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ABSTRACT 

This study was an attempt to determine if interaction analysis 

could describe or evaluate the client-counselor relationship. From a 

theoretical standpoint, interaction analysis is a systematic and ob

jective method of analyzing verbal interaction. An objective approach 

differs historically from the subjective evaluation and analysis of 

verbal interaction of client-counselor relationships. 

Interaction analysis had its beginning in the classroom where 

teacher behaviors were related to student outcomes. These outcomes 

were positive in that students achieved more and their attitudes were 

better than before. Later, interaction analysis was applied to coun

seling as an objective feedback tool. In comparison of those counsel

ors trained in interaction analysis with those who were not, trained 

counselors made more positive changes toward their clients which in 

turn helped the clients become more independent. The present study 

hypothesized that interaction analysis holds great potential for use in 

counselor education as a screening device or even a computerized feed

back technique for counselors in training. 

Any technique used by counselor educators to describe and/or 

evaluate the client-counselor relationship, should be able to discrim

inate between good and poor counselors. If interaction analysis could 

not do this, its potential use would be grossly limited. The specific 

purpose of this study, then, was to determine if interaction analysis 

ix 
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could discriminate between good and poor student counselors. Traits 

that characterized good counselors, which could be measured by inter

action analysis, were enumerated. Eighteen research questions were 

posed to test whether interaction analysis could discriminate between 

good and poor student counselors. 

The subjects in the study consisted of sixteen student counsel

ors seeking Master of Science Degrees in Rehabilitation Counseling at 

The University of Arizona. All subjects were enrolled in their first 

semester of practicum in which they saw clients. During the sixth, 

ninth and twelfth weeks of the semester, audio tapes of each of the 

subjects were coded in an interaction analysis matrix. At the end of 

the semester a composite of the three matrices of each student counsel

or. was compiled and the total tallies for the different categories 

were converted to proportions. In addition, the supervisors of the 

subjects ranked the student counselors using the enumerated traits 

that characterize good counselors as the criteria. The top six and 

bottom six student counselors were determined in this way. 

The data were analyzed by analysis of variance and no differ

ences were detected. It was concluded that the study should be repeat

ed using a different design to overcome the methodological problems. 

Another alternative would be to apply interaction analysis in a differ

ent way, such as comparing good and poor student counselors across the 

designated matrix areas as opposed to the individual categories of the 

matrix. 

Based on the present evidence, even though the study did not 

produce the expected specific findings, interaction analysis cannot be 
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disallowed from having a place in counselor education. Future research 

efforts should he directed toward working out the methodological prob

lems and uncovering a more appropriate means of applying interaction 

analysis to the verbal interaction taking place between client and 

counselor. 



CHAPTER I 

INTRODUCTION 

Introduction to' the Problem 

The American Rehabilitation Counseling Association Professional 

Preparation and Standards Committee has stated that the role of the 

professional rehabilitation counselor is primarily to utilize face-to-

face communication between counselor and client to bring about im

proved personal, educational, vocational and social adjustment (1968). 

The preparation of student counselors should include formal course 

work covering a wide range of subjects in order to assist the student 

counselor in his educational and vocational counseling. To help the 

student counselor in personal and social adjustment counseling, he also 

needs preparation in the use of interpersonal skills which will be 

gained from practicum as well as internship experiences. Therefore, 

in the preparation of professional rehabilitation counselors, counsel

or educators should concentrate their efforts to help the student 

counselors in these face-to-face relationships. 

Practicum emerges as one of the keystones of any program of 

education of counselors, according to the Committee on Counselor 

Training, Division of Counseling Psychology, American Psychological 

Association (1962). With a premium being placed on practicum, the 

evaluation of that experience is crucial. The evaluation of practicum 

experiences, and, more specifically, of the supervised client-counselor 



relationships, has been subjective in the past. In other words student 

counselors have been given subjective feedback as to their strong and 

weak qualiti.es in their client-counselor relationships; this feedback 

was used to help them develop their interpersonal skills. An example 

of a subjective method would be the Carkhuff Scales, which attempt to 

measure the core conditions of empathic understanding, communication of 

respect, facilitative self disclosure, facilitative genuineness and 

personally relevant concreteness in the interpersonal process (Carkhuff. 

and Berenson, 1967)• Although these core conditions are generally-

agreed upon, they are measured subjectively. How can counselor educa

tors objectively describe and/or evaluate the counselor-client rela

tionships? Are there any objective methods of describing and assessing' 

the client-counselor interactions? 

Client-counselor Relationship 

To increase the reader's understanding of these questions and 

the development of student-counselor skills, some discussion should 

focus on the nature of the interaction of the client and counselor in 

counseling. Pepinsky and Pepinsky stated that counseling is "(a) diag

nosis and treatment of minor (nonimbedded, nonincapacitating), func

tional (nonorganic) maladjustment and (b) as a relationship, primarily 

individual and face-to-face, between counselor and client" (Stefflre, 

P* 12). In the past, attention has been given to the client, the 

counseling process and the counselor in this face-to-face relationship. 

In considering the counselor, Arbuckle (1968) and Kell and Mueller 

(1966) contended that it was the very person of the counselor or his 



humanness that is critical in this relationship, and training should 

he designed to help counselors become more human. Evidence has also 

been provided that the counselor's personal growth in terms of self-

and other-acceptance is at the heart of this relationship and a train

ing program not designed to bring about personal growth in a defined 

direction could not be successful (Hurst and Jensen, 1968). Countless 

other studies have attempted to measure counselor effectiveness of 

both counselors in training and counselors in the field. In many in

stances, the less-able counselor was typical of the counselors prac

ticing in the field—a serious challenge in the area of counselor 

training (Pierce, 1967). Those practicing were less aware and had 

little desire for self-examination. In contrast, more-able counselors 

were described as showing greater intraception, self-awareness and de

sire for self-examination both personally and professionally (Arbuckle, 

1966; Horsman, 196k). Rogers (1958) commented that almost any kind of 

behavior may be helpful to an individual in the counseling process or 

relationship if the intent of the counselor is to help. Combs and 

Soper (1965) stated that counselors who perceived themselves as self-

revealing rather than self-controlling, and freeing rather than con

trolling, functioned better in the counseling process. 

But almost without exception the attempt to distinguish between 

effective and ineffective counselors on the basis of their overt behav

ior has proven most disappointing. The counselor's perceptions become 

more of a determinant of his success than do overt behaviors in the 

counseling process. Weitz (1962) took a different point of view when 

he stated that some counselor traits facilitate counseling and some do 



not, but even more attention should be given to the way the counselor 

communicates these traits (overt behavior) as this is a strong deter

minant of effectiveness. In agreement was Cottle (1959)> who listed 

five factors appearing in all client-counselor relationships, one of 

which is the breadth and depth of knowledge the counselor brings and 

the use of that knowledge in his work. These subjective studies 

stressed the fact that the counselor plays a central role in the rela

tionship and exerts a tremendous influence on the progress of counsel

ing and the overall emotional climate. The counseling relationship has 

been studied by means of observations, video tapes and audio tapes to 

get a better understanding of the counselor. Due to the counselor's 

importance, more and more emphasis has been placed on the counselor in 

this relationship and, irrespective of the views taken, Arbuckle (1958) 

suggested that any knowledge gained in research should be put into ef

fect so that all students in counselor training may undergo a more 

effective training experience. As a result, the counseling process 

will be of higher quality and the traditional time lag between research 

and service will be shortened. 

The counseling relationship consists of content and process. 

While the client brings the content to the counseling session, the 

process in this relationship is largely a function of the counselor 

(Goldman, 1959)• Through training, counselor educators emphasize the 

fact that counselors need to improve this process, as little can be 

done to alter the content brought in by the client. The process or 

the on-going interaction is important; it is not necessarily what the 

counselor does but the way he does it that makes the difference in the 



progress of a client. For instance, the counselor's timing or use of 

words in opening a client's problem area might determine how much in

formation is conveyed by the client. The way the counselor handles this 

process, including his timing and word usage, is given close scrutiny 

in the counseling practicum for counselors in training. Geoffroy and 

Heiman (1969) concluded that the counseling process was hindered when 

practicum counselors talked too much and used too many technical terms. 

In brief, the process is a function of the counselor and the way he 

handles this process, in part, determines his success with clients. 

How is this counseling process improved? Practicum super

visors or counselor educators evaluate counseling sessions to make 

student counselors more aware of the on-going process. In becoming 

aware they can change this process; however, in many instances, prac

ticum supervisors critically evaluate counseling sessions making stu

dent counselors very sensitive to their performances. The 

disappointing feature of this evaluation is that the student counselors 

become sensitive in a negative way. Thus, the quality of the coun

seling process is not improved. Further, counseling supervisors, as a 

general rule, have inadvertently introduced threat in their evaluations. 

This is due in part because evaluation is threatening, and it is the 

supervisor's perception that is used in diagnosing a candidate's 

strengths and weaknesses (Johnston and Gysbers, 1967). This diagnosis 

is seldom objective. New ways need to be found so that highly skilled 

supervisors can provide theoretical understanding and integrate knowl

edge of didactic courses in order to upgrade the process in the coun

seling relationship (Boy and Pine, 1966; Hansen and Moore, 1966). 
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Available Methods of Examining the Counseling Process 

Past research has focused on the counselor and the counseling 

process. The counselor and the process or interaction has been de

scribed from a subjective point of view and given credence. One of the 

methods used in gathering information about the counseling process is 

audio tapes. The supervisor listens to these tapes and provides cor

rective criticism for the student counselors. Oftentimes, student 

counselors are asked to describe their interaction (counseling process) 

with their clients, this information supplementing that taken from 

audio tapes. In other instances, student counselors are asked to type 

transcripts of their verbal interaction with their clients. According 

to Truax and Carkhuff (1967), these transcripts of human interaction 

are a pale and sometimes boring reflection of the reality, but they 

still seem more accurate and less distorted than well-organized and 

predigested theoretic descriptions of what the student counselors 

think might have happened. 

Another method utilized in training programs is videotaping. 

Due to the completeness of the recording, a greater degree of objec

tivity is reached in describing and evaluating the counseling .process 

as opposed to audiotaping. The primary disadvantage of videotaping is 

that it is more threatening than audiotaping—student counselors react 

with more anxiety (Yenawine and Arbuckle, 1971)• 

Among all of these available methods, subjectivity is the one 

common denominator. Subjectivity is a prevalent characteristic of 

most counselor-training programs today. In that regard, Bergin and 

Solomon (1963) and Melloh (196̂ ) indicated that training programs seem 



to provide student counselors with little specific training in how to 

effectively implement conditions that seem both theoretically and em

pirically central to virtually any helping relationship. Objective 

methods should be explored and introduced to investigate the counseling 

relationship, to explicate the ingredients in a descriptive way, to 

give this description to the student counselor, and to follow up by 

the same objective methods to determine if there is significant im

provement. 

Statement of the Problem 

Simply stated, the problem is that there is a lack of systemat

ic and objective methods of describing and evaluating client-counselor 

relationships. Historically, a majority of judgments made on client-

counselor relationships have been subjective. If counselor educators 

want to maximize their teaching effectiveness during the practicum ex

periences, more appropriate methods should be found. 

A Feasible Solution 

A feasible solution in helping student counselors implement 

changes is to explore systematically what they are presently doing in 

the counseling process. One systematic, objective technique is inter

action analysis. For this study, Flanders Interaction Analysis Classi

fication was used as a method for gathering information from the 

client-counselor relationship. Interaction analysis focuses on the 

moment-by-moment counseling process. Simon and Boyer (1967) charac

terized interaction analysis as a "shorthand" method for collecting 

objective data. This particular method is content free (not based on 
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the information within the verbal interaction), has wide application, 

and takes into consideration the affective and cognitive domains in the 

client-counselor relationship. Interaction analysis has been used sue-' 

cessfully to analyze on-going verbal interaction (Flanders, 1970)• 

Like typed transcripts, interaction analysis has the advantage of de

scribing the verbal interaction in detail. Interaction analysis 

describes the patterns of verbal interaction—what type of client be

havior follows a particular type of counselor behavior. With this 

detailed description of the verbal interaction, the counselor has a 

source of feedback relative to his performance that he does not get 

from typed transcripts. Using this feedback information, the counsel

ing process or the individual counselor's particular patterns might be 

changed positively. Flanders Interaction Analysis Classification can 

be an additional tool in investigating the counseling process and in

creasing the amount of objective information that is needed in the 

field of counseling. The history of interaction analysis has alluded 

to this feasible solution. 

Research on Interaction Analysis 

Simon and Boyer (1967) reported that research in the area of 

interaction analysis has been descriptive, relating teaching behaviors 

to student outcomes such as attitudes, learning, creativity and change 

in I.Q. scores. The more positive the teachers' scores in the affec

tive system, (Flanders' term meaning the affective categories in his 

Classification System), the better the student attitudes and the higher 

the level of their thought processes (Amidon and Simon, 1965; Flanders, 



1970; and Simon and Boyer, 1967)• Contrariwise, the teachers who were 

considered inferior tended to control the classroom by dominating 

teaching behavior, i.e., talked more, accepted less student ideas, did 

not encourage pupil-initiated participation and gave more directions 

(Amidon and Simon, 19&5; Flanders, Morrison and Brode, 1968). As a 

result, their students did not function as well or achieve as much 

(Flanders, Morrison and Brode, 1968). Further, dependent-prone stu

dents appeared to have been more sensitive to the influence pattern of 

their teachers and in one study of geometry classes, Amidon and 

Flanders (1961) found that as the geometry teachers became more direc

tive, the dependent-prone student found increased satisfaction in more 

compliance, often with less understanding of the problem-solving steps 

carried out. The implication of this study was that the closer the 

supervision through the use of direct influence (a common remedy for 

lower achievement), the more harmful it will be for dependent-prone 

students. 

Not only with dependent-prone but with low-achieving students, 

teachers have used more direct influence. For example, Amidon and 

Giammento (1967) discovered that teachers of low-achieving groups 

talked eighty percent of the time, while teachers of high-achieving 

groups talked about fifty-five percent of the time. They also pointed 

out that in low-achieving groups, the teachers used direct influence 

about eighty percent of the time, while the teachers of the high-

achieving groups used direct influence about fifty percent of the time. 

Analogies might be drawn from the teacher-student relationship to the 

client-counselor relationship in which the more positive the counselors' 
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scores in the affective system, the better their clients function. 

Similarly, might inferior counselors be more directive or have a ten

dency to dominate the verbal interaction with their clients—the end 

result being that their clients do not progress as much as possible? 

Or might a dependent-prone client adhere to the suggestions of a coun

selor without an understanding of how to effectively deal with his 

problems? Will the counselor talk a greater percentage of the time 

with a low-achieving student or dependent-prone client? Comparisons 

and norms could also be developed for counselors providing services for 

clients with similar problems. Subsequently, counselor behavior as 

described by interaction analysis could be related to specific client 

outcomes. For example, being less directive or talking less with 

other-directed (also referred to as outer-directed as opposed to self-

directed) clients would prove to be more helpful than other means of 

verbal interaction to assist them in becoming more assertive. There 

are many comparisons that can be made between the teacher-student re

lationship and the client-counselor relationship. 

Training in interaction analysis has proven to be an excellent 

tool in the improvement of teaching behavior. Moskowitz (l966) dis

covered that teachers trained in interaction analysis used more in

direct teaching patterns (more praise and encouragement, acceptance of 

feeling, acceptance or usage of student ideas, and asked more ques

tions) and had more positive interpersonal relationships with student 

teachers. In addition, training in interaction analysis appeared to 

increase the individuality in teaching patterns of the trained groups. 

With the emphasis on analysis and not evaluation, student teachers at 
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Ohio State University are taught interaction analysis as a technique 

for analyzing their own verbal behavior (Hough and Ober, 1966). Anoth

er outstanding feature, as noted by Furst (19̂ 5) and Pankratz (1967)* 

was that teachers trained in interaction analysis used more total 

teacher acceptance of student ideas (total teacher acceptance behavior) 

and less rejection of student behavior (total teacher rejecting behav

ior). This permitted more freedom for the student to learn and explore 

his own ideas. Another contribution to student teachers was that they 

resisted the normal trend to increase the number of directions given 

than did student teachers not taught interaction analysis (Amidon and 

Simon, 1965). In brief, the application of interaction analysis to 

the classroom has improved education by having a significant influence 

on the behavior and attitudes of teachers. Teachers have become more 

aware of the ongoing verbal interaction between their students and 

themselves. This is also a goal of counselor educators. 

Zahn (1967) found that in using interaction analysis as an 

instructional and supervisory tool, he helped student teachers modify 

their attitudes more positively than student teachers undergoing con

ventional instruction and supervision. In the same study, the atti

tudes of the student teachers being taught interaction analysis were 

changed and improved. A parallel could be drawn to the supervision 

of student counselors and changes in their attitudes as well as those 

of their clients. Another study even more relevant to the client-

counselor relationship is one by Simon and Boyer (1967). Using inter

action analysis as a descriptive tool, they found that in many 

instances the teacher's acceptance or rejection of the students' 
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feeling by far overrode the cognitive message. For example, if the 

underlying messages were rejection or criticism, in the way things were 

said, the emotional climate became negative with no content registering 

with the students. The sensitivity of teachers to their behavior and 

the behavior of others increased as a result of using interaction 

analysis in providing feedback information (Flanders, 1967a). 

Increasing the sensitivity of student counselors is also a goal 

of supervisors in counselor education. This has become a growing con

cern for counselor educators, as the affective message of student coun

selors is often more important than the cognitive message. The clients 

of student counselors must feel accepted before they are comfortable 

enough to convey a cognitive message concerning their personal and emo

tional problems (Rogers, 1961). At the very outset of counseling, 

these clients are sensitive about these problems and an acceptable 

emotional climate is necessary. Little cognitive information is con

veyed to student counselors who are insensitive to their own behaviors, 

not to mention the behaviors of their clients. 

In conclusion, interaction analysis had its beginning in the 

classroom, relating teacher behaviors to student outcomes. Compari

sons of student-teachers to student-counselors have implied that inter

action analysis might be a useful tool for counselor educators, so that 

they could relate counseling behaviors to client outcomes. A few in

vestigations which have applied interaction analysis to counseling are 

discussed in the following section. 
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Application of Interaction Analysis to Counseling 

Harmon and Arnold (i960) asked counselors in high schools to 

evaluate their training. When these counselors were asked what type of 

training they should receive to develop self-knowledge and interpersonal 

skills, two major suggestions were more supervised counseling experience 

and more analysis might provide the latter. Interaction analysis has 

been used as a feedback tool that does two things in counseling. First, 

it removes threat of external evaluation because it is a descriptive 

instrument as opposed to an evaluative one. Second, the student coun

selor has an opportunity to look at himself, thus giving him a chance 

to change in the direction he desires (Altekruse and Brown, 1969). 

From his study, Matuscha (1969) recommended interaction analysis as a 

useful feedback system for counselors in training as it is easy to use, 

quick to rate and the results are such that the counselor-trainee can 

easily understand them. The feedback from interaction analysis when 

combined with subjective evaluations should promote a comprehensive 

counselor education program aimed directly at developing interpersonal 

skills. 

Redding (1968) reported that verbal interaction analysis was 

useful in the communication of respect and empathic understanding by 

increasing the beginning counselors1 level of functioning. His find

ings indicated that beginning practicum counselors were similar to 

student teachers as cited by Hough and Araidon (1967) in becoming more 

empathic towards their clients or students. More important, they 

seemed to function better in their interpersonal relationships. 
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There have been a few studies in which experimental groups were 

trained in the use of interaction analysis while the control groups 

received no training. In almost every instance, student counselors in 

the experimental group made positive changes in verbal interactions 

(Matuscha, 19̂ 9} Redding, 1968). Some of these changes were that the 

student counselors made fewer statements of fact or opinion and less 

effort to control the interviews. Training in interaction analysis 

made no differences among the groups for indirect or direct counselor 

influences in Reddings' study (1968). However, in other studies an in

crease in the amount of indirect counselor influence has been reported 

(Altekruse and Brown, 1969; Matuscha, 1969). In fact, Bohn (1965), 

Demos and Zuwaylif (1963), Grigg (1961), and Jones (1963) stated that 

as counselors become more experienced, they become less directive. 

These authors emphasized this as a positive quality for student coun

selors. Moreover, interaction analysis employed during training helped 

student counselors become less directive with their clients and sped up 

the process. In addition, Matuscha (1969) found a decrease in the 

amount of counselor talk, an increase in the amount of counselee talk 

and an increase in the amount of the self-initiated counselee talk in 

the training of counselors having similar ability. 

Flanders (1970) reported that using interaction analysis with 

T-Groups provided a sensitivity to the behavior of others and created 

a readiness for self-appraisal. The intentions were to transfer this 

behavior to other situations but this was sometimes difficult. 
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Usefulness of Interaction Analysis to Counselor Education 

Considering the usefulness of interaction analysis in previous 

studies, this investigation focused on whsther interaction analysis 

could be useful in counselor education. If it could, there are a num

ber of instances in which interaction analysis might contribute to 

existing knowledge in the field and be employed. For example, inter

action analysis could be employed as a screening device for counselor 

training programs. Applicants could send an audio tape of a counseling 

interview to the university where the interaction would be analyzed, 

and this objective information, paired with existing information, would 

enable counselor educators to upgrade the quality of applicants they 

accept. 

After the selection of students for counselor education, inter

action analysis could serve as a useful feedback instrument in which 

the counselor educator would remove himself from subjective judgment. 

Simon and Boyer (1967) called attention to the fact that in coding, 

the interaction was enumerated, not judged. This would give the coun

selor educator a descriptive function as opposed to the more threaten

ing evaluative function. Furthermore, student counselors could be 

compared with other student counselors on their performance in the 

client-counselor relationship or they could compare themselves with 

the same or different clients on different occasions. Being made aware 

of the moment-by-moment interaction, they can become more keenly aware 

of their verbal interactions and any changes they have made. VJyatt 

(1962) urged that counselors maintain constant scrutiny of their own 

interactions and the way they felt about those interactions. The 
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information from interaction analysis when combined with accumulated 

information about themselves will help them become more aware. By 

being more aware of themselves, they are better prepared to accept 

themselves as well as their clients. 

Interaction analysis could serve as a useful device for in-

service training of counselors in the field. Counselors could be ob

served with their clients, or tapes of thair client-counselor 

interactions could be coded and analyzed. Subsequently, this descrip

tive information could be given to them and suggestions made to help 

and improve their interpersonal interactions. This technique would 

probably be less threatening than the current.tape-critique technique. 

This objective model could be developed so that the interaction 

could be coded by a computer, analyzed, and feedback information pro

vided immediately after the counseling session is over. The future 

counselor in training may profit from the immediacy of this type of 

feedback information when his impressions of the counseling session 

are clearly in mind. This would permit the counselor educator selec

tive use of his time in working with students, which would also profit 

the future counselor in training. 

Having conjectured the ways interaction analysis might be used 

in the future, the investigator questioned how interaction analysis 

might be used at present. How might interaction analysis be useful 

to the counselor educator? Finding a way to use interaction analysis 

in the present will serve as a foundation for the future uses. A pre

liminary question to be answered and a good place to start is to see if 

interaction analysis can discriminate between good and poor student 
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counselors. If interaction analysis cannot discriminate between good 

and poor student counselors, all of the previously mentioned uses for 

interaction analysis in counselor education are limited, if not elim

inated. Being able to discriminate between good and poor student coun

selors is basic to any tool employed by counselor educators. Before 

this preliminary question can be answered, some of the traits that 

characterize good counselors should be enumerated. 

Traits that Characterize Good Counselors 

The traits that characterize good counselors are too numerous 

to be dealt with in one study. In the present study, the investigator 

restricted the traits to those that could be measured by interaction 

analysis. Goldman (195?) commented that the process of the client-

counselor relationship is largely a function of the counselor while the 

client brings the content to the counseling session. Since counselor-

educators emphasize the counselor's improvement of this process, this 

is a key area of training for student counselors and naturally so, be

cause the content the client bring in is unpredictable. With the empha

sis on improvement of this process, good counselors tend to have more 

focus on the process than the content of that relationship. And having 

more focus on the process implies that good counselors have better con

trol of the counseling session. Logically then, good counselors would 

tend to have less confusion if they have better control of the counsel

ing session. With good counselors, the client has an opportunity to 

talk more and largely by his own initiation, i.e., introduce new ideas 

(Matuscha, 1969). In contrast, the counseling process is hindered by 
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poor counselors who talked too much (Geoffroy and Heiman, 1969)* Sim

ilarly, in Matuscha's (1969) study good counselors talked less (ini

tiated less). 

According to Bohn (1965), Demos and Zuwaylif (1963), Grigg 

(1961) and Jones (1963), more experienced or better counselors become 

less directive (or more indirective in interaction analysis terms). 

Being more accepting and reacting more to feelings of their clients 

were characteristics strongly indicated by Rogers (1961) as common

place among good counselors. Rogers (1961), in his use of nondirective 

leads Qzhich is the same as Flanders' (197°) encouragement of clientŝ  

advocated that good counselors encourage their clients to express feel

ings. In accepting and expanding the client's ideas, summarizing and 

reflecting are used extensively. Again, Rogers (1961) suggested for 

good counselors summarizing and reflecting as well as not giving di

rections to the client. 

Shertzer and Stone (1966) reported that good counselors ask 

less questions of their clients and when they did ask questions, the 

questions were open-ended. If, on the other hand, the questions were 

narrow, then the clients would give more predictable responses—yes and 

no or other short answers. Thus, it was concluded that clients of good 

counselors gave less predictable responses when questions were asked. 

Flanders' (1970) term justifying a position and criticizing (Category 

Seven) is similar to "value judging" in counseling. Most counseling 

texts, such as Brammer and Shostrom (1965), Rogers (1961) and Shertzer 

and Stone (1966), stated that good counselors do less value judging 

than poor counselors. 
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Flanders (1966) found that better teachers used questions when 

f 

guiding more of the content-oriented part of the verbal interaction 

and had a less rapid interchange with their students. . In the present 

study, the investigator applied this information to the client-

counselor relationship, because there was no information in the coun

seling literature dealing with these two areas. 

From these sources then, the investigator derived the traits 

that characterized good counselors which could be measured by inter

action analysis. To see if interaction analysis could discriminate 

between good and poor student counselors, the investigator posed the 

following pertinent research questions. 

Research Questions 

This study attempted to answer the following questions. Did 

better-able student counselors differ from less-able student counselors 

by: 

1. Being more acceptant of feelings of their clients? 

2. Praising and encouraging their clients more? 

3. Asking less questions of their clients? 

Asking more open-ended questions? 

5. Justifying their positions and criticizing their clients 
less? 

6. Having less silence and confusion during their interactions 
with their clients? 

Initiating (talking) less themselves? 

8. Accepting and expanding more of the client's ideas? 

9. Giving less directions with which the client is to comply? 
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10. Their clients giving less predictable responses? 

11. Their clients introducing new ideas? 

12. Their clients initiating more of the talk? 

13. Having less focus on content (as opposed to process)? 

llf. Reacting more to the ideas and feeling of the client? 

15. Using questions when guiding more of the content-oriented 
part of the client-counselor interaction? 

16. Having a higher proportion of client talk which is con
sidered an act of initiation? 

17« Being more indirective? 

18. Having a less rapid interchange with their clients? 

Summary 

In the counselor education programs at colleges and universi

ties, the focus has been on the student counselor and the counseling 

process. The primary objective is to enhance the counselor's personal 

growth by making him more aware of his behavior as well as more sensi

tive to the behaviors of his clients. In order to do this, student 

counselors have been given subjective feedback through the use of ob

servations and audio and video tape critiques. These evaluations have 

introduced some threat and perhaps affected the counselors' performances 

in a negative way. There has been a lack of systematic and objective 

methods of describing and evaluating client-counselor relationships. 

Interaction analysis was used initially in the classroom as a 

feedback tool and has centered on relating teaching behaviors to stu

dent outcomes. The results were positive in that students achieved 

more and their attitudes were better when interaction analysis was used 
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with classroom teachers. Interaction analysis, having shown positive 

results in the classroom, was employed as a supervisory tool for 

teachers in training. These student teachers became more sensitive to 

their behaviors as well as the behaviors of their students. 

Interaction analysis was applied to counseling as an objective 

feedback tool. In comparing counselors trained in interaction analysis 

with those who were not, the former made more positive changes such as 

becoming less directive with their clients, thereby helping clients be

come more independent. Even though the application of interaction 

analysis to counseling has been limited, the results have been favorable 

and this has generated interest in the present study. 

In addition to the ways interaction analysis had been applied 

in the past, there seemed to the investigator to be additional ways it 

could prove useful in counselor education. It could be used as a 

screening device for students coming to universities, a device for in-

service training of counselors in the field, and as a computerized 

feedback technique for the future counselor in training. However, in

teraction analysis must prove of value to counselor education at present. 

The best place to start was seeing if interaction analysis could dis

criminate between good and poor counselors, as this would be basic to 

any tool used by counselor educators. Traits that characterized good 

counselors were enumerated and to test whether interaction analysis 

could discriminate between good and poor student counselors, pertinent 

research questions were posed. In order to provide a more comprehensive 

review of the interaction analysis method and use, the following chapter 

contains an in depth explanation of interaction analysis. 



CHAPTER II 

DETAILED EXPLANATION OF INTERACTION ANALYSIS 

Interaction Analysis in the Classroom 

The earliest use of Flanders Interaction Analysis Classification 

was in the classroom. All of Flanders' Categories are mutually exclu

sive, yet they are totally inclusive of verbal interaction occurring in • 

the classroom (Amidon and Flanders, 1967). All statements that occur 

in the classroom are categorized in one of three major sections: 

teacher talk, student talk, or silence and confusion. These major sec

tions are further subdivided in order to make the total pattern of 

teacher-pupil interaction more meaningful (Figure l). Amidon and 

Flanders (1967) defined indirect influence as consisting of four cate

gories: (l) accepting feeling, (2) praising or encouraging, (3) ac

cepting ideas, and (k) asking questions; while direct influence consists 

of three categories: (5) lecturing, (6) giving directions and (7) 

criticizing or justifying authority. Student talk is divided into two 

categories: (8) responding to the teacher and (9) initiating talk. 

Any behavior not included in categories one through nine is placed in 

category ten, silence and confusion. 

Tracing the sequence of events in coding, the coder records one 

of the ten category numbers that best describes the verbal interaction 

in the classroom for each three second time segment. Twenty such cate

gorizations are made for each minute of observation—six hundred for a 

22 
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1 2 3  U  5 6 7 8 9  1 0  

1. Accepts feeling 

2. Praises and 
encourages 

Indirect 
influence 

3. Accepts or uses 
ideas of students 

1*. Ask questions 
Teacher 
talk 

5. Lectures 

Direct 6. Gives directions 
influence 

7. Criticizes or 
justifies 
authority 

. 8. Student talk-
response 

Student 
talk 

9. Student talk-
initiation 

Other 10. Silence and 
confusion 

Figure 1. Flanders Categories and Matrix for Interaction 
Analysis 

Note: There is no scale implied by these numbers. Each number is clas-
sificatory, it designates a particular kind of communication 
event. To write these numbers down during observation is to enu
merate, not to judge a position on a scale, 1966. 
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thirty minute session. To illustrate, suppose during the first three 

seconds of verbal interaction the teacher asked a broad question which 

is categorized as a four. The student responded in the following three; 

seconds by giving an answer which is categorized as a nine. By the end 

of this observation period, all of the verbal communication have been 

coded and entered in the ten-row by ten-column table or matrix. Then 

analyzing the matrix, patterns are found which describe the interac

tion. These patterns are determined by the heavy concentration of 

tallies in specific categories and provide a method for analyzing 

teaching behavior. As a consequence, when teaching behavior was ana

lyzed in the past, both the separate categories and the matrix areas 

were examined. Flanders (1970) explained that the purposes for ana

lyzing the matrices are to study teaching behavior, to help a teacher 

improve his performance and to explain the variations which occur in 

the change of classroom events. Although both cognitive and affective 

systems are considered in the Flanders Interaction Analysis Classifica

tion, his Classification tends to deal more with the affective system. 

In spite of the fact that interaction analysis has been helpful 

to classroom teachers, there are some limitations. A few of those 

limitations are common in coding the counseling sessions while some are 

unique to coding in the classroom setting. 

Limitations of Interaction Analysis 

There have been some disadvantages to interaction analysis. 

Medley and Mitzel (1963) pointed out that observations and codings are 

expensive in terms of money, time and professional skill demanded of 



observers and coders. In regard to the time spent in coding, Flanders 

(1967b) stated that reaching an acceptable level of reliability re

quires a number of hours to train an observer (coder) to code the on

going interaction. In the present study, the amount of time spent in 

practicing the coding was around twenty hours. The cost of the train

ing by the consultant would have been.expensive had he not freely given 

his time. Regardless of the system of training, the observer or coder 

cannot anticipate all of the judgments that he must make in the class

room (Flanders, 1967b). For example, a teacher (or counselor) might 

say "rightI" or "goodI" but yet not be using these words as praise; 

instead this might be a verbal habit of the teacher (or counselor). 

These problems are common to coding of teacher-student as well as 

counselor-client verbal interaction. 

Additional problems, not found in the client-counselor verbal 

interaction since audiotaping is commonplace, developed with teacher-

student verbal interactions as most observations (coding) were made in 

the classrooms. The teachers and administrators felt that it was an 

invasion of privacy, but the students enjoyed it. Due to the many dif

ferent activities in the classrooms, the observer or coder had to spend 

approximately an hour each visit and visit the classroom six times to 

code a sufficient number of tallies for the purpose of describing the 

verbal interaction. Another problem, not experienced as much in the 

present study as in earlier studies, was that the coder had difficulty 

discriminating between categories into which behaviors were coded when 

these categories were not meaningful ones forming conceptual unities 

whose empirical referents can be clearly specified (Carson, 1969). For 
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the most part, this problem was avoided in the present study by limit

ing the number of categories, adding or redefining the definitions of 

the categories and overlearning these definitions. 

Kerlinger (1966) also supported the idea of careful assimila

tion of these behavioral clusters into categories and admonished the 

researcher that validity (as well as reliability) may suffer when a 

greater interpretive burden is placed upon the observer or coder. What 

is meant here is that behaviors which are considered nearly alike 

should be clustered or placed together in single category. When these 

behaviors are not lumped together but spread across two or three cate

gories, the coder has the responsibility of making his own interpreta

tions as he codes—a difficult task. When the emphasis was on the 

cognitive aspects of classroom interaction, interpretive burdens were 

placed on the observer because the categories were so numerous that the 

observer could not mentally focus on all of them during the ongoing 

verbal interaction. 

The fact that non-verbal interaction is neither recorded nor 

coded has proven to be a distinct disadvantage, especially with those 

students who have difficulty in expressing themselves verbally (Amidon, 

1965)• In not being able to code the non-verbal interaction in the 

client-counselor relationship there is an additional problem. Not 

only is the coder unable to record the non-verbal interaction of the 

client, which is important, but he is unable to record the non-verbal 

interaction of the student counselor. This becomes serious when the 
f 

student counselor is giving the client one message verbally and a dif

ferent message non-verbally. 
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Finally, one of the greatest limitations of the Flanders Sys

tem of Interaction Analysis is that it emphasizes the affective aspects 

of classroom interaction (Amidon and Simcn, 19̂ 5} LaShier and West-

meyer, 1967). Many teachers wanted more information regarding the cog

nitive aspects because the school emphasized this, and the fact that 

they might have been somewhat threatened could not be precluded. This 

last limitation in using interaction analysis in the classroom has been 

an asset in analyzing the client and counselor interaction. In ana

lyzing the verbal interaction between the client and counselor, the 

emphasis is on the affective. 

Interaction Analysis in the Counseling Setting 

Amidon (1965) developed an adaptation of the Flanders Inter

action Analysis Classification for counselor-counselee interaction, 

changing the categories of teacher talk to counselor talk and student 

talk to client talk. The meanings of the ten interaction analysis 

categories are identical to those of the original system. 

Upon completion of encoding ongoing verbal interaction, there 

is usually concentration of tallies in particular areas on the matrix 

representing specific kinds of information. Although there are six of 

these designated areas here, the discussion v/ill give only one as an 

example. If there is a heavy concentration of tallies in the upper 

left corner of the matrix, designated as Area B by Amidon (1965), the 

counselor has used indirect influence, emphasizing the acceptance of 

the client's feelings and ideas. This indirect influence tends to ex

pand the client's freedom in verbal interactions (Flanders, 1970). 
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Amidon defined the meanings of the categories to be exactly the 

same as those of Flanders original system. The present investigator 

has also adapted ten definitions from Flanders Interaction Analysis 

Classification (Flanders, 1970) for use in the present study. 

Definitions of Categories 

Accepts feeling (Category l): The counselor accepts and clari

fies the feeling tone of the client in a non-threatening manner. Feel

ings may be positive or negative. Predicting or recalling feelings are 

included. Acknowledgment of the client's behavior and acceptance, such 

as comforting a crying client, are included. 

Praises or encourages (Category 2): The counselor praises or 

encourages the client's feeling, ideas for behavior. Jokes that re

lease tension, not at the expense of the client, saying, "um hm?" are 

included. Responds in a way which reflects or encourages expression 

of feeling. 

Accepts or expands ideas of client (Category 3): The counselor 

clarifies, builds or develops the ideas suggested by the client. As a 

counselor brings more of his own ideas into play, shift to the "Counse

lor talk—initiation" Category. The counselor builds or expands the 

client's statements, i.e., goes beyond the client's statement. This 

includes self-disclosure, restatement, summarizing and reflecting. 

Ask questions (Category h): The counselor asks a question 

about content, behavior, feeling or procedure with the intent that the 

client answer. It may be an open-ended question for an unpredictable 

response or may be a specific question. 
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Counselor talk—initiation (Category 5)* The counselor gives 

facts or opinions about content, feeling, behavior or procedure; ex

presses his own ideas, asks rhetorical questions. The counselor lec

tures and judges values. 

Giving directions (Category 6): The counselor directs, 

commands or orders a client to do something either at that time or in 

the future. 

Justifying position or criticizing (Category Y): The counse

lor makes statements intended to change the client's feeling or behav

ior from nonacceptable to an acceptable pattern; bawling someone out; 

stating why the counselor is doing what he is doing; extreme self-

reference are included. The latter is not the same as self-disclosure 

as in "Accepts or expands ideas of client" Category. 

Client talk—response (Category 8): A client makes a predict

able response to a counselor. The counselor initiates the contact or 

solicits the client's statement and sets limits to what the client says. 

Client talk—initiation (Category S): The client initiates the 

talking which includes unpredictable statements in response to the 

counselor. Shifts from "Client talk—response" Category to "Client 

talk—initiation" Category as the client introduces his ideas. 

Silence and confusion (Category 10): Pauses, short periods of 

silence and periods of confusion in which communication cannot be under

stood by the coder. Crying is included as would any emotional out

burst or emotional response not categorized elsewhere. 
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Summary 

To summarize from a historical point of view, Flanders Inter

action Analysis Classification was employed first as a part of a re

search project (Amidon and Flanders, 1967). Subsequently, it was used 

to compare teachers in classrooms in which students had positive atti

tudes and above average achievement with those teachers whose students 

were below average on the same measures (Flanders, 1970)* The matrix 

and all the information generated from the location of tallies was de

veloped from these comparisons. From this, norms evolved not only for 

teachers who taught all subject areas, but also for teachers who taught 

specific subject areas. Interaction analysis then became an inservice 

training device and later a supervisory tool for colleges and univer

sities in their preparation of teachers (Amidon and Flanders, 1967). 

In 1965> Amidon (1965) adapted interaction analysis for coun-

selor-client interactions and discussed the meanings of the areas on 

the matrix. Redding (1968) used interaction analysis to help beginning 

counselors communicate respect and empathic understanding; he commented 

that interaction analysis increased their level of functioning with 

clients and their ability to relate interpersonally with everyone. Then 

in 1969, interaction analysis was employed by Matuscha (1969) as a use

ful feedback system for counselors in training, because it was easy to 

use, quick to rate, and the counselor-trainee could easily understand 

the results. Finally, Flanders (1970) reported interaction analysis to 

be successful in T-Groups in developing sensitivity to behaviors of 

others. T-Groups have been used extensively in counseling for the same 
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purpose. The successful application of interaction analysis to the 

client-counselor relationship has generated interest to do the present 

study. 



CHAPTER III 

METHOD OF PROCEDURE 

Introduction 

The first chapter introduced the 'problem and discussed some of 

the foundations of the study including some of the traits that charac

terize good counselors. This chapter deals with the study's selection 

procedures, which consisted of rating and ranking of the student coun

selors and the identification of the good and poor counselors, train

ing in interaction analysis coding, and the method of data collection. 

The data analysis procedure and a summary conclude this Method of 

Procedure Chapter. 

Selection Procedures 

The population for this study was those full-time student coun

selors who seek a Master of Science Degree in Rehabilitation Counseling 

at The University of Arizona. They study to be counselors serving gen

eral caseloads representing all disability groups, as opposed to those 

student counselors who specialize to serve specific disability groups, 

such as the deaf and hard-of-hearing or alcoholics. This study focused 

on the 1971 second semester University of Arizona Rehabilitation Center 

practicum students, who must be presumed to be representative of the 

population. Since the population studied was a limited group, general

izations to other student counselor populations should be made only with 

great caution. 

32 
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Ten men and six women participated in the study. These six

teen students were supervised by tv/o counselor educators—professors 

in Rehabilitation Counseling who are responsible for the supervision 

of students in counseling practicum—and two advanced doctoral stu

dents who share in that responsibility and have completed a full semes

ter or more in supervising students. These professors and advanced 

doctoral students will be referred to here as supervisors. 

The sixteen student counselors were randomly divided into two 

groups of eight. Throughout the semester, each group was supervised 

by a counselor educator and an advanced doctoral student. The advanced 

doctoral students rotated between the two groups every three weeks; 

with this rotation method, both advanced doctoral student supervised 

every student counselor. Toward the end of the semester, these two 

supervisors were asked individually to rate all sixteen subjects in the 

combined group; this rating was based on the criteria to be presented 

in the next section. All four supervisors also ranked the student 

counselors. 

Rating the Student Counselors 

The type of scale used for rating the student counselors is 

described by Kerlinger as a "summated rating scale (also called 

Likert-type scale) on which the scores of the items of such a scale 

are summed to yield an individual's score" (1966, p. ̂ 8̂ ). Using this 

summated rating scale, the two advanced doctoral students rated all of 

the student counselors in the practicum. The criterion for this rat

ing by these two supervisors was based on important counseling skills 

and personal characteristics as designated by professionals in the 
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field. These professionals have mentioned in their writings a number 

of counseling skills and personal characteristics that are prevalent 

among bette:c counselors (Brammer and Shostrom, 19̂ 5 J Kell and Mueller, 

1966; Rogers, 19&L; Shertzer and Stone, 1966; and Stefflre, 1965). 

Those counseling skills commonly cited were: 

a. Rapport 
b. Listening Ability 
c. Understanding 

1. Cognitive 
2. Affective 

d. Communication 
1. Reflection 
2. Interpretation 
3. Clarification 

Those personal characteristics commonly cited were: 

a. Tolerance 
b. Security 
c. Flexibility 
d. Approachability 
e. Awareness of Self 
f. Awareness outside of Self 

In order that the supervisors were consistent and clear as to 

the meanings of these terms, they were given the terms' definitions 

(Appendix A) early in the semester as adapted from Brammer and Shostrom 

(1965), Kell and Mueller (1966), Rogers (1961), Shertzer and Stone 

(1966), and Stefflre (1965). Shortly thereafter, a meeting was held 

to discuss the meanings of these terms and former student counselors 

were rated on these scales so that the supervisors would have practi

cal experience using these terms. 

The definitions of these terms were also placed on a cover 

sheet which was attached to the supervisors' rating sheets. The terms 

were used to construct a four-point scale, high to low. The high to 

low refers to the comparison between each student counselor and the 



other fifteen in the group. All of the personal characteristics and 

counselor skill items were considered to be of equal value. The rating 

sheet (Appendix B) was designed to assure that the supervisors would 

give consideration to each item before rating; this was accomplished by 

randomly changing the order of the ratings for each item (either high-

to-low or low-to-high). The best rating a student counselor could have 

received frcm a supervisor when his score was summed was thirteen. The 

poorest rating a student counselor could have received was fifty-two. 

It only follows that each student counselor, having been rated by both 

advanced doctoral students, could have obtained a total score ranging 

from a high of twenty-six to a low of one hundred and four. During 

the twelfth week of the fifteen week semester, each student counselor 

was rated by the advanced doctoral students who had supervisory con

tact with all sixteen subjects. From their numerical scores, the stu

dent counselors were ranked from the highest or better-able to the 

lowest. 

Ranking the Student Counselors 

During the fourteenth week of the semester, the two counselor 

educators ranked their respective practicum groups of eight and the 

two advanced doctoral students ranked all sixteen of the student coun

selors. The criterion for the ranking was essentially the same as the 

criterion for the rating. Again, the supervisors were given the def

initions early in the semester and a meeting was held to clarify the 

meanings of these terms. Then, prior to the ranking, the following 

instructions were read to each supervisor: 
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"Before you are sixteen (eight, in the case of the counselor 
educators) three by five cards each having the name of one 
student counselor and arranged in alphabetical order. You 
are to rank all sixteen (eight) student counselors that you 
have supervised this semester. They are to be ranked from 
highest or best-functioning counselor to the lowest or those 
student counselors not functioning as well. You should base 
this ranking on counseling skills such as communication, un
derstanding, listening ability, and rapport; and such personal 
characteristics as awareness of self, security, flexibility, 
approachability, awareness outside of self and tolerance. 
Are there any questions? Please rank these student counse
lors from highest to lowest." 

Upon completion of the ranking, the highest and lowest ranked 

student counselors' position was verified. 

Identification of Good and Poor Student Counselors 

Using the ranking obtained from the four supervisors, the in

vestigator placed the student counselors on a continuum from high-

ranked or good counselors to low-ranked or poor student counselors. 

Combining these individual rankings with the ratings, the investigator 

determined the top six and the bottom six student counselors. There 

was only one exception to this procedure, a discrepancy in determining 

the final student counselor to be included in the top six or better-

able student counselors. Because the tie was between two student coun

selors who were in separate groups, the advanced doctoral students were 

called together and made the final determination. 

Advantages of the Procedures 

The summated rating scale afforded the investigator the oppor

tunity to collect data at a reasonable rate and yielded information 

relevant to practical issues (Remmers, 1963), while the ranking had 

the advantage of being economical. An advantage for the supervisors 



was that the duties of ranking and rating required less than two hours 

of their time during the entire semester. 

The rotation of the advance doctoral students was the only-

minor change that took place in the supervising of counseling practi-. 

cum classes. Thus, the investigator attempted to keep the changes to 

a minimum, causing less threat to internal and external validity but 

at the same time provided a setting in which useful data could be 

gathered. This was in keeping with Campbell and Stanley's (1963) 

recommendation to maintain the experimental setting—the practicum 

experience—in its natural state, so that generalization to similar 

settings would not be hampered. 

Training in Interaction Analysis Coding 

For this study to take place, the investigator had to undergo 

training in interaction analysis coding procedures. Prior to the data 

collection, the investigator secured the services of a consultant for 

instruction in coding techniques for the counseling adapted from 

Flanders Interaction Analysis Classification. Audio tapes collected 

from practicum students other than subjects, were used for the train

ing in coding, as it was felt that these tapes would be similar to 

those of the subjects and would present coding problems that would ap

pear in the study. The training required approximately twenty hours. 

A level of performance was reached so that the investigator was confi

dent in making professional discriminations. To reach that level of 

performance, intercoder reliability of .85 or higher was established 

as a criterion. 
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After the investigator completed the first twelve hours of 

training, the intercoder reliability was computed at .73 based on 

Scott's method (Flanders, 1966). Additional training was necessary 

to assist the investigator in discriminating "between Category Three, 

in which the counselor may ask a question expanding on what the client 

previously said, and Category Four in which the counselor is asking a 

question to introduce new information during the counseling session. 

At the end of twenty hours of training, the consultant con- • 

sidered the investigator competent to make the necessary discrimina

tions in coding. At the end of that period, Scott's coefficient of 

reliability was .65. The reliability was estimated to have been in 

the high 80's or low 90's had it not been for the fact that the stu

dent counselor whose tape was coded spent a number of minutes giving 

advice to his client. The investigator coded this verbal interaction 

into Category Six, indicating the counselor was giving directions. 

The consultant coded this identical verbal segment into Category Five 

indicating that the counselor was initiating the talk and, in fact, 

only implying direction. This conflict in coding was instrumental in 

establishing the first ground rule, explained in the next section. 

Ground Rules for Coding 

In order to handle common but questionable responses, four 

ground rules (Flanders' term) for coding were set forth by mutual 

agreement of the investigator and the consultant. This procedure was 

carried out to govern the coding process during data collection. 

First, when the counselor is implying direction, the verbal interaction 
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is coded Five. For example, the counselor might say, "This is your 

hour and we can talk about anything you want to..." In contrast, when 

the counselor says "This is your hour and I need to know about your 

depression—tell me more about that," the verbal interaction would be 

coded Six because the counselor is directing the client. 

Second, when there is a reasonable doubt as to how to classify 

ongoing verbal interaction, "a coder will classify doubtful statements 

into categories which are consistent with the prevailing balance of 

teacher (counselor) initiation or teacher (counselor) response 

(Flanders, 1970> P* 50). For example, the counselor might say, "You 

were asking about working through your problem..." This statement 

could be coded Three—the counselor was using the idea of the client to 

build or expand the client's statement—or it could have been coded 

Five—the counselor was stating a fact about the content of the inter

action. Because this statement occurs within a pattern of counselor 

initiation, the experienced coder would tend to classify this statement 

as a Five. 

To maximize information in a questionable situation, Flanders 

stated the third ground rule, "be sure and record events which are 

numerically most distant from Category Five, except Category Ten" 

(1970; P» 52). This rule assists the coder in making a choice among 

the three initiation categories, Five, Six and Seven; and three re

sponse categories, One, Two and Three. While the second ground rule 

applies to the reasonable element of doubt, the third ground rule nar

rows the choice. As a matter of illustration, the second ground rule 

may limit the choice of coding to Categories One, Two and Three, the 



counselor response categories; the third ground rule indicates Cate

gory One is preferred to Two which is preferred to Three (Flanders, 

1970). As a result, a special effort is being made to record events 

which do not occur frequently or to gain the maximum possible informa

tion from the verbal interaction when a doubtful response exists. 

The final ground rule was established to code the type of ques

tion the counselor asked. Previous to the present study, there was no 

way of indicating whether the counselor's questions were narrow or open-

ended. The following procedure was devised to remedy this omission. 

On the matrix, a dotted line was drawn down the middle of column Pour 

(Figure l). When the counselor asked an open-ended question, it was 

tallied on the left side of the dotted line; if the counselor asked a 

narrow question, it was tallied on the right side of the dotted line. 

This ground rule permitted the investigator to answer Research Ques

tion Four—Did better student counselors differ from less-able student 

counselors by asking more open-ended questions? Naturally, all of the 

coding problems were not anticipated; yet, during the coding training 

every attempt was made to establish guidelines for the exceptional 

responses. 

Method of Data Collection 

Data for this study were collected during the second semester 

of the 1970-1971 academic year. The counseling setting was at The 

University of Arizona Rehabilitation Center. The clients that were 

seen were those people for whom the student counselors were providing 

services as a part of their practicum experiences. They generally had 



minor to moderate personal and emotional problems and these were often 

paired with physical disabilities. These clients consisted of males 

and females ranging in age from the early teens through the forties 

and fifties. The sources of referrals include the Arizona Division of 

Vocational Rehabilitation, the Tucson area high schools, Port Grant 

Industrial School for Boys, Arizona Youth Center, Southern Arizona Men

tal Health, Vocational Training and Education Center, Arizona Boys' 

Ranch, and The University of Arizona Rehabilitation Center. Occasion

ally, vocational guidance or job information is provided to these 

clients by the student counselors. More often, though, the student 

counselors are helping clients with their personal problems, which in 

turn, will allow them to work out their vocational problems. 

During the first week of the semester, the investigator ex

plained to all the student counselors the general purposes of inter

action analysis. The cooperation of the subjects was secured and 

their questions were answered. They v/ere asked to submit audio tapes 

of their choice on the sixth, ninth and twelfth weeks of the semester. 

They were asked to make some notations when they submitted their tapes 

as to what they were attempting to accomplish with that particular 

client—a common procedure in practicum. They were informed that their 

tapes would be analyzed and they would receive feedback relative to 

their interaction with their clients. This would be done at the end of 

the semester because it was physically impossible to give feedback 

throughout the semester due to the large number of student counselors 

and the work involved. They were also told that this feedback would 

have more meaning for them when paired with their notations. 
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Additional information given these student counselors was that the 

results of the interaction analysis would have no bearing on their 

practicum course evaluation, and that the supervisors would be informed 

as to the student counselors' performance as a group but not as indi

viduals . 

Interaction Analysis Coding 

The client-counselor interaction was coded from audio tapes 

of each student counselor on the third, sixth and ninth week of the 

semester. After the counseling session had been in progress for five 

minutes, the verbal interaction was coded into one of the ten cate

gories once every three seconds for thirty minutes. This resulted in 

approximately six hundred tallies—a sufficient number for the purposes 

of interaction analysis (Flanders, 1970). The tallying was done on the 

matrix for interaction analysis. A matrix was built for each client-

counselor thirty minute interaction and a composite of three for each 

student counselor was also compiled. Using the composite matrices for 

each student counselor, the total tallies (over eighteen hundred) were 

converted to proportions in each of the Flanders Interaction Analysis 

Categories. 

As a continuing check on the intercoder reliability, the con

sultant randomly selected two tapes from each collection period 

(sixth, ninth and twelfth weeks), and coded them with the investigator. 

The intercoder reliabilities were .87, .8̂  and .88 respectively. 

Since the intercoder reliability remained near .85, the consultant did 

not require the investigator to have additional training in coding nor 



did the collection of tapes for the sixth, ninth or twelfth week have 

to be recoded. 

Data Analysis Procedure 

When the top six or better-able sv.udent counselors and the 

bottom six student counselors were selected, the proportions were 

tabulated in order to answer each of the research questions. While 

some of the research questions are directly answerable from the ten 

individual categories, others are composites. Table 1 lists each re

search question and the source of data for the dependent variable. 

There was one exception: there were no proportions in the first cate

gory (Research Question l) for either group and consequently, this 

variable was dropped from the final analysis. The data were then ana

lyzed by an Analysis of Variance for each of the remaining seventeen 

variables to determine if differences existed betv/een the better-able 

and less-able student counselors. 

Summary 

This chapter has detailed the procedures followed by the in

vestigator in data collection. The training in interaction analysis 

coding was described and the ground rules for coding were explained. 

The methods used in collecting and coding tapes of the student counse

lors were included, and the data analysis procedure was described. 



Table 1. Research Questions and Source of Data for Each 
Dependent Variable 

kk 

Research Source of Data for! 

Question Dependent Variable 

1 Flanders' Category 1, proportion of total 

2 Flanders' Category 2, proportion of total 

3 Flanders' Category proportion of total 

 ̂ Flanders' Category Ua, proportion of total 

5 Flanders' Category 7> proportion of total 

6 Flanders' Category 10, proportion of total 

7 Flanders' Category 5> proportion of total 

8 Flanders' Category 3; proportion of total 

9 Flanders' Category 6, proportion of total 

10 Flanders' Category 8, proportion of total 

11 Flanders' Category 8 shifting to 9, 
proportion of total 

12 Flanders' Category 9, proportion of total 

13 Flanders' Categories 4 plus 5> proportion 
of total 

1̂  Flanders' Categories 1+2+3 x 100 
1+2+3+6+7 

15 Flanders' Categories  ̂x 100 

16 Flanders' Categories 9 x 100 
"8+9 

17 Flanders' Categories 1+2+3+̂  
5+6+7 

18 Flanders' Categories (8-8) + (9-9) x 100 
7T+9 



CHAPTER IV 

RESULTS, DISCUSSION, RECOMMENDATIONS AND CONCLUSIONS 

Results 

There were twelve subjects each having measurements on eighteen 

variables relating to the Research Questions. Six of these subjects 

were included in the better-able or top student-counselor group and the 

other six were included in the lesser-able or bottom student-counselor 

group. The intent of the study was to determine if interaction analysis 

could discriminate between the better-able and lesser-able student coun

selors . 

Research Question 1 

The fir̂ t variable, relating to the first Research Question, 

could not be examined because there were no proportions in this cate

gory for any of the subjects in either group. 

Research Questions 2-18 

When testing these variables for differences between the 

better-able group and the lesser-able group of student counselors, no 

differences were detected for any of the seventeen variables. 

Discussion 

The results of the study indicated that no differences existed 

between the two groups. These results may have been due to any one of 
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a great number of factors. Perhaps the investigator can contribute 

useful information regarding factors that were unique to this study. 

Some of these factors became evident when the investigator was col

lecting the data. Other factors appeared when the subjects were in

terviewed after the data had been collected. An elaboration of these 

factors are presented below. 

Evidence from Interviews with the Subjects 

Each of the student counselors participating in the study was 

given feedback on his three counseling tapes. The results of the in

teraction analysis on each tape was explained in detail and for the 

most part, these students appeared enthusiastic in getting additional 

feedback about their performance. In this type of atmosphere, they 

volunteered information that could not have been obtained otherwise. 

This information pointed to some methodological problems. 

Some of the student counselors got tapes just to help the in

vestigator with the study. For example, during the week the tapes were 

required by the investigator, some of the student counselors did not 

have to submit tapes to their supervisors or for some reason did not 

cut a tape that week. As a consequence, they called an additional 

counseling session with their clients and the verbal interchange seemed 

somewhat forced or atypical of regular counseling sessions. These ses

sions were more indicative of a friendly conversation. 

In other instances the student counselors gave the investiga

tor the "less serious" tapes, or tapes of clients that either had minor 

problems or of clients they were about to terminate. In both instances 



these tapes tended to "be much more cognitive as opposed to affective 

in nature. Strikingly enough, these tapes were those of the better-

able student counselors, who at the outset might be thought of as more 

affective counselors as opposed to the lesser-able student counselors. 

Why did this happen? One reason is that they were holding their tapes 

of affective-type sessions for their supervisors, which is justifiable 

since they V7culd get immediate feedback from their supervisor and no 

feedback from the investigator until the end of the semester. Fur

ther, there could have been some element of threat presented by the 

investigator in that he was an "outsider" evaluating their tapes. In 

spite of the fact that they were informed that they would not be 

criticized or evaluated, the investigator cannot be assured that they 

internalized this information. One other reason is that these student 

counselors were seeing clients for the first time and felt ethically 

bound to keep confidentiality. This meant to them that they assured 

their clients that no one would hear their tapes but a single super

visor. 

Evidence from the Audio Tapes 

Other methodological problems were noted when the investigator 

collected the data or listened to the audio tapes. As Flanders Inter

action Analysis is particularly oriented toward the affective, devia

tion from the affective verbal interaction tends to lessen the 

information obtainable. Included in some of the tapes of the better-

able student counselors were vocational counseling tapes. On these 

tapes, the counselors were spending a good amount of time dispensing 



information. The counselor Initiation Category (Category 5) had many 

more tallies than in normal counseling tapes in which personal and emo

tional problems were being dealt with. Based on information from prac-

ticum supervisors, vocational tapes or vocational guidance provided by 

the student counselors had been so infrequent in the past that this 

complication was not even considered in the basic design of the study. 

With much greater frequency the student counselors often dealt with 

personal and emotional problems which deterred their clients from com

pleting or seeking vocational objectives. These tapes were generally 

affective in nature. 

Some of the better-able student counselors were using role re

versals as a technique. For example one counselor, wishing to show his 

client that he understood the client's problem, traded places with him. 

The range of seven categories in which the verbal interaction was tal

lied for the counselor was consequently cut to two and gave a narrow 

view of what the counselor was doing. In addition, the client's verbal 

interaction, which is usually tallied into two categories, was con

stricted to one. By not being able to extract the full amount of in

formation from this instrument, the investigator could account, in 

part, for not finding differences between the two groups. 

The diversity of clients in itself would not hinder the results 

of the study; however, the results could have been hindered by the fact 

that some of the clients had severe personality problems. For example, 

some of the clients had been seen by a psychiatrist and given a diagno

sis of psychotic. Their behavior was atypical of regular clients with 

personal and emotional problems. In one instance the client was asked 
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questions but would never answer. In another counseling session, the 

client left the room for short periods, so there were many tallies in 

Category Ten, Silence and Confusion, which did not reflect the counsel

or's ability; this particular counselor was in the better-able group. 

Thus, if the client's behavior is atypical, then the student counselor 

is limited in the counseling ability that he is able to demonstrate. 

He most certainly isn't able to demonstrate any skills if the client 

isn't in the same room. 

Criteria Problems for Counselor Effectiveness 

Another methodological problem that faces every investigator 

who is interested in counselor education is the criterion for counsel

or effectiveness (Allen, 19&7J Johnson, Shertzer, Jones, Linden and 

Stone, 1967j Walton and Sweeney, 1969). In the present study, the cri

terion was clearly defined and examples were given so that the judges 

who rated the student counselors understood the application of those 

definitions, yet difficulties remained. The definitions and their ap

plication were emphasized, only to result in a correlation between the 

two advanced doctoral students of .38 (calculated by Hoyt's Analysis of 

Variance Method). 

The advanced doctoral students (supervisors) rotated every 

three weeks so that they would supervise every student. Even with 

this procedure, the contact with the student counselors was uneven. 

Some of the student counselors did not keep their supervisory appoint

ments. Therefore, based on contact alone, the supervisors' evaluations 

would change. Further, one supervisor might see growth spurts on the 
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part of the student counselor while the next supervisor saw the same 

student counselor during a leveling off stage. This can also account 

for a difference in ratings and evaluations of these student counse

lors. Because of the evidence that there were some methodological 

problems in the present study, the investigator proposes below some 

methodological controls to be implemented were the study to be repeated. 

Methodological Recommendations 

First, a better study should increase the number of student 

counselors (sample size) so that the investigator could have more as

surance that the proportions computed from the sample have less error 

than in the present study. Further, with a larger sample, there would 

be bigger differences between the better-able and less-able counselor 

groups. 

Mere standardization of the kinds of clients would be a second 

control to be added. Those clients diagnosed as a neurotic or psychotic 

would have to be excluded. It is not necessary to restrict the kinds 

of clients in any other way if the counseling tapes are affective tapes. 

The third control would preclude vocational guidance tapes in 

order to permit a maximum gain of information from the research instru

ment; Flanders Interaction Analysis Classification is designed for af

fective verbal interaction. 

A fourth control would be included so as not to restrict the 

number of categories into which the investigator might code. This 

control would be to eliminate tapes with role reversals between the 

student counselor and his client. 
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An optional control would be to expand or change the definition 

of Category One, Accepts Feeling, so that some proportions would emerge 

and additional information could be obtained. In the present study the 

definition was so restrictive that the number of tallies in that cate

gory were few. 

A final control which would decrease the error in selecting 

the most effective as well as the least effective counselors would be 

to have the supervisors work together with the student counselors so 

that they would be evaluating the student counselors' same phase of 

development of counseling skills and in fact, listening and critiquing 

the same tapes. Adding these controls into the research design will 

definitely change the practicum environment, but it should permit the 

investigator to control the variance in order to answer the research 

questions. 

It is also recommended that the investigator interview the 

student counselors after collecting the data. While the information 

secured from the subjects might be secondary to-the information gath

ered during data collection, it may prove invaluable to future in

vestigators . 

Suggestions for Future Research 

In the present study, the method of answering the research 

questions was to use straightforward tallies in the ten different 

categories. In future research, focus should perhaps be on the com

plex system of matrix analysis (refer to pp. 27-28) in addition to the 

basic tallies. It is possible that the differentiation of good and 
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poor counselors should be attempted by using the matrix areas as de

pendent variables. For example, it might be hypothesized that good 

counselors differ from poor counselors by having a higher concentration 

of tallies in Area B as designated by Amidon (1965), meaning that the 

better counselors have emphasized the acceptance of the client's feel

ings. Or good counselors might have a higher concentration of tallies 

in Area D (Amidon, 1965), revealing that bhey tend to make statements 

which stimulate client talk. The matrix analysis areas should be ex

plored, as there is promise for the usefulness of interaction analysis 

in counselor education. 

Conclusions 

Interaction analysis is a systematic and objective method of 

analyzing verbal interaction. Interaction analysis has been success

fully used in the classroom as a feedback tool relating teacher behav

ior to student outcome. It has also been useful as a feedback tool for 

counselors in training. The usefulness of interaction analysis stems 

from its being systematic and objective, since most methods of ana

lyzing the client-counselor relationship have been subjective and 

proven somewhat threatening to student counselors. Due to its showing 

great potential as an objective evaluative and descriptive method, it 

seems most logically applicable to research into the client-counselor 

relationship. 

Admittedly, it takes time and training to effectively use inter

action analysis in the coding of verbal interchanges. Although the 

study showed no differences between the good and poor student counselors, 
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the sound logic underlying the utilization of interaction analysis in 

the description and evaluation of the client-counselor relationship is 

still a persuasive argument. Perhaps alternate routes would allow fu

ture investigators to better benefit from the application of interac

tion analysis. 

In this study, the investigator attempted to use interaction 

analysis to discriminate between good and poor student counselors. 

One alternative would be to repeat the present study using a different 

design including the experimental controls recommended earlier, allow

ing for consideration of the methodological problems which were a part 

of this study. Another alternative would be to compare good and poor 

student counselors across the six designated matrix areas (combined 

cells of different categories) as opposed to comparing them across all 

categories as was done in the present study. A final alternative would 

be to compare two groups of student counselors with only one group re

ceiving interaction analysis feedback. 

Regardless of the alternative selected, to conclude that inter

action analysis does not have a place in counselor education based on 

present evidence would be in error. The field of counselor education 

has been attempting for many years to find concrete, repeatable, ob

jective means of analyzing the client-counselor relationship. As yet 

very few, if any, methods can consistently discriminate good counselors 

from poor counselors. In the opinion of this investigator, interaction 

analysis continues to show great promise as an objective and systematic 

means of analyzing verbal interaction. Future research efforts would 
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best be directed in the areas of v/orking out the methodological prob

lems and uncovering the most appropriate means of applying interaction 

analysis to the verbal interchanges taking place between client and 

counselor. 



APPENDIX A 

DEFINITIONS OF TERMS 

Counseling Skills 

Rapport: The ability of the studsnt counselor to create in the 
counseling session a warm, personal relationship with the client—an 
atmosphere of mutual trust or a mutual understanding and concern about 
common objectives (Brammer and Shostrom, 1965). The student counselor 
might show this by his attitudes of acceptance and his deepest interest 
in the client and his problems. 

Listening Ability: The ability of the student counselor to 
listen actively as opposed to hearing passively. In other words, is 
the student counselor paying attention to what the client is saying? 

Cognitive Understanding; The student counselor's ability to 
itellectually describe the client's behavior. This may lead to the 
interpretation and preduction of the client's behavior. 

Affective Understanding: The feeling reactions on the part of 
the student counselor which enable the client to feel understood and 
accepted. The student counselor should be able to describe, in emo
tional terms, the client's feelings. 

Reflection: The student counselor's attempt to express in 
fresh words, the essential attitudes (not so much the content) ex
pressed by the client (Rogers, 1961). 

Clarification: The ability of the student counselor to re
flect relationships for meanings for the client which are suggested or 
implied in the feelings or ideas brought out by the client's actual 
responses. 

Interpretation: In order to impart meaning to the client, the 
student counselor presents the client with an hypothesis about rela
tionships or meanings of attitude behaviors for the client's considera
tion (Brammer and Shostrom, 1965)* 
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Personal Characteristics 

Tolerance: The characteristic of the student counselor to 
maintain an accepting attitude toward his clients even though the 
attitudes, behaviors and opinions differ from those of the student 
counselor. 

Security: The characteristic that makes the student counselor 
seem assured of himself, i.e., emotionally stable and free from anxi
ety. 

Flexibility: The characteristic of the student counselor that 
permits him to move easily from one technique to another, to change 
roles easily (a role of a father or friend may be forced upon him), 
or deliberately move from being objective to subjective. 

Approachability: The characteristic of the student counselor 
that makes him easy to meet, know and talk with. Can the client 
readily speak to and confide in the student counselor? Is the student 
counselor accessible from a personal standpoint? 

Awareness of Self: The student counselor's being knowledgeable 
of himself including his reactions to his clients and having an under
standing of how he (the student counselor) functions. 

Awareness Outside of Self: The student counselor's being 
knowledgeable of those ongoing events not within himself. This in
cludes behaviors of the client and other changes in the environment. 



APPENDIX B 

SUPERVISOR'S RATING 

_________________________ ®ne (l) high and four (l)-) is 
(Student Counselor's Name) low with all items considered 

to be of equal value. 

COUNSELING SKILLS 

Rapport • [Z2 CHI • 
12 3 4 

Listening Ability QH • • I I 
k 3 2 1 

Cognitive • • • • 
Understanding k 3 2 1 

Affective.... • • • • 
12 3 4 

Reflection Q • • • 
~ 3 2 1 

Communication Clarification... • • • • 
*1 2 3 ~ 

Interpretation • Q [~| • 
~ 3 2 1 

PERSONAL CHARACTERISTICS 

Tolerance • • • • 
12 3 4 

Security • | | | 1 l~~1 
1 2. 3 4 

Flexibility • I I I I I I 
~ 3 2 1 

Approachability • • • O 
12 3 4 
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Awareness of Self • • • • 
~ 3 2 1 

Awareness outside of Self...... • • • • 
12 3 4 

i 

i 

REMINDER: Four (*!•) is low and one (l) is high. 
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