school 

psychology (Eysenck, 1952; Reger, 1967; Stuart, 1970) led to 

increased calls for indirect services such as consultation, 

staff training, and preventive services. These new roles 
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did not replace individual diagnosis, counseling, or ther

apy, but did begin to change the face of school psychology 

by increasing the scope of services offered. 

Over Lie years consultation has grown in sophistica

tion from informal advice-giving to, in some instances, a 

structured problem-solving activity. Training in school 

consultation has become an integral part of many graduate-

level training programs in school psychology (Kratochwill & 

Bergan, 1978)., The range of psychological principles 

available to consultants has increased greatly. Humanistic 

and behavioral approaches, developed in the 1950's and 

still emerging, became a source of theoretical and prac

tical resources for the consultant. These psychological 

frameworks influenced not only the process of consulta

tion, but also the training and evaluation of consultants 

(e.g., Goodwin, Garvey, & Barclay, 1971). The community 

mental health movement and organization development the

ory both contributed to the practice of school consulta

tion (Gallessich, 1973; Myers, Parsons, & Martin, 1979). 

Sarason's (1971) work on the social system of the school and 

its reaction to consultants and other change agents also 

contributed to the development of school consultation. 

Consultation has been used to describe a number of 

services rendered by a school psychologist. One meaning of 

school consultation has referred to psychological services 
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delivered to groups of individuals within the school setting 

and as such was included as one of the role specifications 

outlined for school psychologists at the Thayer conference 

on school psychology (Cutts, 1955) . This would include ser

vices to groups of children or groups of school personnel. 

Reschly (1976) reported that until the late 1960's consulta

tion in school psychology meant services to groups and also 

indirect services provided to a child socialization agent. 

These socialization agents then would work with the child 

in question. Reschly (1976) noted that recently the meaning 

of school consultation has broadened to include almost any 

activity a school psychologist may pursue. For example, 

Cherniss (1976) defined consultation as "a process in which 

one or more individuals, possessing certain knowledge and 

skills, help individuals and groups within a particular 

social system work on one or more work-related problems." 

This definition of consultation includes the work of Caplan 

(1970), Argyris (1970), and Sarason et al. (1966). Although 

the definition of consultation as an indirect service has 

survived, differing theoretical orientations brought about 

widely varying practices, all termed consultation. The 

three most common theoretical models being employed are the 

mental health consultation approach, the organization 

development approach, and the behavioral consultation 

approach (Meyers, Parsons, & Martin, 1979). Reschly 

(1976) suggested that consultative services, occupying an 



increasingly greater proportion of school psychologists' 

time, should be clearly outlined in research reports to 

differentiate these various practices and the theoretical 

models underlying them. 

The emphasis of the mental health consultation model 

lies in the role of internal pathological states as causes 

of behavior (Caplan, 1970; Lambert, 1974), whereas the 

organizational development model strives to aid educational 

systems by developing the educational organization as a 

whole (Boskowski, 1973; Schmuck et al., 1972; Rhodes, 1974). 

Bergan (1977) conceptualized the behavioral model as a 

problem-solving model emphasizing a colleague relationship 

between consultant and consultee (Bergan, 1970; Bergan & 

Dunn, 1976; Bergan & Tombari, 1975; Halfacre & Welch, 1973). 

In behavioral consultation in the schools, the consultee 

usually is a teacher and the school psychologist usually is 

the consultant. The client is the child whose problem the 

teacher is trying to resolve. By working with the teacher 

the consultant provides indirect service to the child. 

The behavioral consultation model will be described 

to provide a context for the consultation research presented 

in this paper. 

Behavioral Consultation 

The development of a technology of behavior analy

sis (Baer, Wolf, & Risley, 1968; Skinner, 1961) and a 
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disenchantment with traditional psychological services 

(e.g., individual case work), presented a need for a system

atized behavioral consultation model (Bergan & Caldwell, 

1967; Bersoff & Grieger, 1971; Goodwin et al., 1971). 

Bergan's (1977) behavioral consultation model combined 

aspects of systems theory related to problem solving 

(Kaufman, 1971) and behavioral principles and technology 

(Kazdin, 1977). Four stages of consultation were advanced 

that included problem identification, problem analysis, 

intervention, and evaluation. The systems theory contribu

tion to this approach relies on feedback from empirical data 

to guide the course of consultation to problem solution, 

with modifications in response to incoming data as neces

sary. In this model the consultee is viewed as a problem 

solver who brings considerable knowledge about the social 

and physical environment of the client to the consultative 

session. As a product of consultation the consultee devel

ops problem solving skills with the help of the consultant. 

The consultant works to link psychological knowledge to 

the problem as appropriate. Evaluation is focused on goal 

attainment and plan effectiveness rather than on individual 

characteristics of the client. This is due to the emphasis 

on the role of the environment in controlling behavior. 

These features of the behavioral model were detailed in 

depth by Bergan (1977). 
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Kratochwill and Bergan (1978) noted that school 

consultation following a behavioral orientation usually has 

dealt with learning and adjustment problems of children and 

youths. Central to this endeavor is the continuous measure

ment of specific observable behaviors throughout baseline 

and intervention phases. Follow-up measures are recommended 

also, along with measures of generality of the behavior 

change across therapists, settings, and clients (Hersen & 

Barlow, 1976) . 

Meyers, Parsons, and Martin (1979) emphasized that 

directly observable behavior that can be charted or counted 

would be needed to monitor problems adequately in a behav

ioral formulation. In discussing this aspect of behavioral 

consultation they noted: 

The conceptualization underlying this sort of 
definition will emphasize extrapersonal factors 
influencing behavior, and often this orientation may 
conflict with the teacher's emphasis on intraper-
sonal factors influencing behavior. Thus, rather 
than being specific and behavioral, the teacher 
might report that the child is emotionally dis
turbed, learning disabled, lazy, or even wicked. 
Such definitions of the problem are too vague. 
Often an important task of consultation is to 
reconcile the difference between consultant and 
consultee in their orientation to defining the 
problem, resulting in an emphasis on the environ
mental factors (particularly the classroom factors) 
that can be manipulated in an effort to help the 
child. (Meyers, Parsons, & Martin, 1979, p. Ill) 

Meyers, Parsons, and Martin (1979) also reported that this 

type of behavior change assessment will be important in 

supporting the implementation of the consultative role of 
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the school psychologist, through its use in the evaluation 

of psychological consultative services. 

Mager (1961) described this type of educational 

objective as a performance objective. Characteristically it 

denotes an activity under certain environmental conditions 

at a desired level of performance. Bergan (1977) stated 

that the description of the activity must be able to gen

erate valid and reliable data from independent observers 

charged with determining the level of current performance. 

This type of objective also may specify antecedent or 

consequent conditions necessarily linked to the definition 

of an instance of the activity being observed; e.g., class

room behavior observed after recess has been announced by 

the teacher may not be recorded. 

Three functions of the performance objective were 

reported by Bergan (1977). First, the stating of the objec

tive may provide direction by drawing attention to tasks 

required for goal attainment (Kaplan & Rothkopf, 1974; 

Kaplan & Simmons, 1974). This also ensures the agreement 

between consultant and consultee noted by Meyers, Parsons, 

and Martin (1979) regarding the definition of the problem. 

Secondly, Bergan (1977) indicated that another function of 

the performance objective is to facilitate the development 

of a measurement system by linking goals to performance 

measures (Briggs, 1970). The third function of the perfor

mance objective is to enhance goal attainment. This process 
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sometimes is masked by discriminative stimuli other than the 

performance objectives that orient the learner to the task 

(Merrill, 1974). Performance objectives can be shown to aid 

in goal attainment when these discriminative stimuli are 

controlled (Kaplan & Rothkopf, 1974; Kaplan & Simmons, 

1974). 

The role of behavioral assessment in behavioral 

consultation cannot be overemphasized (Hawkins, 1979; 

Ysseldyke, 1979). Ysseldyke (1979) noted that the pinpoint

ing of the target behavior(s), giving specific examples and 

specifying criteria, can improve reliability and reduce 

observer bias. The meaning of a behavioral definition, 

and its function in behavioral assessment, have been con

trasted with the medical model conception of behaviors by 

several authors (Bersoff & Grieger, 1971; Ciminero, 1977; 

Kratochwill, 1980; Stuart, 1970). In the medical model 

intraorganismic variables are treated to improve the lives 

of the patients (Kanfer & Saslow, 1969). The client's be

havior is considered a sign of his/her underlying pathology 

(Ciminero, 1977) or maladaptive learning processes, and the 

situation in which assessment takes place is of little 

importance (Kratochwill, 1980). Stuart (1970) distinguished 

between phenotypic and genotypic classes of language by 

noting that phenotypic refers to the specification of behav

iors, whereas genotypic refers to underlying psychodynamics. 

Regarding genotypic language, Stuart (1970) indicated that 
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"it is consistent with this approach to say that a boy who 

rejects many foods and reads poorly suffers from an 'oral 

aggressive character disorder'" (p. 65). Tombari and Bergan 

(1978) reported that medical model proponents, functioning 

as consultants, cue consultee statements regarding individ

ual characteristics, while behavioral consultants cue and 

reinforce consultee statements regarding specific behaviors 

and the situations in which they are emitted (or elicited in 

the case of respondent behaviors). 

Ciminero (1977) stated that "direct recording of 

an individual's behavior by some independent observer is 

probably the hallmark of behavioral assessment" (p. 10). 

Kratochwill (1980) emphasized the use of motor, cognitive, 

and physiological response systems in behavioral assessment. 

He also portrayed behavior, not as a sign of pathology but 

instead as a sample of a class of behavior from a given 

situation (Kratochwill, 1980). Most importantly, the 

measurement of the target behavior(s) is linked to the 

determination of a treatment strategy and the evaluation 

of goal attainment and plan effectiveness (Bergan, 1977). 

Kratochwill (1980) described how the behavioral assessment 

approach could be used in the development and evaluation of 

the "Individual Education Program" (IEP) required for 

special education. 

Bersoff and Grieger (1971) reported that the data 

collected should aid consultants in making decisions about 
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behavior change programs. Behavior records can function 

also as a diagnostic tool (Hawkins, 1979). Bergan and 

Caldwell (1967) discussed the possibility of baseline 

records documenting less of a problem (in rate, intensity, 

or duration) than initially perceived by the referral 

source. A redefinition of the problem or calling off the 

planned intervention may result. This procedure still 

differs markedly from traditional diagnostic applications 

such as labeling (Kanfer & Saslow, 1969). 

The activity of recording behaviors is so central to 

behavioral consultation that several writers have suggested 

making consultative services contingent upon data collection 

by the consultee (Bergan & Caldwell, 1967; Halfacre & Welsh, 

1973). Tombari and Davis (1979) suggested that if no data 

collection and evaluation takes place, what has occurred 

is not behavioral consultation. Piersel (in press) also 

emphasized the role of objective measurement of specific 

behaviors in behavioral consultation. Chase (1938) con

tended that records and measurements of specific actions 

improve communication between individuals by making concepts 

verifiable and within the reach of experience. Bersoff and 

Grieger (1971) reported that presenting problems stated in 

vague, nonspecific terms may be ladened with implied or 

stated blame. According to Bersoff and Grieger (1971), 

discussions concerning blame can be avoided by focusing 

on specific child behaviors. Underlying pathological 



conditions are not assumed to be the cause of the observed 

behaviors (Bergan, 1977). These issues all are addressed in 

the context of the problem identification interview in 

behavioral consultation (Bergan, 1977). 

Problem Identification 

Meyers, Parson, and Martin (1979) recommended that, 

after entry into a system has been achieved (Cherniss, 1976) 

and referrals are initiated, the consultant explain the 

consultative service (s)he offers and use the first session 

to gather data and also to determine if direct or indirect 

services are appropriate. In either case a specific aca

demic or behavioral problem is identified, with an initial 

description of the problem to be solved in consultation 

(Kratochwill & Bergan, 1978). Meyers, Parsons, and Martin 

(1979) recommended that specific suggestions (or diagnosis) 

be avoided during this initial meeting to allow time to 

reflect on the problem and to avoid hasty conclusions. 

Bergan (1977) suggested that goal specification be postponed 

until baseline measures of target behaviors have been 

collected. At that time problems can be defined by the 

discrepancy between observed and expected performance levels 

(Kaufman, 1971). 

Goals for the problem identification interview—the 

initial interview in behavioral consultation — include a 

description of the behavior, the conditions under which the 



behavior occurs (both antecedent and consequent), and an 

estimate of the behaviors frequency and/or duration (Bergan, 

1977). A plan then is devised to obtain baseline data 

reflecting the behavior of concern, and another interview 

appointment is arranged, with the consultant contacting 

the consultee in the interim to check on data collection 

procedures (Bergan, 1977). 

Kanfer and Grimm (1977) presented a scheme for 

selecting target behaviors in the interview through a 

classification system. They reported that, "although there 

is emphasis on the major function of the interview as a 

means for developing a treatment program, practitioners have 

been given little assistance in the processing of interview 

information toward the development of specific target 

behaviors" (Kanfer & Grimm, 1977, p. 7). Kanfer and Grimm's 

(1977) approach outlined five categories (such as behavioral 

deficiencies, behavioral excesses, etc.) and suggested 

treatment intervention strategies of proven effectiveness 

for each category. However, this approach does nothing to 

aid the consultant in separating specific behavioral events 

from "by-products," "evaluative summaries," or other "verbal 

descriptors" of a conceptual (i.e., pathological-state) na

ture (Kanfer & Grimm, 1977). It assigns specific behaviors 

to categories only for purposes of selecting an intervention 

strategy. 
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Goodwin et al. (1971), in evaluating a training 

program for school psychologists in interviewing skills, 

found that selecting a target behavior significantly 

differentiated the trained group from the control group two 

months after training was completed. 

Bergan and Tombari (1976) found that failure to 

reach the objectives of the problem identification interview 

decreased the chances that consultation would continue to 

problem solution and that plan implementation was related to 

the successful completion of the problem identification 

interview. Tombari and Davis (1979) stated, "Failure, 

then, on the part of the behavioral consultant to elicit a 

behavioral definition of the problem during the problem 

identification interview will in all probability end the 

consultative relationship" (p. 289). 

Piersel (in press) reported that the problem identi

fication interview can be very demanding on the skills of 

the consultants. He stated that specific behaviors, both 

observable and measurable, are needed. Both complex single 

problems and multiple problems need to be analyzed with the 

consultee to determine priorities before setting goals 

(Piersel, in press). Lambert (1976) noted that elementary 

school teachers did not report problems in the manner 

described above. In fact, teachers were found to make vague 

and general statements related to the individual character

istics of the child.- Piersel (in press) suggested that 
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teachers may be used to educational experts telling them 

what is wrong and how to correct it. This type of expec

tancy set may increase the difficulty level involved in 

working with a teacher to determine an accurate statement of 

the problem. 

This statement of the problem and the subsequent 

data collection activities come about due to process vari

ables in consultation. The present study will relate 

process and outcome variables of the problem identification 

interview in behavioral consultation. 

In choosing an outcome variable in the present 

investigation of the problem identification interview, the 

number of days of baseline actually recorded by the teacher 

was chosen because evidence exists that data collection is 

central to the behavioral approach (see previous discussions 

in this paper) and because often it is difficult to get 

teachers to record target behaviors (Bergan & Caldwell, 

1967; Halfacre & Welsh, 1973). This activity is specified 

as one major goal of the problem identification interview in 

behavioral consultation (Bergan, 1977). Further, as Bergan 

and Tombari (1976) reported, "once consultative problem 

solving was carried through problem identification, problem 

solution almost invariably resulted" (p. 12). 

In typical behavior change programs, if the behav

ior rate is stable, three or four recording sessions are 

considered a minimum length of baseline data collection, 



15 

except in the case of extremely severe problems when ethical 

considerations dictate an immediate intervention (Bergan, 

1977). Considerable variability or trending in the pre

dicted direction would require that baseline data be col

lected until some stability in the data series was reached 

(Parsonson & Baer, 1978). Gelfand and Hartmann (1975) 

recommended that for variable baseline data three recording 

sessions plus one more for each 10% of variability be em

ployed. They also presented a formula for this calculation 

and examples of its use. 

Medwey (1979) cited a need to specify the interac

tions in consultation that yield the greatest products. 

Tombari and Davis (1979) emphasized that the consultee's 

follow-through on plans created in consultation is an 

emerging area of research with few empirical studies. 

Studies have shown that training alone may not be enough 

to ensure application and follow-through in the natural 

environment (Cossairt et al. , 1973 ; Panyan, Boozer, & 

Morris, 1970; Quilitch, 1975). 

Unfortunately, most articles on consultation are not 

based on empirical data (Cowen, 1973; Kanfer & Phillips, 

1970; Medway, 1979). Yet consultation is one of the most 

widely used clinical techniques, has developed as a pre

ferred role according to school psychologists, and is a 

service frequently requested by consumers within school 

systems (Martin & Meyers, 1980). Martin and Meyers found 



that most practicing school consultants had little formal 

training in consultation, while spending 20% to 30% of their 

professional time engaged in it. 

In behavioral consultation, it seems reasonable to 

assume that the teacher who, subsequent to his/her problem 

identification interview, collects baseline data for a 

number of recording sessions (usually over a number of days) 

has been influenced significantly by the consultant. Typi

cally, teachers are anxious to get on with the intervention, 

which may terminate an unpleasant classroom situation for 

the teacher as well as aid the student. Data collection 

activity can be viewed by the teacher as just another chore 

to add to his/her daily list of classroom-related duties. 

The present study investigates the effects of 

consultant verbalizations on consultee verbalizations 

related to the specification and measurement of client 

behaviors and descriptions of client individual character

istics (i.e., traits). These types of statements will be 

recorded for both the consultant and the consultee and will 

be submitted to a statistical procedure designed to analyze 

contingency table data (Duncan, 1975). Bergan and Neumann 

(1980) used this procedure in a similar application with 

consultant and consultee statements. Consultant statements 

and consultee statements will then each be related to the 

interview outcome measure using contingency table analysis 

(Duncan, 1975). 



An alternative approach will focus on interview 

content by determining the number of days of data collection 

agreed upon in the problem-identification interview, and 

relating that to the interview-outcome measure (the actual 

number of days of data collected during baseline by the 

consultee). 

The present study will analyze existing records 

of consultative interviews and their associated product. 

Kerlinger (1964) noted that without an experimental manipu

lation or the use of randomization, a preconception of 

hypotheses, including alternative negative hypotheses, 

makes statistical results easier to accept in clarifying 

theoretical and empirical relations. Kerlinger (1964) 

observed also that a number of important nonexperimental 

studies have been conducted. For example, much of Jean 

Piaget's work on children's thinking was of this nature. 

By examining category and content process variables, 

information regarding the verbal interactions found in 

the problem-identification interview and related to the 

interview-outcome measure may be specified. It is hypothe

sized that consultant and consultee statements will be found 

to be highly associated, based upon findings from similar 

research (Bergan & Neumann, 1980). In the analysis of 

statement categories, it is hypothesized that a minimum 

number of consultant statements would be required for 

baseline data to be collected subsequently by the consultee. 



18 

For example, the consultant who elicits statements about 

client behaviors and observation procedures may (within a 

limited range) affect the number of days of data collection. 

A consultant who fails to elicit or emit particular types 

of statements may sharply limit subsequent data collection 

activities. The consultee' could lack information needed 

for data collection to occur or could fail to respond 

to the directive to collect data due to the lack of con

sultant emphasis. Beyond a certain point, the consultant's 

continued eliciting or emitting may have a negative or 

negligible effect on the consultee's data collection, 

possibly confusing the consultee with numerous conflicting 

directives or needlessly repeating the same elicitors and/or 

emitters. 

In the analysis relating interview content to the 

interview-outcome measure, it is hypothesized that the 

agreed-upon number of days of baseline will correspond with 

the actual number of days of baseline collected. The 

agreement on how long to collect data could come about 

through consultant elicitation or direction. "We'll need 

five days of baseline data" would be an example of a con

sultant observation-emitter related to the length of the 

baseline. "How many days will you collect data this week?" 

is an example of a consultant observation-elicitor. It is 

hypothesized that the consultee may be more likely to comply 

if asked rather than told what to do. When the consultant 



directs the consultee to collect data for a certain number 

of days, the consultee is not involved in the decision 

making. The elicitor noted above assumes that data will be 

collected by the consultee but leaves open the issue of 

exactly how many days of data collection will be undertaken. 

This relation between consultee compliance and 

consultant asking or telling was suggested by a number of 

authors (Berlin, 1967; Fine & Taylor, 1971; Lippitt, 1967) 

but has not been empirically tested (Tombari & Davis, 

1979). 

A statistical procedure used to analyze contingency 

tables will be employed to examine the hypotheses noted 

above (Duncan, 1975). Odds and odds ratios will be pre

sented to represent the magnitude of the effects. Specifi

cally, the first three tables will analyze the interview 

statement categories and the outcome measure. The last two 

tables will relate the inteview content measure and the 

outcome measure. 

The first table will represent the relationships 

between consultant and consultee statements. The second 

table will relate consultant statements and the interview 

outcome measure. The third table will relate the consultee 

statements and the interview outcome measure. The fourth 

table will relate the interview content measure and the 

interview outcome measure. The last table will show the 

consultant's use of elicitation or emission in the selection 
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of the interview-content measure versus the interview-

outcome measure. The data-analysis procedures will be 

further elaborated in the method section (Chapter III) of 

this paper. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Process Variables in Interviewing 

Variables to be considered in this section include 

consultant characteristics, consultee characteristics, 

consultant overall interviewing style, the use of specific 

verbal statements, problem solving behavior, and other 

aspects of interview communication. 

School consultant characteristics have received 

little attention in the research literature (Medway, 1979). 

However, the characteristics of opinion survey interviewers 

and social science interviewers have been investigated 

(Gordon, 1975). Gordon noted that interviewer character

istics can aid an interviewer in some situations and inhibit 

his/her performance in other situations, depending upon the 

nature of the specific characteristic and the limits that 

characteristic places on the roles the interviewer may 

assume (Gordon, 1975). Age and sex of the interviewer, as 

well as social class, race, ethnicity, manner of dress, 

speech, and physical characteristics, may all influence 

interviewer success (Benney, Riesman, & Star, 1956; Bindman, 
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1965; Comer & Piliavin, 1972; Katz, 1942). For example, 

Katz (1942) looked at the differential effects of using 

"white collar" versus "blue collar" interviewers in opinion 

surveys regarding attitudes toward war versus attitudes 

toward labor issues. Gordon (1975) noted that a student of 

high school age might run into resistance when trying to 

survey parents about child-rearing practices, but be very 

successful interviewing fellow students concerning problems 

with parents. The sex of the interviewer may influence 

interview success depending upon the topic of the survey. 

Moreover, differential effects have been shown in studies 

using interviewers of different ethnic or racial background 

(Alers, 1970; Athey et al., 1960; Bindman, 1965; Schuman & 

Converse, 1971; Weller & Luchterhand, 1968). Vocabulary, 

accent, and diction of an interviewer may be signs of 

ethnicity or role, as may be the interviewer's style of 

dress, grooming, and physical characteristics. An inter

viewer in a wheelchair may elicit an entirely different 

reply from wheelchair respondents than would an interviewer 

who is not handicapped (Comer & Piliavin, 1972). Gordon 

(1975) suggested that in these cases the interactions 

between the interviewer, respondent, and the topic of the 

interview all should be considered in the context of the 

society in which the interviewing occurs. Gordon (1975) 

proposed that in the process of analyzing these factors 

social-psychological variables be identified (e.g., status, 
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power, or social distance) and evaluated as either aids or 

barriers to interview success in a particular circumstance. 

In school consultation, some studies have been con

ducted surveying teachers concerning their views of effec

tive consultant characteristics (Mann, 1973; Schowengerdt, 

Fine, & Poggio, 1976). Ratings by teachers were higher for 

likable consultants (Mann, 1973) with good interpersonal 

skills (Schowengerdt et al., 1976). Other studies in school 

consultation have focused on consultee characteristics 

(Piersel, in press; Steward & Medway, 1978). Piersel (in 

press) summarized the research indicating that desirable 

consultee characteristics include good teaching and problem 

solving skills. Being friendly and likable, while willing 

to make changes and participate in consultation, were char

acteristics also preferred by school consultants (Alpert, 

Weiner, & Ludwig, 1979). Stewart and Medway (1978) cited 

research indicating that teachers with little experience are 

more willing to enter into consultation, and devote more of 

their time to it. 

Richardson, Dohrenwend, and Klein (1965) discussed 

another interviewer characteristic, which they described as 

overall verbal style. Gordon (1975) addressed this area by 

noting personality traits and attitudes that he felt were 

important in an interviewer. Besides being likable, a good 

interviewer needs to be flexible, intelligent, and emotion

ally secure (Gordon, 1975). He also noted that negative 
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attitudes toward the respondent may be a source of bias in 

the interview or may result in the interviewer failing to 

exhibit positive attitudes needed for success. Fisher 

(1950) demonstrated this effect with a political survey in 

which interviewers with strong political attitudes misrepre

sented respondents' statements to favor their own views. 

Rice (1929) reported a similar study. One way to character

ize consultant style is in terms of the degree of control 

the consultant exerts on the interview. Richardson et al. 

(1965) described this style using the dimension of "direc

tive" versus "nondirective." Miller (1974) reported that 

when given a choice, teachers preferred nondirective con

sultants to behavioral consultants. Tombari and Davis 

(1979) argued that behavioral consultants can control the 

interview and still be collaborative by asking questions and 

offering choices. Bergan and Neumann (1980) gave an example 

of this technique that will be discussed later in this 

paper. Rogers (1961) and Sullivan (1954) are credited 

with elaborating theories of counseling emphasizing the 

nondirective verbal style. Directive consultants may have 

difficulty obtaining compliance for their directives because 

they do not involve the teacher in the decision-making 

process (Berlin, 1967; Fine & Taylor, 1971; Lippitt, 1967). 

Tombari and Davis (1979) noted that this assumption has yet 

to be empirically tested. Piersel (in press) stated that 

if the directive consultant fails to elicit information 
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concerning the definition of the problem, the problem may 

never be accurately identified. Several studies attempted 

to resolve this question by looking at teacher preferences 

(Kuehnel, 1975; Wenger, 1979; Derby, 1976). However, the 

results of these studies are conflicting. One reason these 

studies do not provide a definitive answer may lie in their 

methodology. Teacher reports have been known to be unre

liable (Gelfand & Hartmann, 1975; Kanfer & Phillips, 1970). 

The analysis of specific statements in consultation 

has been presented by many authors at the descriptive level. 

Richardson et al. (1965) described six types of questions 

used in interviewing: (a) the closed question, which re

quires a short answer; (b) the open question, which requests 

an undefined response; (c) the yes-no type of question, 

which requires a one word response, (d) the selection type 

of question, which gives alternatives and requires a choice, 

(e) the identification type of question, which calls for 

the identification of a person, place, or thing, etc.; 

and (f) the leading question, which suggests its own 

answer. Gordon (1975) covered specific statements in a 

similar fashion, describing such verbal forms as provid

ing context within a question, structuring the answer, 

defining the scope of the question, and selecting appro

priate wording. Another descriptive procedure involves 

content analysis. Coding units and categories are created, 

with the goal of relating the categories to a theoretical 
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framework. Manipulation of the data may include statistical 

analysis (Tombari & Davis, 1979). Attempts at content 

analysis reached a peak with the book entitled The First 

Five Minutes, by Pittenger, Hockett, and Danehy (1960). In 

this book a microscopic interview analysis of 5 minutes 

of an in-take (clinical) interview, using linguistic and 

paralinguistic techniques, was undertaken. The analysis was 

totally descriptive, and causal relationships were a matter 

of speculation based upon clinical judgment. Verbal con

ditioning studies, to be discussed later in this paper, 

attempted to experimentally relate classes of verbal behav

ior to the control of environmental stimuli (Kanfer et al., 

1960; Neumann, 1975). 

In an experimental study concerning behavioral model 

cues and medical model cues emitted by the consultant, 

Tombari and Bergan (1978) showed that these cues influenced 

the consultees' descriptions of problem behaviors in accor

dance with each model. Further, the medical model cues 

resulted in lower expectations regarding problem solution, 

with fewer problem solving statements by the consultees. 

Another study compared the effect of behavioral and 

medical model cues on teacher expectancies regarding the 

instruction of a hypothetical child (Bergan, Byrnes, & 

Kratochwill, 1979). These authors reported that behavioral 

consultation with task analysis was related to more suc

cess during the subsequent role-playing teaching session. 
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Behavioral consultation without task analysis also was 

superior to the medical model or control conditions during 

the subsequent role-playing session. These two studies 

suggest a strong relationship between consultant verbal 

behavior and consultee verbal behavior as well as consultee 

teaching behavior (Piersel, in press). 

In a recent study, Bergan and Neumann (1980) ana

lyzed transcripts from 50 consultations completed by behav

ioral consultants participating in a field experience with 

public school teachers. The use of plan-tactic elicitors 

resulted in a positive effect on the incidence of consultee 

resources emitted, as opposed to responses not reflecting 

resources or constraints. Other types of consultant elici

tors all had negative impacts on resource incidence when 

compared to the incidence of other types of consultee re

sponses. Plan-tactic elicitors call for the specification 

of procedures and materials used in the implementation of a 

plan designed to change behavior. The plan-tactic elicitor 

combines the directive and the nondirective approaches 

by asking the teacher for possible ways to use a given 

strategy. For example, it is clear that the consultant 

has picked positive reinforcement as the strategy, when 

the plan-tactic elicitor asks, "How might you reward Fred 

for not being disruptive in the new basic skills class?" 

(Bergan & Neumann, 1980, p. 318). Only the problem analysis 

interview was analyzed in this study, because that is the 
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structured interview where plan design is designated 

to take place (Bergan, 1977). 

Before concluding this section on process variables 

in interviewing, several other process approaches will be 

presented. One such approach is the problem solving model 

emphasizing the role of verbal responses (Cofer, 1957). 

Cofer reviewed studies which reported that slight dif

ferences in the wording of problems can affect problem 

solution, as well as'the wording of the instructions in 

experiments where problems are presented to be solved. The 

previously discussed study by Tombari and Bergan (1978) 

reported similar findings in behavioral consultation. 

Effective problem solving appeared to be related to verbal 

fluency in general in a number of studies (Cofer, 1957), 

through the production of relevant material or alternative 

hypotheses. Cofer (1957) pointed out that behavior can be 

controlled verbally, but we don't know exactly by what means 

this occurs. D'Zurilla and Goldfried (1971) related the 

problem solving literature to applications of behavior modi

fication. In order to generate possible problem solutions, 

specificity in problem definition with full inclusion of 

relevant facts is required. In this way what may have 

seemed irrelevant may become more familiar, concrete, and 

possibly applicable to the problem at hand (D'Zurilla & 

Goldfried, 1971). D'Zurilla and Goldfried presented a 

five-step process of problem solving. First, the problem 
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solver has to recognize the need for problem solving activ

ity. Second, the problem should be defined and stated 

specifically as noted above. Third, the problem solver 

needs to propose possible solutions. The technique of 

"brainstorming" was discussed in this regard. Fourth, a 

course of action has to be selected from the alternatives 

generated in step three. And finally, data need to be 

collected using an observation and recording procedure, to 

determine if the problem is resolved. This procedure is 

very similar to the steps in problem solving behavioral 

consultation mentioned earlier in this paper. 

Other process approaches have been advanced that are 

not within the scope of behavioral consultation. Parsons 

and Meyers (1978) reported a consultant training program 

utilizing a transactional analysis approach. Transactional 

analysis (Berne, 1964) is a neo-Freudian framework for 

analyzing interpersonal interactions with the goal of 

improving communication beween the participants of these 

interactions. Statements are categorized and their meanings 

are drawn from the type of transactions that are identified. 

Barber and Nord (1977) presented another taxonomy of 

interactions between consultants and consultees within an 

organizational development framework. They suggested that 

four variables would predict the establishment of a rela

tionship between consultant and consultee. The first 

variable concerns the consultant's style. Four styles were 
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presented built around the analogy of the consultant in the 

role of priest, shaman, mystic healer, and naturalistic 

healer. The second and third variables concerned the 

consultee's motivation and cognitive style. Finally, the 

nature of the presenting problem was included in this 

formulation. Predictions were made concerning how these 

variables might interact, but no empirical evidence was 

available. 

Richardson et al. (1965) described how the inter

viewer controls the pace of the interview, his/her effect on 

transitions from topic to topic, and the level of discourse. 

Gordon (1975) outlined four types of nonverbal communication 

that he felt contributed to interviewer success. First, 

proxemic communication was described in terms of the inter

viewer's use of interpersonal space to convey feelings or 

attitudes. Second, chronemic communication referred to the 

use of silence and the pacing of speech patterns. The 

silent probe was referred to as a specific interviewer 

technique. Third, kinesic communication related to body 

movements and postures. And, finally, paralinguistic 

communication included differences in volume, pitch, and 

quality of voice (Gordon, 1965). Integrating all four 

of these nonverbal aspects of communication to enhance 

the interact ion between interviewer and respondent may 

facilitate the acquisition of accurate and/or relevant 

information. 



Outcome Variables in Interviewing 

Outcomes or products of consultation can be concep

tualized and measured in many ways. Accountability measures 

can be descriptive as in consultant daily logs, or measures 

of efficiency as in time-elapsed data, or measures of effec

tiveness as in consumer reports or direct behavioral obser

vation of changes in target behaviors (Stewart & Medway, 

1978). Most evaluations of school consultation in sys

tematic research studies have used teacher reports as the 

outcome measure (Medway, 1979). Medway reviewed 29 studies 

of school consultation effectiveness and found behavioral 

consultation to be particularly effective. Twenty-two of 

the studies reported some positive effects from consulta

tion; however, Medway (1979) noted that most of the studies 

suffered from some methodological difficulty. These ranged 

from lack of follow-up data and adequate control groups to 

failure to control for consultant and consultee individual 

characteristics. He also reported that in most of these 

studies only several consultants were involved, and often 

the consultant involved in the study was also the author of 

the study, leaving open the possibility of experimenter 

bias. Consultee characteristics were not considered in 

these studies, in spite of the recent evidence describing 

teachers' characteristics that may relate to outcomes of 

consultation (see previous discussion under Process Vari

ables in Interviewing). 
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Teacher satisfaction studies, such as the study 

described previously by Schowengerdt et al. (1976) depended 

upon questionnaires given to teachers subsequent to the 

consultative experience. This methodology is suspect 

because reports from teachers or parents can be unreliable 

due to honest mistakes (e.g., Harris, Wolf, & Baer, 1964) or 

due to a desire to reward the consultant for his/her concern 

and attempts to help, rather than reporting the effective

ness of the actual intervention (Hathaway, 1948). Hersen 

and Barlow (1976) noted that self-report measures often are 

subject to distortion due to demand characteristics (i.e., 

expectation bias). Impression management in verbal re

porting, even to the point of lying and faking, has been 

measured by such instruments as the Minnesota Multiphasic 

Personality Inventory (MMPI). 

Only 2 of the 35 outcome studies reviewed by Mannino 

and Shore (1975) used directly observable behavior as a 

criterion. Meyers, Parson, and Martin (1979) emphasized the 

need for observable behavior as an outcome measure of 

consultation and suggested that experimental control could 

be exerted through the use of a multiple-baseline across-

subjects design. One of the first studies to employ this 

design, that of Parsons and Meyers (1978), unfortunately did 

so with less than convincing results. Only one of four 

pairs of subjects responded in the predicted direction. 

Another multiple-baseline study of the consultative process 
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using observable outcomes by Meyers, Friedman, and Gaughan 

(1975) also showed mixed results. Three teachers were 

trained sequentially in attitude and feeling expression and 

clarification, regarding teaching. The third teacher's 

baseline data trended in the predicted direction, thus 

exhibiting a "baseline cure" (Hersen & Barlow, 1976). When 

this same teacher finally received the training package, 

(s)he showed no improvement. Cossairt, Hall, and Hopkins 

(1973) employed a multiple-baseline design using two teach

ers, with four students from each teacher's class. Both 

students' and teachers' behaviors were recorded. The au

thors reported that consultant "instructions alone" were not 

sufficient to change teacher rates of praise for attending 

behavior by the students; "instructions plus feedback," 

which improved student attending but not teacher praise, was 

inferior to the "feedback and social praise" condition. 

Because the "instruction only" condition and the "instruc

tion and feedback" condition always preceded the "feedback 

and social praise" condition, no clear conclusions can be 

drawn about the "feedback and social praise" effects. The 

effects observed could have been influenced by multiple-

intervention interference (Kratochwill, 1978). Further, by 

employing only two teachers in the multiple-baseline design, 

only one replication was possible. To document experimental 

control, Hersen and Barlow (1976) recommended a minimum of 

three or four replications. Kratochwill (1978) discussed 
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the pros and cons of using at least three replications and 

described the importance of this type of experimental 

control in multiple-baseline designs. 

Piersel (in press) noted three factors that might 

affect the outcome of a consultative problem solving inter

vention. First, the type of presenting problem may be more 

or less solvable. If solutions do not exist for a particu

lar problem, redefinition or task analysis of the existing 

problem may be necessary. Second, the constraints and 

resources that influence plan design must be specified and 

considered (Bergan & Neumann, 1980). Third, and finally, 

the overall climate of the school setting provides a context 

in which problem solution may be fostered or impeded. 

Related Studies in Interviewing 

Although a number of studies already have been 

discussed in this paper, several areas of research remain 

to be surveyed. Their importance lies in the historical 

and indirect influence they exert upon the current topic. 

Included in this section are studies from counseling psy

chology, clinical psychology, sociology, and verbal behavior 

conditioning. 

Heppner (1978) reviewed 102 studies from the prob

lem-solving literature that related directly to counselors. 

Studies from learning theory approaches and cognitive 

Gestalt approaches, as well as computer simulation and 
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mathematics modeling approaches, were covered. The review 

was organized according to the five-step problem-solving 

process described in this paper (D'Zurilla & Goldfried, 

1971). Heppner suggested that during the first stage of 

problem solving, where the need for problem solving is 

identified, approach behaviors might be verbally reinforced 

by the counselor. Other lines of possible research were 

suggested for this stage, all attempting to clarify how 

counselors might influence the development of an orientation 

toward problem solving. The second stage, which dealt with 

defining the problem, was treated in a similar manner. The 

focus was on how the problem-definition process might be 

handled to ensure a complete and precise understanding of 

the problem. Although some techniques were presented, 

Heppner (1978) noted the limited availability of empirical 

evidence concerning the effectiveness of these techniques. 

Because this dissertation primarily concerns the problem-

identification stage in problem-solving consultation, 

some of the techniques described by Heppner (1978) will 

be summarized. Karlins and Schroder (1967) and Crutchfield, 

Covington, and Davies (1966) presented training programs 

prompting the trainees to acquire relevant facts, order 

them, identify missing information, and ask appropriate 

questions. Counseling techniques involving reflecting, 

summarizing, and interpreting relevant statements while 

eliciting more information were listed and described by 
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Heppner (1978) within a structured problem-identification 

interview format (Bergan, 1977; Sullivan, 1954). Delaney 

and Eisenberg (1973) used a statement they called a "CTRL" 

(which stood for "counselor tacking response leads") to get 

the client to describe the problem more specifically. 

Another approach used modeling and videotaped feedback to 

enhance problem definition and the prioritizing of problems 

(Arnkoff & Stewart, 1975). 

Krumboltz (1966) argued that counseling goals should 

be stated in terms of observable behavior instead of refer

ring to subjective states. He traced the history of the use 

of subjective states in problem definitions, noting that for 

accountability, clear communication, and individualization, 

specific behavioral objectives are needed. Krumboltz (1966) 

stated that behavioral objectives could be devised for 

preventing problems, altering existing problems, or teaching 

the problem-solving process. 

In the area of group counseling, Gazda (1971) re

ported that most group counseling research is inconclusive, 

with poorly defined variables and a descriptive methodology. 

This was based upon a review of 145 group counseling re

search studies from 1938 to 1970. About half of the studies 

showed some positive changes in the counselees. Few repli

cation studies were found, probably due to the lack of 

specific descriptions of goals and methods employed. The 

relative absence of process studies was noted also. 
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In clinical psychology, Matarazzo (1965) reviewed 

160 studies in a chapter concerned with clinical interviews. 

Considerable information concerning the history of inter

viewing, contributions to interviewing by Freud, Sullivan, 

Rogers, and others, comparisons of interview approaches, and 

related research was presented. Rather than attempting to 

summarize this entire chapter, research studies related to 

process or outcome variables will be addressed. Rogers 

(1942) was credited with publishing the first verbatim 

transcript of an actual series of interviews with a client, 

which were phonographically recorded, and then transcribed 

and published in their entirety. This innovation did much 

for interview research. Theories, such as the nondirective 

approach by Rogers (1961), which described what a clinician 

should be striving to do, now could be investigated by 

noting how a particular orientation actually translated 

into pactice, phrase by phrase and question by question. 

Content-analysis studies (discussed previously in this 

paper) flourished. Interview-process studies, which focused 

on specific aspects of the interview interaction, emerged 

in the early 1950's (Matarazzo, 1965). The methodology 

employed was mainly descriptive at this stage. Developments 

in outcome research also were beginning to be seen. Rogers 

and Dymond (1954) published a detailed analysis of the 

transcripts of "successful" and "unsuccessful" cases of 

interview therapy. Matarazzo (1965) reviewed a number 
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of studies related to the unreliability of psychiatric 

diagnoses arrived at through clinical interviewing. Studies 

of the validity of predictions based upon psychiatric 

interviewers' ratings showed little predictive validity in 

some cases (Fisher, Epstein, & Harris, 1967). Mixed or 

conflicting results from a number of these studies stirred 

interest in methodological issues, such as controlling for 

interviewer individual characteristics. Other studies 

investigated the unreliability of employer judgments based 

upon interview assessments as the sole criterion for employ

ment. Interviewer bias soon became a topic for investiga

tion (Raines & Rohrer, 1955, 1960; Rice, 1929), including 

the work on interviewer characteristics discussed earlier in 

this paper. Matarazzo (1965) described work on speech and 

silence durations as valid and reliable predictors in 

research of interviewer influence. Finally, Matarazzo 

(1965) also reviewed the impact of minimal social reinforce

ment (e.g., therapists' use of "I see" or "mmh-hmm") on 

interview content (Kanfer & McBrearty, 1960) and the effects 

of "interpretations" upon the duration of utterances (Kanfer 

et al. , 1960). Matarazzo's (1965) work provided an excel

lent overview of clinical interviewing and gave a baseline 

with which to compare future interview research. 

In sociology, where the focus is upon the structure 

of interactions (or exchanges) occurring within a social 

system, repeated reciprocal contingencies have been viewed 
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as structured exchanges (Blau, 1967; Emerson, 1969; Homans, 

1961; Weingarden & Mechner, 1966). The direct influence of 

structured exchanges may affect the social system in which 

they occur, changing behavior and feelings and affecting 

such social systems as families or classrooms (Kozloff, 

1973). Consultation interaction would be viewed within this 

framework when patterns of reciprocal contingencies could be 

demonstrated to repeat over time. 

Homans (1961) described two social-psychological 

variables that might be important in considering structured 

exchanges. The first variable was the amount of activity 

exchanged by the individuals involved. Next was the value 

(reinforcing, neutral, or punishing) that each participant 

attributed to the behavior exhibited by the other partici

pant. This activity usually is of a verbal nature and can 

take the form of persuasion, expression of social approval, 

or expression of agreement and/or compliance to a request. 

Blau (1955) gave the following example describing the social 

economics of consultation: 

A consultation can be considered an exchange of 
values; both participants gaining something, and 
both have a price to pay. The questioning agent is 
enabled to perform better than he could otherwise 
have done, without exposing his difficulties to the 
supervisor. By asking for advice, he implicitly 
pays his respect to the superior proficiency of his 
colleague. This acknowledgment of inferiority is 
the cost of receiving assistance. The consultant 
gains prestige, in return for which he is willing to 
devote some time to the consultation and permit it 
to disrupt his own work. The following remark of 
an agent illustrates this: "I like giving advice. 
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It's flattering, I suppose, if you feel that the 
others come to you for advice." (p. 108) 

Hamblin et al. (1971) reported several characteris

tics of exchange theory. First, most exchanges can be 

analyzed using a two-party paradigm, involving the first 

party that begins the exchange and the second party that 

responds to that behavior. Second, each party responds in 

ways that tend to reinforce the other party, either posi

tively or negatively. Third, repeated reciprocations can be 

reliably identified by a verbal rule, if closely observed. 

Fourth, most exchanges are not agreed upon in advance, 

through verbal negotiations. Fifth, efforts involved in the 

social exchange will adjust continually to match reinforcers 

received by both parties. Sixth, when the reinforcers are 

made contingent upon initiating an exchange by a particular 

party, that party will initiate more exchanges until efforts 

and reinforcers received again balance one another. Hamblin 

et al. (1971) described aggressive exchanges such as fight

ing, teasing exchanges, exploitive exchanges involving the 

use of aversive control, and their associated influence on 

emotional response patterns. Weingarden and Mechner (1966) 

drew the analogy between independent and dependent variables 

and independent and dependent contingencies. "One task of 

experimental research on-social interaction is to determine 

what, if any, dependent contingencies various types of inde

pendent contingencies produce" (Weingarden & Mecher, 1966, 
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p. 449). In their paper Weingarden and Mecher presented an 

innovative notation system used to describe and analyze sets 

of interlocking contingencies as described above. "Competi

tion" and "cooperation" were diagramed using this procedure 

as an example of its usefulness. Even interactions between 

groups were diagramed using "intergroup competition" as an 

example. Although this work is descriptive in nature, it is 

a pioneering step from the study of the individual to the 

study of individuals in interaction with one another, with 

the contingency as the independent variable. Emerson (1969) 

theorized distinctions and commonalities between operant and 

exchange theory. According to Emerson, much of operant 

theory is incorporated into exchange theory. However, 

exchange theory in an attempt to describe sociological 

concepts such as "social power" must add to the operant 

formulations theory concerning social exchange relations 

that are strictly sociological in nature. Social relations 

are made the unit of analysis, with social structures being 

viewed as developmental entities. 

Other social-psychological viewpoints have been 

described, but none appear to have the potential for further 

elaboration, experimentation, and application that exchange 

theory demonstrates (Kozloff, 1973). Extension of these 

principles to consultation should prove rewarding. 

Martin (1978) related attitude change variables to 

the consultative process, using the social-psychological 
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concepts of expert and referent power. This exposition was 

based on the work of French and Raven (1959), who categor

ized five types of social power: reward power, coercive 

power, legitimate power, expert power, and referent power. 

The usefulness of Martin's adaptation of this material to 

consultation has yet to be empirically demonstrated. 

Experimental studies have been conducted from a 

behavioral perspective, and the findings from the studies 

on verbal behavior conditioning have been summarized by 

Krasner (1958) and Salzinger (1959). Salzinger attempted to 

review the literature by surveying 107 articles related to 

verbal behavior conditioning. He presented a model listing 

each variable reviewed and found to be functionally related 

to verbal behavior (but not necessarily independent of each 

other). Studies were reviewed according to the type of 

reinforcement, sense stimulated, source of reinforcement, 

number of reinforcements, delay between response and rein

forcement, schedule of reinforcement, /type of discrimina

tive stimulus, reinforcement history of the individual, 

setting events experimentally controlled, and characteris

tics of the subjects. Verbal versus nonverbal reinforcers 

as well as primary versus secondary reinforcers were consid

ered also. Skinner's (1957) definition of verbal behavior 

as behavior in which reinforcement is mediated by another 

individual was employed. Response classes were considered 

instead of exact response repetition. Salzinger (1959) 
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noted that one member of a response class can be substituted 

for another by exhibiting functional unity, such as the 

response class of plural nouns. Salzinger (1959) stated 

that the variables reviewed "explained a large part of 

verbal behavior" (p. 89). He suggested that the variables 

might be used in describing interviews and other complex 

interactions consisting of verbal responses. Krasner (1958) 

in a similar vein reviewed 108 studies according to setting, 

verbal response, reinforcing stimuli, population, controls, 

length of experimental sessions, personality variables, 

results, and "awareness." Krasner summarized the studies 

surveyed, noting that 31 studies yielded positive results 

(in the predicted direction during reinforcement sessions), 

3 yielded mixed results (positive and negative results), 

and 12 yielded negative results. Although most of these 

studies were laboratory studies, Krasner felt that the 

implications for psychotherapy were twofold. First, all 

therapy may be, to some degree, directive in nature, 

in that the therapist can easily cue clients' verbal 

behavior. Bergan, Byrnes, and Kratochwill (1979) presented 

an example of consultant cueing consultee verbal behavior, 

which was discussed earlier. Second, psychotherapy may be 

teachable. A therapist may be taught to shape verbal 

behaviors of clients more effectively. For future research, 

Krasner (1958) suggested the topic for this dissertation by 

asking, "How much generalization takes place from the verbal 
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conditioning situation to verbal and nonverbal behavior in 

other situations?" (p. 165). 

Skinner (1957) summarized existing approaches 

to verbal behavior as inadequate for a causal analysis, 

berating descriptive or logical analysis which can be found 

in linguistics, classical rhetoric, literary criticism, and 

semantics. He proposed an extension of the experimental 

analysis of behavior to verbal behavior. Skinner's (1957) 

analysis considered the problems associated with multiple 

causation of verbal behavior and the problems associated 

with the manipulation (i.e., composition) and production 

(i.e., self-editing) of verbal behavior. Skinner's case for 

the functional analysis of verbal behavior, employing a 

natural-science approach, grew from his view that "men act 

upon the world, and change it, and are changed in turn by 

the consequences of their action" (p. 1). 



CHAPTER III 

METHOD 

Subjects 

Fifty problem identification interviews (Bergan, 

1977) were analyzed in this study. The interviews were 

conducted by consultants trained in behavioral consultation 

in a graduate program and participating in a field experi

ence working with public school teachers from the districts 

in and around Tucson, Arizona. Interviews were selected 

by including all of the interviews completed in the early 

1970's and submitted as part of a course requirement in 

behavioral consultation. All interviews were tape recorded 

and subsequently typed. In all, 11 students were female 

and 39 were male. In 48 cases the teacher was concerned 

with the behavior of one student. In 2 cases the teacher 

was interested in changing group behavior patterns. For 

example, "staying in your own group" was a goal for one 

teacher. Thirty-four cases related to children in the 

elementary grades (K-8) and six concerned high school 

students (9-12) . In 10 cases the grade level was not 

reported. Spelling accuracy, completing assignments, and 
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other academic goals were reflected in 12 of the interviews. 

"Acting out" behaviors such as fighting and talking out in 

class at inappropriate times were found in the other 38 

cases. Of the interview target behaviors specified, 76% 

were for deceleration and 24% were for acceleration. Only 

2% reported both the acceleration of one behavior and the 

deceleration of another behavior. 

Ogden Lindsley presented data (cited in Bergan & 

Caldwell, 1967) regarding 287 teachers surveyed in a large 

metropolitan area to determine problem types referred by 

teachers. They reported that 62% of teacher-specified 

target behaviors were for deceleration, 32% for acceler

ation, and 78% involving both the deceleration of one 

behavior and the acceleration of another. The majority 

of students referred were boys. He also indicated that 

"talking out," "walking about," "hitting others," "tan

trums," and "crying" were the most common deceleration 

target behaviors, with "talking out" as the most frequent 

target behavior specified. 

The similarity between the Lindsley data and those 

presented in this study supports the assumption that the 

consultations used in this study are typical teacher 

consultations. In both sets of data, the most frequent 

referral was for the deceleration of boys' "acting out" 

behaviors. 
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Response Measures 

Eight types of statements were recorded for both 

the consultant and the consultee. These statements served 

as the category process measures for each interview. The 

first type of statement coded was the "behavior-specifica

tion elicitor" (Bergan, 1977). This type of statement calls 

for the specification of specific client behavior(s). "What 

does David do to show his anger toward the other chil

dren?" is an example of a behavior-specification elicitor. 

The second type of statement coded was the "individual-

characteristic-specification elicitor" (Bergan, 1977). This 

type of statement calls for the specification of individual 

attributes of the client. "Tell me about Bob's temperament" 

is an example of an individual-characteristic-specification 

elicitor. The third type of statement coded was the 

"observation-specification elicitor" (Bergan, 1977). This 

statement asks for information regarding the observation 

and recording of behavior. "How can you keep a record 

of Mary Jo's behavior?" is an example of an observation-

specification elicitor. The fourth type of statement 

coded was the "other elicitor," made up of all other 

types of elicitors. An example of one such "other elici

tor" is, "What usually happens right before you start 

the written assignment?" The last four types of state

ments coded were the "behavior-specification emitter," the 
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"individual-characteristic-specification emitter," the 

"observation-specification emitter," and the "other emit

ter." These statements differ from the elicitor form only 

in that they present the information rather than calling 

for the response from the consultee. For example, "On 

Monday David pulled Mary's hair three times" is a behavior-

specification emitter. "Bob has a hot temper" is an example 

of an individual-characteristic-specification emitter. "Put 

a check on this card each time Mary Jo talks out in class" 

is an example of on "observation-specification emitter." An 

example of an "other emitter" would be, "I'll drop by to see 

you Friday." 

The content-process variable was determined by 

examining consultant "observation-specification elicitors 

and emitters" specifically related to the length of baseline 

data collection. The focus was not on the frequency of 

those statements but, rather, on their content, i.e., the 

number of days of data collection agreed upon by the consul

tant and the consultee. It was also noted if the consultant 

elicited or emitted this type of "observation-specification" 

statement. 

A frequency count of the number of days of baseline 

data actually collected was taken from the graph submitted 

with each interview. This information served as the outcome 

measure. Descriptive data are also presented in tabular 

form. Included is the interview date, the target behavior, 
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the recording procedure, the grade level, the criterion for 

success, and the number of days of baseline data collected. 

Interview Coding 

Before coding began, each problem identification 

interview was assigned an interview identification number 

(1 to 50). Also, in each interview the consultants' 

statements were given a number if a consultee response 

immediately followed that statement. If the consultant made 

several statements before a consultee statement appeared, 

only the last independent clause of the consultant was 

numbered and subsequently coded. If the consultee responded 

with several statements, only the first independent clause 

or implied independent clause was coded. 

Coding forms were designed with the interview state

ment numbers down the left-hand side of the page, and with 

the eight statement types across the top of the page. To 

maintain independence each statement was judged according 

to its content alone, with all consultant statements being 

coded first and all consultee statements being coded sepa

rately later. It was specified on the coding sheet if the 

statements coded were consultant or consultee statements. 

The content-process variable and the outcome vari

able were coded separately as noted in the previous section 

(see Response Measures). 
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Interscorer Reliability 

The primary observer coded all 50 interviews as 

described above. A naive calibrating observer was trained 

to code all eight types of category statements. Response 

definitions and examples of each type of statement were 

provided. A practice session employed interview transcripts 

similar to the ones from the study. The calibrating ob

server was trained to code according to each statement's 

content, without reference to other statements. 

Interscorer reliability was established by randomly 

selecting 200 consultant statements (with associated con-

sultee responses to each statement) from the 50 interviews 

and comparing the statement-by-statement scorings by the 

primary observer and the calibrating observer. 

Cohen's (1960) Kappa was used to provide a measure 

of interobserver agreement. It was selected because it 

takes into account chance agreement between observers, 

whereas other measures, such as percentage agreement, do 

not. 

Interscorer reliability was established for the 

content-process variable also using Cohen's (1960) Kappa. 

Scorings for all 50 cases were compared for the primary and 

calibrating observers. The number of days of baseline 

agreed upon in the interview and the type of consultant 

"observation-specification" statement (elicitor or emitter) 

were both compared interview by interview. 
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An interscorer-reliability index was not calcu

lated for the interview-outcome measure because this 

information was easily obtained from the interview case 

reports. 

Data Analysis 

In contingency-table analysis, when the overall 

chi-square is significant, it is still not known how 

the variables are related (Bishop, Fienberg, & Holland, 

1975; Fienberg, 1980; Reynolds, 1977; Upton, 1978). By 

using an approach known as quasi-independence, certain 

cells can be deleted and the remaining cells can be tested 

for independence. Any number of cells can be deleted 

provided that two (or more) separate tables do not re

sult. A number of studies have been published using 

this approach, e.g., Bergan and Neumann (1980) and Duncan 

(1975). Reynolds (1977) noted that independence means 

that the probability of one event is not affected by 

the occurrence or nonoccurrence of another event, i.e., 

the events are not related. The statistic used to test 

for quasi-independence is the likelihood-ratio chi-square. 

This statistic is appropriate with categorical variables 

that are mutually exclusive and exhaustive. Chi-square 

is sensitive to sample size due to the use of asympto

tic methods. It is also assumed that the underlying 

distribution is a multinomial or a product-multinomial 
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distribution. In a multinomial distribution only ri is fixed 

by the sample design, while in a product-multinomial dis

tribution one set of margins is fixed (Reynolds, 1977). 

Because sample size affects the magnitude of the chi-square, 

measures of association need to be computed to show the 

magnitude of the effects. Odds and odds ratios are used in 

the present study for this purpose. 

A computer, program developed by Fay and Goodman 

(1973) called ECTA (Everyman's Contingency Table Analyzer) 

was used to generate maximum likelihood estimates of ex

pected cell frequencies for various quasi-independence 

models. The likelihood-ratio chi-square is used rather than 

the goodness-of-fit chi-square because the likelihood-ratio 

chi-square can be divided into additive components, much as 

the total sum of squares in analysis of variance is parti

tioned (Reynolds, 1977). Reynolds (1977) reported that both 

of these chi-squares will result in the same decision with a 

given set of data because they are asymptotically equiva

lent. The goodness-of-fit chi-square was used to aid in the 

selection of cells to be deleted in the test for quasi-

independence. A goodness-of-fit chi-square was calculated 

for each cell of the table being analyzed. Cells with the 

highest goodness-of-fit chi-squares were deleted until a 

model fit the data, i.e., independence was demonstrated in 

the remaining subset of cells. In quasi-independence the 

condition has been stipulated that only a subset of cells 
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is tested. This is also known as conditional independence 

(Reynolds, 1977). 



CHAPTER IV 

RESULTS 

Table 1 presents descriptive data from the 50 

problem-identification interviews analyzed in the present 

study. Target behaviors are listed for each interview, 

together with procedures for recording them. With target 

behaviors labeled "disruptive" or "hyperactive," occa

sionally more than one behavior was actually used to 

operationally define the more general target-behavior de

scription. For example, one teacher recorded the frequency 

of "talking out in class" and "hitting peers" to represent 

"disruptive behavior." The outcome measure for this study 

is also reported in Table 1 under the heading of "days of 

baseline." If a criterion for success was given, Table 1 

shows that a very stringent criterion often was set by 

the consultee. For example, in two cases 100% of the 

assignments needed to be completed for the students to 

meet the criterion. A number of target behaviors for 

deceleration were assigned a zero operant level as the 

criterion. 

Table 2 presents the cross classification of consul-

tant-consultee verbal interchanges for the 50 interviews 
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Table 1 

Descriptive Data from 50 Problem-Identification Interviews 

In-
ter- Date 
view 

Target 
behav
iors) 

Recording 
procedures 

Days 
of 

base
line 

Cri-
Grade te-

rion 

4 

5 

8 

9 

10 

11  

4/75 On-task 

4/72 Completed 
assign
ments 

11/76 On-task, 
destruc
tive 

12/72 Talking 
in class 

10/72 Hyper
active 

11/73 

4/74 

4/74 

12/73 

12/72 

7/75 

Peer 
inter
action 

Talking, 
out of 
seat 

Completed 
assign
ments 

Hitting 
peers 

Fire 
building 

Disrup
tive 
verbal 
comments 

Noted at begin
ning, middle, and 
end of period 

Recorded each time 
behavior occurred 

In class 

Noted each time 5 K 
behavior occurred 

Recorded for one 0 6 
hour, morning and 
afternoon 

Noted during 4 6 
change of activi
ties 

In class 5 2 

One to three 4 7 
sheets each 
assignment 

Close proximity to 5 3 
others 

When teacher's at 5 
blackboard 

During English 5 10 
period 

2/3 

>70% 

4/6, 
0 

100% 

100% 

0 

0 
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Table 1—Continued 

I n-
ter- Date 
view 

Target 
behav-
ior(s) 

Recording 
procedures 

Days 
of 

base
line 

Grade 
Cri
te
rion 

12  

13 

14 

18 

19 

20 

2 1  

10/73 

3/74 

5/75 

Nonco-
operat ive 

Attend
ing to 
teacher 

On task, 
in as
signed 
group 

15 12/72 Off task 

16 11/73 

17 11/72 

4/72 

3/74 

4/74 

5/75 

22 12/73 

Disrup
tive 
verbal 
comments 

Attend
ing to 
teacher 

Out of 
seat 

Out of 
seat 

Yelling 
in class 

Noises, 
facial 
expres
sions 

Isolation 
from 
peers 

In class 10 

During 20-minute 3 K 100% 
rug activity 

During science 
class 

Recorded each 
minute during 
math 

During singing 
class 

Noted during the 10 1 
first 5 minutes of 
period 

During math 4 7 

Recorded each time 3 3 
behavior occurred 

Recorded from 4 5 
10:30 a.m. to 
11:00 a.m. daily 

Noted as each be- 3 
havior occurred 

During art class, 
recorded duration 



In
ter 
vie 

23 

24 

25 

26 

27 

28 

29 

30 

31 

32 

33 

34 
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Table 1—Continued 

Date 
Target 
behav
ior (s) 

Recording 
procedures 

Days 
of 

base
line 

Cri-
Grade te-

r ion 

4/74 

12/73 

11/71 

3/71 

4/71 

3/71 

3/74 

4/74 

4/75 

5/75 

4/75 

5/72 

Completed 
assign
ments 

Tipping 
chair 
back 

Spelling 
words 
correctly 

Verbal 
threats 
to peers 

Disrup
tive 
verbal 
comments 

Pinching 
peers 

Talking 
in class 

Giggling 
in class 

Talking 
in class 

Name 
calling 

Temper 
tantrums 

Oral 
reading 
errors 

Recorded at end of 
each class period 

Noted during four 
45-minute periods 

Percentage correct 
daily 

Noted as each 
threat occurred 

Recorded daily 
from 12:15 to 
2:25 p.m. 

Recorded each time 
behavior occurred 

Recorded each time 
behavior occurred 

Recorded during 
50-minute period 

Recording during 
one period daily 

Recorded total 
number per day 

Recorded each time 
behavior occurred 

During reading 
group daily 

11 100% 

5 

4 

5 

4 

10 

9 

4 

0 

0 

0 

0 

<2 
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Table 1—Continued 

In
ter
view 

Date 
Target 
behav
ior (s) 

Recording 
procedures 

Days 
of 

base
line 

Cri-
Grade te-

rion 

35 

36 

37 

38 

39 

40 

41 

42 

43 

45 

46 

2/74 Disrup
tive 

10/73 Disrup
tive 

11/73 Hitting 
others 

11/72 

3/71 

11/75 

12/72 

11/72 

5/72 

44 10/75 

11/73 

5/75 

Disrup
tive 

Talking, 
out of 
seat 

Tattling, 
fighting 

Disrup
tive 

Rocking 
in chair 

Completed 
assign
ments 

Talking, 
hitting 
peers 

Talking 
in class 

Completed 
assign
ments 

Noted four times 
each afternoon 

Noted each time 
behavior occurred 

Recorded during 
"quiet time" and 
recess 

In class 

Noted from 9:15 
a.m. to 10:30 a.m. 

Recorded every 20 
minutes 

Noted each time 
behavior occurred 

Recorded number of 
minutes rocking 

Recorded number 
of minutes to com
plete assignment 

During English 
period 

During academic 
periods daily 

Recorded number 
of minutes to 
complete math 

5 

K 

8 

3 

11 

<5 

<4 

<4 
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Table 1—Continued 

In
ter
view 

Date 
Target 
behav
ior (s) 

Recording 
procedures 

Days 
of 

base
line 

Cri-
Grade te-

rion 

47 

48 

49 

50 

11/75 -Out of 
seat 

4/71 Out of 
seat 

12/72 Disrup
tive 
verbal 
comments 

Check every 15 
minutes if in 
seat 

4/75 Bragging In class 

Recorded during 
math, art, and 
reading 

Recorded during 
home economics 
period 

5 

3 

<6 
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Table 2 

Observed Frequencies for Consultant-Consultee Interchanges 

Consul
tant 

state-
mentsa 

Lra 

Consultee statementsa 

B m 0B< OB ra 0, 0, m 

Ie 24 1 1 0 0 2 5 

Bc 5 371 9 36 

Jm 4 22 

OB* 0 10 128 

0Bm 0 0 6 17 68 1 19 

0f 6 397 

0, m 0 35 1  12  9 202 

Key to statements: 
Je: 
Im: 
Be: 
Bm: 
0Bo 
OB, 
0f 

m • 

0, m • 

Individual-characteristic-specification elicitor 
Individual-characteristic-specification emitter 
Behavior-specification elicitor 
Behavior-specification emitter 
Observat ion-specif ication elicitor 
Observation-specification emitter 
Other elicitor 
Other emitter 



coded in the study. These data represent the category pro

cess variables mentioned previously (see Process Variables 

in Interviewing). The consultant statement category related 

to the "individual-characteristic-specification emitter" was 

omitted because no statement of this type occurred in any of 

the 50 interviews coded. The consultee statement category 

related to the "individual-characteristic-specification 

elicitor" was omitted because no statement of this type 

occurred in any of the 50 interviews coded. Note the 

large number of interchanges falling in the "behavior," 

"observation," and "other" categories and the small number 

in the "individual characteristic" category. 

Using the contingency-table analysis mentioned 

previously, the overall effect of one polytomous variable on 

another was identified using a chi-square test. This first 

model was the independence model, which assumed independence 

among the categories in the consultant polytomy and the 

consultee polytomy. In model testing, the chi-square 

statistic was used to assess the extent to which expected 

cell frequencies corresponded to observed frequencies. 

Models for which the expected and observed frequencies 

closely corresponded were said to provide a good fit for 

the data under examination (Bishop, Fienberg, & Holland, 

1975). A model that fit a given set of data yielded a low 

chi-square value, indicating that the hypotheses advanced 



62 

under the model cannot be rejected on the basis of the 

chi-square test applied to the data. 

Table 3 presents 20 models tested in the present 

study to isolate specific effects of consultant verbal

izations on consultee responses. The table gives the 

likelihood-ratio chi-square value, degrees of freedom, and 

p value for each model tested. Fitted marginals are also 

shown for each model. Fitted marginals are marginals for 

which expected frequencies are constrained to be equal to 

observed frequencies. The choice of fitted marginals 

determined the model being tested. For instance, model Hq 

constrains the observed frequencies to be equal to the 

expected frequencies for the joint variable representing the 

consultant polytomy and for the joint variable representing 

the consultee polytomy. This was the independence model. 

As mentioned in Chapter III, the goodness-of-fit chi-square 

was used to calculate chi-squares for each cell given in 

Table 2. The goodness-of-fit chi-square approximates the 

likelihood-ratio chi-square. Model fits all the margi

nals for the independence model and in addition constrains 

the marginals for the joint variables representing the 27 

cells identified using the goodness-of-fit chi-square. 

Model Hi gives an acceptable fit for the data. The chi-

square of 14.38 with 9 degrees of freedom yields a p value 

of .20, indicating that the hypotheses advanced under 

cannot be rejected on the basis of the chi-square test 
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Table 3 

Some Models for the Data in Table 2 

Model Marginals fitteda df X2 

Of? ®ml f Bfi B m H0 I^e Be Bm ®®e 
0, 

eluded in all following models) 

Jm 
m ue (these marginals in-

1 t^e^m^ tBpBm] 

BeOBml [BeOm] 
^e^-m [BpOBp] 

Bm^m ] 
OBeOm 
OBmOm 
OeOm] 

ewmj i^e^mJ l"eUJJe 

t ®m®e1 t®m®m1 f BmOBm1 
[OBeOBe] [OBeOBra] 

[OBmOBe] [OBraOBm] 

[®e®m3 tOeOBe] [OeOBm] 

[OmBm] [OmOBm] [OmOm] 

[OBeBm] 

[OBmBm] 

t ̂ e^mJ 

^e^m ] [IeBm] [IeOm] t
BeBm] [BeOBe] 

BeO®nJ t^m®eJ 
OBeBm] [OBeOBe] [OBeOBm] [OBeOm] 

0BmBm J f] [OBmOBm] f OBmOm] 

OeIm] t^e^m^ [OeOBe] tOeOBra] [OeOm] 

®mBm J I^m^^m ̂ tOmOm J 

•^e-^mJ [leBnJ f^e^ml [BeBm] [BeOBe] 
Be®Bml [BeOra] [BmBe] [BmBm] [OBeBm] 

OBeOBe] [OBeOBra] [OBeOra] [OBmBm] 

OBmOBe] [ OB|jjOB|j] ] [ OBJJJOjji ] [Ogljjj] 
^e®m^ [®e0Be] [0e0Bra] [0e0m] [0mBm] 

Om^^m1 I^m^m1 

le^rnl tle®ml [®eBm^ [Be0Be] [Be0Bra] 

Be®m^ IBmBel [BmBm] [0BeBm] [0Be0Be] 

0Be0Bm] [0Be0m] [ OB^Btj) ] [OBjjjOBg] 
0Bm0Bm] [0Bm0m] [0eIm] [0eBm] 

OeOBe] [0e0Bm] [0e0m] [0mBm] [0m0Bm] 

®m®ml 

^e^m f^e^ml [Be0Be] [Be0Bm] 

^ f^BgBjjj] [OBgOBg] 
OBeOBm] [OBeOm] [OBmBm] [OBmOBe] 

OBmOBm] [OBmOm] [OeIm] [OfiBm] 

Oe^m1 t®e®m1 IOmBm1 IOmOBm] [OmOm] 

36 2091.09 .000 

14.38 .20 

10 14.38 .20 

11  14.38 .30 

12 14.38 .30 

13 14.65 .50 
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Table 3—Continued 

Model Marginals fitteda df X2 

•J-e^m J 
Be0m] 

OBeOBm 
OBmOBm 
oeom] 

le^m] 
BmBe ] 

OBeOBm 
OBmOBm 
0e0m] 

Ie®mJ [BeOBe] tBeOBm] 

®niBe ̂  ^ ®ni®rn ^ I®BgBjj>] [OBgOBg] 
[0Be0m] [OBmBm] [OBmOBe] 

[0Bra0m] [OeBm] [OeOBm] 

OmBm1 f®mOBm J IJ 

BeBml [BgOBg] [BeOBm] [Be0m] 
BmBml [OBeBm] [OBgOBg] 

[0Be  Om] [OBmBm] [OBmOBe] 

[ OB[j]Om ] [ OQBjjj ] [ OgOBp^ ] 
0mBm] [0m0Bm] [OraOm] 

14 14.72 ,50 

15 15.23 .50 

16 17.49 .50 

17 28.45 .05 

^e^ml tBe0Bm] E Be0m ] [BmBe] 

Bm®ml[OBeBm] [OBeOBe] [OBeOBm] 
®BgOm1 t ®BmBm] [OBmOBe] [0Bm0Bm] 
OBmOm] [OeBm] [OeOBm] [OeOm] [0mBm] 

OmOBm] [OmOm] 

Ie^m^ [Be0Bm] [Be0m] [BmBe] 
OBeBm] [OBeOBe] [0Be0Bm] [OBeOm] 
OB[j]B|j] ] [ OBmOBe  ] [ OBmOBm ] [ OB^O^ ] 

IeIm] [BeBm] [Be0Bm] [Be0m] [B raBe] 18 28.58 .10 

OBgBjjj] [OBgOBg] [ OBgOB^ ] [OBgOjjj] 
®BmB[n J [ OBmOBe  ] [ OBmOBm ] [ OBmOm ] 

®e®m 5 f Oe®®m1 f ®e®ra J f^ 1 

le^m^ fBe0Bm] [Be0m] [BmBe] 

0BeBm] [0Be0Be] [0Be0Bm] [0BmBm] 
0B ra0Be  ] [ 0Bm0Bm ] [ OBmOm ] [ OgBjjj ] 
0e0Bm] [0e0m] [0m0Bm] [0m0m] 

IeIm] [BgBjjj] [Be0Bm] [ BgOm ] [ BjjjBg ] 
0BeBm] [OBgOBg] [OBeOBm] [0Bm0Be] 
0Bm0Bm] [0Bm0m] [0eBm] [OeOBm] 

19 28.64 10 

20 28.85 10 
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Model Marginals fitteda df p 

h13 t Ie*nJ 
[OBgOBg 
[0Bm0m] 

t ®m®m1 

®e^m] t®e®ml [BmBe] [OBeBra] 
[OBeOBm] [OBmOBe] [OBmOBm] 

f®e^®m^ f®e®m^ 

21 28. 85 .20 

H14 HelmJ 
[OBeOBe 
[0Bm0m] 

[®m®m1 

^e^m] [BeOBm] [Be0ra] [BmBe] 

[0Be0Bra] [0Bm0Be] [OBmOBm] 

f®e®m^ f^e^Bmi t0e0m] f®m^Bm^ 

21 43. 23 .01 

HIS [Ie^mJ 
[OBeOBm 

t ®e^mI 

Be^m^ fBeOm] [OBeBm] [OBeOBe] 

[OBmOBe] [OBmOBm] [OBmOm] 

®e^Bm] [Oe^m J 10m0Bm] [OmOm] 

22 34. 37 .05 

Hl6 [Ielm^ 
[OBeOBe 
[0Bm0m] 

BeBm^ tBeOm] [BmBe] [OBeBm] 
[OBeOBm] [OBmOBe] [OBmOBm] 

[®eBm J f ̂ e®m1 ^ ̂ m^Bm] [0m0m] 

22 34. 10 .05 

Hi?  [ Ie-*-m^ 
[OBeOBe 

I®eBm J 

®e®ml E Be0m] [BmBe] [OBeBm] 

[ OBeOBm ] [ OBjjjOBg ] [ OBmOBm ] 

®eOBm] [0e0m] [0m0Bm] [0m0m] 

22 41. 74 .01 

h18 [le^m] 

[ OBgOBjn 
[0eBm] 

Be^m] tBeOm] [BmBe] [OBeBm] 

[OBraOBe] [OBmOBm] [0Bm0m] 

^e'-'Bm ] [ Oe^m J t ®m®Bm ] I 0m0m 1 

22 60. 73 .01 

H19 [IeIm^ 
[OBeOBm 

BeBml [BeOm] fBmBe] [OBeOBe] 
[OBmOBe] [OBmOBm] [0Bm0m] 

Oe®Bm] [0e0ra] [0m0Bm] [0m0m] 

22 43. 23 .01 

Key to variables: 
Ie: Individual-characteristic-specification elicitor 
Im: Individual-characteristic-specification emitter 
Be: Behavior-specification elicitor 
Bm: Behavior-specification emitter 
0Be: Observation-specification elicitor 
0Bm: Observation-specification emitter 
0e: Other elicitor 
0m: Other emitter 
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applied to the data. Models H2 through Hg attempted to 

determine if more parsimonious models would also provide 

acceptable fits. In each case one less cell was deleted 

than in the previous model, starting with 26 cells deleted 

in model H2 • Seven cells were eliminated from model Hj 

in models H2 through Hg without affecting the fit. The 

cells eliminated from model Hj were the cells with the 

smallest goodness-of-fit chi-squares. Model Hg gives an 

acceptable fit with a chi-square of 17.49, with 16 degrees 

of freedom, yielding a p value of .50. Model Hg did not 

provide an acceptable fit for the data; however, models H jq  

through H13 all were acceptable fits. Models Hg through H13 

were created the same way that models H2 through Hg were 

created, as described above. Model Hg fit quite well, as 

noted above, but model H13 fit also, and with fewer param

eters, i.e., more degrees of freedom (chi-square with 21 

degrees of freedom = 28.85, with a p value of .20). Models 

Hj4 through Hjg all were attempts to improve on model H13. 

None of these models provided an acceptable fit for the 

data. Model H13 was adopted as the preferred model for 

representing the data under examination. Model H13, like 

the other models tested, begins with the assumption of 

independence among the variables examined. It then im

poses constraints restricting the independence assumption. 

These conditions under model H13 specify that consul

tant "individual-characteristic elicitors" are related to 
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consultee "individual-characteristic emitters," that consul

tant "behavior-specification elicitors" are related to 

consultee "behavior-specification emitters" and "other 

emitters," that consultant "behavior-specification emitters" 

are related to consultee "behavior-specification elicitors," 

that consultant "observation-specification elicitors" are 

related to consultee "behavior-specification emitters" and 

"observation-specification elicitors and emitters," that 

consultant "observation-specification emitters" are related 

to consultee "observation-specification elicitors and 

emitters" and "other emitters," that consultant "other 

elicitors" are related to consultee "behavior-specification 

emitters," "observation-specification emitters," and "other 

emitters," and finally that consultant "other emitters" are 

related to consultee "observation-specification emitters" 

and "other emitters." 

Table 4 gives the expected cell frequencies under 

model H13. As noted previously, the expected frequencies 

for fitted marginals are constrained to be equal to observed 

frequencies. The expected frequencies were computed us

ing the computer program (ECTA) by Fay and Goodman (1973) 

mentioned previously (see Data Analysis). 

Table 5 presents odds and odds ratios computed from 

the expected cell frequencies estimated under model H13 and 

given in Table 4. 
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Table 4 

Expected Frequencies for Consultant-Consultee Interchanges 
Computed under Model H13 

Consul
tant 

state-
mentsa lm 

Consultee statements3-

B, B m OB, OB; m 0* 0, m 

Ie 24.00 .20 5.05 .07 ..00 .92 2.76 

Be 2.75 2.55 371.00 .85 .00 11.84 36.00 

Jm .74 4.00 17.38 .23 .00 3.16 9.49 

OBc .52 .48 .00 10.00 128.00 2.25 6.74 

0Bm .23 .22 5.54 17.00 68.00 1.01 19.00 

0e 1.22 1.13 9.00 .38 2.00 5.26 397.00 

0, m 1.53 1.41 36.03 .47 12.00 6.56 202.00 

Key to statements; 

*e: 
Im; 
Bp: 
Bm: 
0Be: 
0Bra: 
Op: 
0m = 

Individual-characteristic-specification elicitor 
Individual-characteristic-specification emitter 
Behavior-specification elicitor 
Behavior-specification emitter 
Observation-specification elicitor 
Observation-specification emitter 
Other elicitor 
Other emitter 
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Table 5 

Odds and Odds Ratios Computed under Model Hj3 

Con
sultant Be to OBe Im to Bjj, to 0Bm 
state- 0e to Oe 0m 0m to 0m 
mentsa 

Ie .22 
Be .22 
Bm 1 .27 
0Be .21 
0Bm .22 
®e .21 
0m .21 

Ie/Be 1 .00 
Ie/Bm .17 
Ie/0Be 1 .05 
Ie/OBm 1 .00 
ie/oe 1 .05 
Ie/®m .1 .05 
Be/Bm .17 
Be/0Be 1 .05 
Be/0Bm 1 .00 
Be/0e 1 .05 
Be/®m 1 .05 
Bm/0Be 6 .05 
Bm / 0Bm 5 .77 
Bm/'-'e 6 .05 
Bm/®m 6 .05 

0Be/0Bm .95 
0Be/0e 1 .00 
OBe/0m 1 .00 
0Bm/0e 1 .05 
0Bm/0m 1 .05 
Oe/Om 1 .00 

Odds 
.08 8.70 
.07 .08 
.07 .08 
4 .44 .08 
16 .83 .01 
.07 .00 
.07 .01 

Odds Ratios 
1 . 14 108.75 
1 .14 108.75 
.02 108.75 
.00 870.00 
1 . 14 — 

1 .14 870.00 
1 .00 1.00 
.02 1.00 
.00 8.00 
1 .00 — 

1 .00 8.00 
.02 1.00 
.00 8.00 

1 .00 — 

1 .00 8.00 
.26 8.00 

63 .43 — 

63 .43 00
 
o
 

o
 

240 .43 — 

240 .43 1.00 
1 .00 .00 

1.83 .00 
10.31 .00 
1.83 .00 
.00 18.99 
.29 3.58 
. 0 2  . 0 1  
.18 .06 

. 1 8  
1 . 0 0  

.00 
6.31 .00 
91.50 .00 
10.17 .00 
5.63 

.00  
35.55 .00 
515.50 .00 
57.28 .00 

.00 
6.31 .00 
91.50 .00 
10.17 .00 
.00 5.30 
.00 1899.00 
.00 316.50 

14.50 358.00 
1.61 59.67 
.11 .17 

Key to variables: 
Ie: Individual-characteristic-specification elicitor 
Im: Individual-characteristic-specification emitter 
Be: Behavior-specification elicitor 
Bm: Behavior-specification emitter 
0Be: Observation-specification elicitor 
0Bm: Observation-specification emitter 
0e: Other elicitor 
0m: Other emitter 
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Odds ratios are simply the ratio of the odds and are 

equal to 1.0 if the odds are the same in both categories. 

Odds ratios greater than or less than 1.0 indicate associa

tion. Reynolds (1977) noted that the odds ratios range from 

0 to plus infinity, with 1.0 indicating statistical inde

pendence. Reynolds (1977) reported that "values less than 

1.0 imply a 'negative' association, whereas values greater 

than 1.0 mean a positive relationship" (p. 36). Measures of 

association like the odds ratio eliminate the effects of 

sample size. The odds ratio is invariant under row and 

column multiplications and under interchanges of rows and 

columns. The magnitude of the effects computed under model 

Hj3 can be determined from Table 5. For example, the value 

of 108.75 under the individual-characteristic emitter to 

"other" emitter category is the ratio of two odds, 8.70/.08. 

It indicates that the odds that an individual-characteristic 

elicitor would produce an individual-characteristic emitter 

as opposed to an emitter in the "other" category are roughly 

109 times higher than the odds that a behavior elicitor 

will produce an individual-characteristic emitter as op

posed to an emitter in the "other" category. The same odds 

ratio value is also given for the ratio of individual-

characteristic elicitors to behavior emitters or observation 

elicitors in producing an individual-characteristic emitter 

as opposed to an emitter in the "other" category. The odds 

that an individual-characteristic elicitor will produce an 



individual-characteristic emitter rather than an "other" 

emitter are 870 times greater than the corresponding odds 

for observation emitters or "other" emitters. No odds 

ratios were possible where division by zero was indicated. 

The value of .18 under the behavior emitter to "other" 

emitter category indicates a "negative" association between 

the individual-characteristic elicitor and the behavior 

elicitor regarding the production of behavior emitters. 

"Negative" relationships are measured on the interval 0 to 

1.0. By calculating the natural logarithm of the odds 

ratio symmetry can be obtained, in that the log odds vary 

from minus to plus infinity with 0 indicating independence 

(Reynolds, 1977). Odds ratios lack this symmetry but are 

not difficult to interpret if departures in either direction 

from 1.0 are considered using the appropriate scale as 

noted above. 

With "negative" associations it is possible to 

transform the odds ratio value to a value of similar magni

tude in the positive direction for purposes of comparison. 

This can be accomplished by dividing 1.0 by the "negative" 

odds ratio value. For example, when the odds that an 

individual-characteristic elicitor will produce an observa

tion elicitor as opposed to an "other" elicitor are put in 

ratio with the corresponding odds for the observation 

elicitor, a "negative" odds ratio results (.02). Following 

the procedure described above results in a value of 50.0, 
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i.e., 1.0/.02 = 50.0. The odds for the observation elicitor 

are 50 times greater than the corresponding odds for the 

individual-characteristic elicitor in producing an observa

tion elicitor rather than an "other" elicitor. 

Numerous relationships are presented in Table 5. 

The odds that an individual-characteristic elicitor will 

produce a behavior emitter rather than an "other" emitter 

are 6.31 times greater than the corresponding odds for the 

observation emitter, 91.50 times greater than the odds for 

"other" elicitors, and 10.17 times greater than the odds for 

"other" emitters. The odds that a behavior elicitor will 

produce a behavior emitter rather than an "other" emitter 

are 5.63 times greater than the corresponding odds for the 

behavior emitter, 35.55 times greater than the odds for the 

observation emitter, 515.50 times greater than the odds for 

the "other" elicitor, and 57.28 times greater than the odds 

for "other" emitters. The odds that a behavior emitter will 

produce a behavior emitter rather than an "other" emitter 

are 6.31 times greater than the corresponding odds for the 

observation emitter, 91.50 times greater than the odds for 

"other" elicitors, and 10.17 times greater than the odds 

for "other" emitters. The value of .26 under the observa

tion elicitor to "other" elicitor category indicates a 

"negative" association between observation elicitors and 

observation emitters regarding the production of observation 

elicitors as opposed to "other" elicitors. The odds that an 
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observation elicitor will produce an observation elicitor as 

opposed to an "other" elicitor are 63.43 times greater than 

the corresponding odds for the "other" elicitor or "other" 

emitter. The odds that an observation emitter will produce 

an observation elicitor as opposed to an "other" elicitor 

are 240.43 times greater than the corresponding odds for 

the "other" elicitor or "other" emitter. The odds that an 

observation emitter will produce a behavior emitter rather 

than an "other" emitter are 14.50 times greater than the 

corresponding odds for the "other" elicitor. The odds that 

an observation elicitor will produce an observation emitter 

as opposed to an "other" emitter are 5.30 times greater than 

the corresponding odds for the observation emitter, 1,899.00 

times greater than the odds for "other" elicitors, and 

316.50 times greater than the odds for "other" emitters. 

The odds that an observation emitter will produce an obser

vation emitter as opposed to an "other" emitter are 358.00 

times greater than the corresponding odds for the "other" 

elicitor and 59.67 times greater than the odds for the 

"other" emitter. 

The relationship between consultant and consultee 

statements in Table 5 can be summarized by noting that 

particular consultant statements are literally hundreds of 

times more effective than other consultant verbalizations in 

producing specific types of consultee responses. 
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Table 6 presents the relationship between the 

outcome variable and the frequency of various consultant 

statements. The outcome measure, the actual number of days 

of data collected by the consultee during baseline, was 

divided into four categories: (a) 0 to 3, (b) 4, (c) 5, and 

(d) 6 to 10. 

The overall likelihood-ratio chi-square for the data 

in Table 6 was 68.29, with 18 degrees of freedom and a p 

value of .000. Goodness-of-fit chi-squares were calculated 

for each cell, and several quasi-independent models were 

tested in a fashion similar to that described above for 

consultant-consultee statements. With the four cells with 

the largest goodness-of-fit chi-squares deleted from the 

independence model, the resulting table was still signifi

cant at the .05 level (chi-square = 25.65; 14 degrees of 

freedom). An additional cell had to be deleted to find an 

acceptable fit for the data. When the cell with the next 

highest goodness-of-fit chi-square was deleted, chi-square 

equaled 19.82, with 13 degrees of freedom. The p value for 

the chi-square was .10. Because this model provided an 

acceptable fit with the least parameters, i.e., more degrees 

of freedom, it was designated as the preferred model. The 

preferred model began with the assumption of independence 

among the variables examined. In addition, it stipulated 

that behavior emitters affected the occurrence of both the 0 

to 3 and the 5 day data collection categories, "other" 
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Table 6 

Observed Frequencies for Consultant-Outcome Relationship 

Consultant statements3 
No. of 
days of 

baseline j B Bm 0BP 0Bm 0P 0m 
collected e e m e m e m 

0-3 7 93 19 25 28 62 75 

13 127 8 52 41 110 66 

11 167 4 56 35 196 81 

6-10 2 38 4 15 7 48 38 

3. Key to variables: 
Ie: Individual-characteristic-specification elicitor 
Im: Individual-characteristic-specification emitter 
Be: Behavior-specification elicitor 
Bm: Behavior-specification emitter 
0Be: Observation-specification elicitor 
0Bm: Observation-specification emitter 
0e: Other elicitor 
0m: Other emitter 
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elicitors affected the occurrence of the 0 to 3 and 5 day 

categories, while "other" emitters affected the occurrence 

of the 0 to 3 day category only. The consultant statement 

categories examined in this study had a limited impact on 

the interview-outcome measure. Most consultant statement 

categories were statistically independent of the outcome 

variable, particularly if statements in the "other" category 

are disregarded. 

Table 7 presents the relationship between the out

come measure and the second category process measure, the 

frequencies of various consultee statements. 

The overall likelihood-ratio chi-square for the data 

in Table 7 was 30.47, with 18 degrees of freedom and a p 

value of .033. Goodness-of-fit chi-squares for each cell 

identified one significant cell. With this one cell con

strained in the quasi-independence model an acceptable fit 

for the data was accomplished, i.e., chi-square = 26.71, 

17 degrees of freedom, p = .10. The preferred model began 

with the assumption of independence among the variables 

examined. In addition, this model stipulated that "other" 

elicitors affect the 6 to 10 day baseline data category. 

The consultee category process variable was found to be 

statistically independent of the outcome variable, given the 

one constraint mentioned. 

Table 8 presents the relationship between the 

content process variable and the outcome variable. 
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Table 7 

Observed Frequencies for Consultee-Outcome Relationship 

Consultee statements3-No. of 
days of 

c6oneecteed 'e Be % 0Be 0Bm 0e 0m 

0-3 4 5 107 7 39 11 137 

13 2 130 13 71 4 184 

10 3 162 7 77 9 282 

6-10 4 0 46 2 23 7 70 

3, 
Key to variables: 
Ie: Individual-characteristic-specification elicitor 
Im: Individual-characteristic-specification emitter 
Be: Behavior-specification elicitor 
Bm: Behavior-specification emitter 
0Be: Observation-specification elicitor 
0Bm: Observation-specification emitter 
0e: Other elicitor 
0m: Other emitter 



78 

Table 8 

Observed Frequencies for Content and Outcome Relationship 

Agreed upon 
number of 
days of 
baseline 

0-3 5 3 1 

4 14 0 

Actual number of days of data 
collection during baseline 

0-3 4 5 or 
more 

5 3 7 26 
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In Table 8 the outcome measure was divided into 

three categories: (a) 0 to 3, (b) 4, and (c) 5 or more. By 

combining the category for 5 days of data collection with 

the 6 to 10 day category, the "5 or more" category was 

created. Since no consultant-consultee pair agreed to 

collect more than five days of data, more than five days of 

data probably resulted from something that occurred after 

the interview. For example, noticing treatment trending 

(i.e., a baseline cure) or considerable variability in the 

data series may have led to continued data collection beyond 

the agreed-upon point (Gelfand & Hartmann, 1975). Notice 

that in only 11 cases the consultee collected less than the 

agreed-upon number of days of baseline. 

The overall likelihood chi-square for the data in 

Table 8 was 23.16, with 4 degrees of freedom and a p value 

of .000. In testing the quasi-independence model, when the 

two cells with the highest goodness-of-fit chi-squares were 

deleted, an acceptable fit was not found, chi-square (2 df) 

= 8.71, p = .05. An additional cell had to be deleted to 

find an acceptable fit for the data, chi-square (1 d_f) = 

.90, p = .50. The preferred model stipulated that agreeing 

upon 0 to 3 days of data affected the occurrence of obtain

ing 0 to 3 days of data, that agreeing upon 4 days of data 

affected the occurrence of obtaining 4 days of data, and 

that agreeing upon 5 days of data affected the occurrence of 

obtaining 5 or more days of data. 



80 

Table 9 shows expected frequencies under the pre

ferred model. Note the close correspondence with the 

observed frequencies given in Table 8. As mentioned pre

viously, the expected frequencies generated under the 

preferred model are used to calculate the odds and odds 

ratios. Table 10 presents the odds and odds ratios for the 

preferred model. The magnitude of the effects computed 

under the preferred model can be determined from Table 10. 

In general, an examination of Table 10 reveals a strong 

relationship between the number of days of baseline agreed 

upon by the consultant and consultee during their problem-

identification interview and the subsequent consultee data 

collection activity, i.e., what was agreed upon usually 

was carried out. This relationship held for 35 of the 

50 interviews. 

A final analysis looked at the relationship between 

two variables. First, it was determined if the agreed-upon 

number of days of baseline was elicited or emitted by the 

consultant. Second, it was determined if a particular 

interview resulted in less than the agreed-upon number of 

days, or if it resulted in the agreed-upon number of days 

or more. Table 11 presents the relationship between these 

two variables in a 2 x 2 table. 

The overall likelihood chi-square for the data in 

Table 11 was 5.38, with 1 degree of freedom and a p value 

of .020. This was the independent model. Because the 
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Table 9 

Expected Frequencies under the Preferred Model 

Agreed upon 
number of 
days of 
baseline 

Actual number of days of data 
collection during baseline 

0-3 
5 or 
more 

0-3 5.0 3.3 .7 

.7 4.0 .3 

3.3 6.7 2 6 . 0  
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Table 10 

Odds and Odds Ratios Computed under the Preferred Model 

AffTGGd 6 Actual number of days of data 
number collection during baseline 

, „ n „ 0-3 to 4 to , . c days of 0-3 _ 5 4 to 5 to _ . 
base- to 4 ° 0-3 0-3 5 to 4 

-j . more more line 

Odds 

0-3 1.52 7.14 4.71 .66 .14 .21 

4 .18 2.33 13.33 5.71 .43 .08 

5 .49 .13 .26 2.03 7.88 3.88 

Actual number of days of data 
Odds collection during baseline 
Ratio 
Com- 0_3 °"3 to 4 to 
po- 5 or 5 or 5 to 4 

nents more more 

Odds Ratios 

0-3/4 8.44 3.06 .35 .12 .33 2.63 

0-3/5 3.10 54.92 18.12 .33 .02 .05 

4/5 .37 17.92 51.27 2.81 .05 .02 
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Table 11 

The Relationship Between the Consultant's Statements 
in Planning Data Collection and the 

Interview-Outcome Variable 

Agreed-upon Less than 
Consultant's or more days agreed-upon 

approach of data days of data 
collected collected 

Elicit 22 

Emit 17 9 
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chi-square is significant, the independence model must 

be rejected. An acceptable fit for the data was found 

by deleting the cell with the highest goodness-of-fit 

chi-square and testing the quasi-independence model that 

resulted. Under that model the likelihood chi-square was 

.00, with 1 degree of freedom and a p value that exceeded 

the .99 level. Under this model the expected frequencies 

equaled the observed frequencies given in Table 11. The 

preferred model stipulated that the consultant's use of 

eliciting, in planning with the consultee to collect data, 

affected the occurrence of obtaining less than the agreed-

upon number of days of data collection. For consultant 

elicitors, the odds of obtaining the agreed-upon number of 

days of data or more to obtaining less than the agreed-upon 

number were 11.00. For consultant's emitters, the odds of 

obtaining the agreed-upon number of days of data or more to 

obtaining less than the agreed-upon number were 1.89. The 

ratio of these odds equals 5.82, i.e., 11.00/1.89. The odds 

that a consultant who elicits the data plan would produce 

the agreed-upon or more days of data collection rather than 

obtaining less than the agreed-upon number of days are 5.82 

times higher than the corresponding odds for a consultant 

who emits the data plan. 

Cohen's Kappa (1960) was used to provide a measure 

of interobserver agreement. For the category process 

variable a coefficient of .92 was determined using the two 
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independent scorings of the 200 consultant statements. A 

coefficient of .95 was produced using the two independent 

scorings of the 200 consultee statements. For the content-

process variable a coefficient of .90 was determined using 

the two independent scorings of the 50 consultant's state

ments regarding the number of days that data would be 

collected by the consultee. A coefficient of .96 was 

produced using the two independent scorings of the 50 

consultant's statements comparing the use of elicitation or 

emission regarding the number of days that data would be 

collected by the consultee. 



CHAPTER V 

DISCUSSION 

The results described above provide strong support 

for the hypothesis that consultant verbalizations in the 

problem-identification interview affect the occurrence of 

consultee verbalizations and subsequent consultee baseline 

gathering activity. The three types of consultant state

ments examined (individual-characteristic, behavior, and 

observation), whether elicitor or emitter, all influ

enced the occurrence of specific categories of consultee 

responses. The only exception was the "individual-charac

teristic emitter" category, which the consultants in this 

study did not use. The relationship between consultant 

and consultee statements in Table 5 can be summarized by 

noting that particular consultant statements are literally 

hundreds of times more effective than other consultant 

verbalizations in producing specific types of consultee 

responses. Although the category process variables provided 

information regarding consultant-consultee verbal inter

changes, these frequency counts did not relate to the 

interview-outcome measure in any meaningful way. Because 

all of the consultants were trained to proceed with the 

86 
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problem-identification interview in a similar fashion, the 

variability in category usage was within a restricted range. 

This category approach may be useful in situations when 

trained versus untrained consultants are compared, or when 

various orientations are being compared regarding interview 

verbalizations. Under these circumstances the relationship 

between category-process measures and interview-outcome 

measures may be clearer. 

The content-process variable did relate to the 

interview-outcome measure in a number of interesting ways. 

First, it appeared that the teachers who collected only a 

few days of baseline data may have been simply doing what 

(s)he agreed to do in the problem-identification interview. 

In general, consultants received what was agreed upon. 

Second, the consultant who used the colleague approach and 

elicited rather than emitted the plan for data collection 

(the agreed-upon number of days of data collection) had 5.82 

times higher odds for producing the agreed-upon number of 

days of data collection or more, as opposed to obtaining 

less than the agreed-upon number of days. By telling a 

teacher to act in a certain way consultants may have diffi

culty obtaining compliance for their directives because they 

fail to involve the teacher in the decision-making process 

(Berlin, 1967; Fine & Taylor, 1971; Lippitt, 1967; Tombari & 

Davis, 1979). Further, the more directive a consultant may 

be, the less compliance may result. Neumann (1975) found 
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that, in giving directives to an autistic-like child, the 

more a directive was repeated, the less likely it became 

that compliance would follow. An alternative possibility is 

that consultee characteristics may interact with consultant 

style. For example, assertive teachers may respond favor

ably to a colleague approach, whereas compliant teachers 

may actually prefer a directive consultant. These possi

bilities are topics in need of further research. Hersen 

(1971) noted the paucity of research in the area of resis

tance to behavioral procedures. In addition, Hersen (1971) 

emphasized the need to study therapeutic failures. 

Another feature of the current study is related to 

methodological issues. Rather than using teacher reports of 

consultant effectiveness, a behavioral-outcome measure and 

actual interchanges from problem-identification interviews 

were analyzed. Cross tabulations of categorical variables 

were submitted to detailed analyses examining hypotheses of 

quasi-independence. Measures of association were employed 

to show the magnitude of the effects. These approaches 

deserve consideration in future consultative investigations. 

Monroe (1979) noted, 

Although it is unlikely that school psychologists 
will be able to focus all or even most of their 
efforts on the consultative role, there is mounting 
evidence that teacher satisfaction and change in 
children's behaviors is significantly increased when 
consultative rather than traditional, child study 
services are offered. (p. 37) 
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Research that shows how specific procedures result in 

significant positive outcomes would lend support to the goal 

of increased consultative services by school psychologists. 

Monroe (1979) also suggested that a colleague relationship 

may be just what is needed to enhance participation by 

various school personnel in placement conferences, in 

accordance with Public Law 94-142. A process-outcome study 

similar in design to the present study could be undertaken 

to investigate Monroe's suggestion. 

The current study investigated the problem-identifi

cation interviews of 50 consultants trained in behavioral 

consultation and participating in a field experience with 

public school teachers from the districts in and around 

Tucson, Arizona. It would be interesting to see if these 

findings would generalize to other consultants in other 

areas or settings. 

In behavioral consultation, three interviews com

prise the consultative process (Bergan, 1977). The first is 

the problem-identification interview, which was the topic of 

this paper. The second is the problem-analysis interview. 

This interview was analyzed for the same 50 consultants by 

Bergan and Neumann (1980). (The results of the Bergan and 

Neumann paper were described previously in the section on 

Process Variables in Interviewing.) The analysis of the 

problem-evaluation interview would complete the series of 
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studies that would collectively represent 50 complete 

behavioral consultations, from start to finish. 
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