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ABSTRACT

The intent of this study was to investigate the effects that a specific 

method of inservice training, focusing on the intra-personal and interpersonal 

dimensions of the residence counselor’s job, would have on his attitudes and 

behavior.

The method of the training program grew out of the research studies 

cited in Chapter II, which stressed that high-level affective behavior change is 

brought about only when the learner experiences stimuli, both cognitive and 

affective, at the level of the desired behavior change.

The study centered around fourteen hypotheses. The analysis of the 

data showed three definite patterns with respect to the findings: (1) The

resident students assessed the trained residence counselors to have a stat­

istically significant gain in the core conditions of non-possessive warmth and 

genuineness, but not in accurate empathy, whereas the untrained residence 

counselors were not perceived to gain in the core conditions. (2) The resi­

dence counselors who experienced inservice training did not assess themselves 

to have a statistically significant gain in accurate empathy, non-possessive 

warmth, and genuineness. (3) The residence counselors who experienced 

inservice training assessed themselves to have a statistically significant 

> gain in one responsibility—that toward individual students. The trained

residence counselors assessed themselves to have gained, but not signif­

icantly, in their degree of responsibility toward advising student groups, 

living unit environment, and administrative procedures. This was also the 

case with respect to their degree of self-appraisal toward specified char­

acteristics.
xi



CHAPTER I

INTRODUCTION

A cursory review of university catalogues revealed a consensus that 

residence hall living constitutes a vital contribution to the educational devel­

opment of students, other than providing a place to sleep. As early as 1763 

it was affirmed that American institutions of higher education considered 

residence hall living a vital factor in one’s "total education"; (Mathews in 

Leonard, 1956) reported that the Columbia University governors passed a 

ruling in 1763 making residence hall living compulsory for all its students.

In the course of the two hundred years since the Columbia ruling the phil­

osophy of residence hall living has experienced somewhat of a see-saw ride, 

which will be discussed further in Chapter II. Over the past decade, the 

residence hall has constituted a major part of the "total educational experi­

ence" of resident students on many American campuses. Fredrehenson (1967) 

reflected this current philosophy when he stated:

Education is more than a means to an end, and broadly conceived, 
includes more than providing for instruction carried on in the 
classroom, laboratory and library. Informal training in the en­
richment of personality, opportunities for companionship with ideas 
and with people and training in democratic communal living are es­
sential aspects of the total educational experience.

This would only seem logical when we consider that the average 

student, according to Riker (1965), spends ninety-five waking hours in a 

residence hall and eighteen waking hours in a classroom per week.

1
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As a result of the acceptance by twentieth-century educators of what 

Hiker coined the "Living Learning Center," there have been pressures ex­

erted on housing officials by various groups to develop this concept of "a 

home away from home," as phrased by Allen (1967). To facilitate this 

"personalized living" the residence halls have been broken down into small 

group units, usually no more than twenty men in size (Powell, 1969), under 

the supervision of a residence counselor. The residence counselor is af­

forded the unique position of being a key facilitator in the learning process. 

The various benefits of using a residence counselor shall be discussed in 

Chapter II.

Over the past decade there has been a great deal of concern about 

the training of these individuals. A review of the current training program 

has shown a diversity of methods, none of which have proven to be consis­

tently successful.

Statement of the Problem

This study was concerned with whether a specific method of inser­

vice training, focusing on the intra-personal and inter-personal dimensions 

of the residence counselor’s job, would positively change his attitudes and 

behavior. The specific process used, entitled the case (c) group, was de­

veloped by Foreman, Poppen and Frost (1967). It is an integration of 

many of the aims and goals of the discussion, case study, and sensitivity 

training group approaches.

The attitudes and behaviors assessed were: (1) accurate empathy,

non-possessive warmth, and genuineness, and (2) the residence counselor's 

personal appraisal and his degree of responsibility for individual students,
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living unit environment, advising student groups, and administrative pro­

cedures.

In an attempt to assess these attitudes and behaviors the following 

research hypotheses were developed.

Research Hypotheses of the Study

1. When the men in the living units assess the residence coun­

selors on their degree of accurate empathy, there will be no significant 

difference between those residence counselors given training and those not 

given training when comparing their mean gain scores on the Relationship 

Questionnaire.

2. When the men in the living units assess the residence counsel­

ors on their degree of non-possessive warmth, there will be no significant 

difference between those residence counselors given training and those not 

given training when comparing their mean gain scores on the Relationship 

Questionnaire.

3. When the men in the living units assess the residence counsel­

ors on their degree of genuineness, there will be no significant difference 

between those residence counselors given training and those not given train­

ing when comparing their mean gain scores on the Relationship Questionnaire.

4. When the men in the living units assess the residence counsel-
4

ors on their total score of accurate empathy, non-possessive warmth, and 

genuineness, there will be no significant difference between those residence 

counselors given training and those not given training when comparing their 

total mean gain scores on the Relationship Questionnaire.
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5. When the residence counselors assess themselves on their de­

gree of accurate empathy, there will be no significant difference between 

those residence counselors given training and those not given training when 

comparing their mean gain scores on the Relationship Questionnaire.

6. When the residence counselors assess themselves on their de­

gree of non-possessive warmth, there will be no significant difference 

between those residence counselors given training and those not given train­

ing when comparing their mean gain scores on the Relationship Questionnaire.

7. When the residence counselors assess themselves on their de­

gree of genuineness, there will be no significant difference between those 

residence counselors given training and those not given training when com­

paring their mean gain scores on the Relationship Questionnaire.

8. When the residence counselors assess themselves on their de­

gree of accurate empathy, non-possessive warmth, and genuineness, there 

will be no significant difference between those residence counselors given 

training and those not given training when comparing their total mean gain 

scores on the Relationship Questionnaire.

9. When the residence counselors appraise themselves on certain 

characteristics specified in Chapter II of this thesis, there will be no sig­

nificant difference between those residence counselors given training and 

those not given training when comparing their mean gain scores on the 

Residence Counselor Self-Evaluation Inventory.

10. When the residence counselors assess themselves on their de­

gree of responsibility toward individual students, there will be no significant 

difference between those residence counselors given training and those not



given training when comparing their mean gain scores on the Residence 

Counselor Self-Evaluation Inventory.

11. When the residence counselors assess themselves on their de­

gree of responsibility toward living unit environment, there will be no 

significant difference between those residence counselors given training and 

those not given training when comparing their mean gain, scores on the 

Residence Counselor Self-Evaluation Inventory.

12. When the residence counselors assess themselves on their de­

gree of responsibility toward advising student groups, there will be no 

significant difference between those residence counselors given training and 

those not given training when comparing their mean gain scores on the 

Residence Counselor Self-Evaluation Inventory.

13. When the residence counselors assess themselves on their de­

gree of administrative responsibility, there will be no significant difference 

between those residence counselors given training and those not given train­

ing when comparing their mean gain scores on the Residence Counselor 

Self-Evaluation Inventory.

14. When the residence counselors assess themselves on certain 

specified characteristics and their responsibility for individual students, 

unit environment, advising student groups, and administrative procedures, 

there will be no significant difference between those residence counselors 

given training and those not given training, when comparing their total mean 

gain scores on the Residence Counselor Self-Evaluation Inventory.

5
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Limitations

1. Although this study did span a six-month period, with the first 

four months spent in the actual inservice training process, and the last two 

months spent in furthering internalization of the desired affective behavior, 

there is some question in the researcher’s mind as to whether there was 

enough time to allow for internalization. The fact that there is above 70 

per cent turnover in the residence halls sampled between June of one aca­

demic year and September of the following academic year makes it difficult 

to have more time for internalization.

2. The residence halls sampled at the University of Arizona 

typically lose from 15 per cent to 25 per cent of their students between 

September and June of the same academic year. Many times the students 

will transfer from residence hall to residence hall. It is for these reasons 

that 32.76 per cent of the residents who originally assessed the residence 

counselors were lost from the sample.

3. The investigator coded each of the tapes on the group training 

sessions himself; consequently, a question is raised with respect to observer 

bias.

4. The research of Truax and Carkhuff (1967) stresses the use of 

professionally trained trainee-raters. The raters used in this study were 

non-trained college students; consequently, there is some question as to 

their effectiveness.

5. Because this study was conducted in the men's residence halls 

at the University of Arizona, any generalizations to other student populations 

either on this campus or some other campus may not be possible.
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Definition of Terms

1. Head Resident—the official representative of the Dean of Men 

and the Director of Housing in a men’s residence hall and the administra­

tive head of the hall. He is responsible for the development of all aspects 

of a successful residence hall program within his hall. This position is 

usually held by a professionally trained counselor in Student Personnel Ser­

vices.

2. Residence counselor—the official representative of the head 

resident in the residence hall, especially in his living unit of the hall. He 

is  responsible for living unit environment and advising students individually 

and in groups. He is in charge of the fifteen .to twenty-five students re­

siding in the living unit.

For reasons to be discussed in Chapter II this title will be used 

throughout the study in place of the variety of titles used in various insti­

tutions.

3. Living unit—sections of the residence hall physically structured 

to include seven to twelve rooms which house from fifteen to twenty-five 

students.

4. Trainer—the term used to denote the investigator in this study. 

He is the group member responsible for helping individuals and group mem­

bers gain the most from the inservice training experience.

5. Resident students—undergraduate men at The University of 

Arizona residing in one of the men's residence halls.

5. Genuineness—a term which refers to a behavior generated by 

one's whole personality. Truax and Carkhuff define the term as basically
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a direct personal encounter, a meeting on a person-to-person basis without 

defensiveness or a retreat into facades or roles, and in this sense an 

openness to experience.

7. Non-possessive warmth—Menninger (in Truax and Carkhuff, 1967) 

speaks of warmth as . . the example of the counselor himself—his poise, 

his patience, his fairness, his consistency, his rationality, his kindliness, in 

short—his real love for the client."

8. Accurate empathy—according to Gordon (in Rogers, 1951), "The 

ability to empathize may be another way of saying that one person is capable 

of taking the role of the other, an essential aspect in all interpersonal com­

munication and a factor which is so important in individual therapy."

Justification for the Study

In March of 1968 a field study was conducted to ascertain features 

of residence hall programs at universities similar in size and scope to The 

University of Arizona. Fifty institutions were sent letters of inquiry (see 

Appendix A) assessing residence hall needs, in terms of four questions 

covering the general areas of staff training, physical facilities, student- 

oriented programs, and the educational role of the residence hall program. 

An overwhelming number of the thirty-six replies stressed the need to de­

velop the topic covered in question one, i .e.  , staff training, specifically 

emphasizing the residence counselor, the core of any residence hall pro­

gram.

Sanford, in The American College (1962), cited the following factors 

as having the most influence on America's educational goals: (1) the indi­

vidual and what he brings to co llege, (2) peer-group influence, (3) course
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work, professors, and personnel workers. The studies state that once in 

college, students over the past decade have been influenced more by student 

peer groups than by the curriculum, professors, or personnel workers.

Hundreds of student personnel educators and administrators—to 

name a few, Hiker (1965), Arbuckle (1953), Williamson (1961), Mueller (1961), 

Hardee (1959), and Brown and Zunlcer (1966)—have all stressed the utilization 

of student assistants because of the peer-level relationship maintained with 

fellow students whom the professional counselor (head resident) seldom, if 

ever, sees. It is for this reason and others stated in Chapter II that the 

residence counselor is the key person in the implementation of an effective 

housing program. Realizing the importance of the role played by the resi­

dence counselor, it would seem logical that university housing officers 

would help provide the residence counselor the training and experiences that 

would take full advantage of this resource, thus enabling the residence coun­

selors to make a significant contribution to the residence hall program.

Studies by Hardee and Powell (1959) and Brown and Zunker (1966) 

have shown that very few four-year institutions of higher education take ad­

vantage of this peer-level relationship. Far too much of the training is 

carried out with a very mechanistic attitude. Much time is spent on the 

routine management area of residence hall living. Such topics as residence 

hall rules and regulations, and administrative financial business take up 

more than 70 per cent of the training time.

An additional benefit of this study may be some of the answers to 

questions among housing officials at the University of Arizona concerning 

the feasibility of an inservice training program in the residence halls.
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Organization of the Study

This study focuses on the effects that a specific method of inser­

vice training has on the attitudes and behavior of residence counselors. A 

brief explanation of the content of the following chapters is appropriate. In 

Chapter II, a review of the related literature pertaining to the use and train­

ing practices of the residence counselor will be discussed, along with a 

section on the methods and procedures used in group training. Chapter III 

will discuss the methods and procedures used in setting up the study, the 

instruments, and the treatment of the data. Results of the study and anal­

ysis of the data will be discussed in Chapter IV. Chapter V will summarize 

the entire study and present the various conclusions, recommendations, and 

implications of the study.



CHAPTER H

;

SURVEY OF THE RELATED LITERATURE

This chapter will review the literature pertaining to the following 

areas of this study: the historical background of college student housing

and the residence counselor, the use of residence counselors in the resi­

dence hall, the current practices in training residence counselors, the 

characteristics of a helping relationship, and the methods and procedures 

used in group training.

Literature Pertaining to the Historical Development 
of the Residence Hall

As stated in Chapter I, the residence hall concept in America has 

experienced somewhat of a see-saw ride. Over the course of its seven 

hundred-year history, the philosophy of residence halls has changed from 

what was referred to by Cowley (1934) as "a center of student growth" in 

1284, to what President Tappon of Michigan, in 1852, called "a system  

objectionable in itself," and then back to what Riker (1961) called "the means 

by which the student will develop into the whole individual." What has 

caused this change? Why has the philosophy of residence hall living gone 

to such polar extremes in its history? How has this transition affected 

the philosophy of the residence hall of today ? How has all this affected 

the position of the residence counselor of 1969? It is because the history 

of the residence halls in America plays such a vital role in the problems x 

facing the residence counselors of today that the questions previously

11
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mentioned should be answered to get a clear picture of where we are and 

where we are going.

Sometime during the twelfth century the students at Bologna joined 

together to form groups called "socii." These "socii" rented houses which 

were called "hosteles," for the purpose of community living. The idea grew 

quickly in Paris, where the name changed from "hosteles" to "colleges." 

Soon Oxford, then Cambridge adopted the "college" philosophy. These "col­

leges" were democratic, self-governing groups which set up their own 

financial and disciplinary regulations independent of university control 

(Cowley, 1934). This philosophy lasted until the eighteenth century in 

France, and the sixteenth century in Germany. With the Reformation came 

much change in Europe; in Germany the halls gave way to the present-day 

boardinghouse system. The French Revolution forced the doors of educa­

tional institutions to close until 1808.

During the latter part of the eighteenth century German and French 

educators, under the influence of the Encyclopedists, gave all their enthu­

siasm to scholarship and the achievement of knowledge (Cowley, 1934). 

Consequently, when the University of Berlin was established in 1809 no 

provisions were made for student housing. England still maintained the col­

lege system, primarily because the Reformation had little effect on her 

educational system. At this point the philosophies on student housing began 

their polar separation; the educators of the continent for the most part were 

anti-housing and the educators of Great Britain for the most part were pro­

housing.
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Like many other of our traditions, the "collegiate" house was in­

herited from Great Britain. Most of the educators in America during the 

pre-revolutionary era were from the British system. But due to the en­

vironment of the colonies, it was impossible to create a perfect duplication 

of the British system. According to Shay (1964), the three contributing fac­

tors to the early American philosophy of student housing were: age (the

average age was 13), religion (the founders were deeply religious men), and 

distance (the frontier made it difficult for students to travel). According to 

Leonard (1956), after the appointment of the institution's president, one of 

the first major responsibilities of the trustees of the colleges was housing 

of students. The first student housing was arranged in the president's 

home. But this arrangement proved unsatisfactory because of the rapid in­

crease in enrollment. Soon funds were raised to build dormitories in order 

that the students could be under constant supervision of the faculty and the 

president (Leonard, 1956). When the dormitories were completed, the stu­

dents were required to live in them. At this point one of the greatest 

mistakes in America's student housing history occurred. If someone had 

taken a closer look at England's tutor system, he would have seen that the 

tutors were relieved of their disciplinary functions in the eighteenth century 

(Cowley, 1934). Unlike their British counterparts, who utilized the resi­

dential college as an instrument for uniting social and academic life, Ameri­

can tutors were consigned to fighting on the losing end of a one-sided battle 

with students over the enforcement of a plethora of regulations (Shay, 1964). 

The student lived under the suspicious eyes of clergyman professors, who 

were required to be "detectives, sheriffs, and prosecuting attorneys."
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With such rigid hold on the students, the pressure was bound to 

release. Many stories are told of student riots. White (in Cowley, 1934) 

related that students at Hobart College locked a professor in a closet and 

covered him with blankets and mattresses, and that another time the presi­

dent of the college was forced to retreat out of the window to be showered 

with beer bottles. At Princeton in 1802 the students burned down Nassau 

Hall, and in 1814 set fire to one of its outhouses and again almost wrecked 

the hall itself by exploding two pounds of gunpowder in a corridor (Cowley, 

1934). It was not uncommon for a tutor to lose an eye or break a leg as 

a result of student pranks. Earnest (in Powell, 1969) told of two college 

presidents who were killed by students.

The disciplinary problems in American institutions took on such 

importance that the dormitory never developed into an institution for the 

expansion of minds, as was the case with its English counterpart. Resi­

dence halls became places for students merely to eat, sleep, and study 

occasionally. The opportunity to make them the center of the educational 

program had been lost in the disciplinary muddle (Cowley, 1934). Con­

sequently, men like President Tappan of the University of Michigan and 

President Elliot of Harvard chose to abandon the British system for the 

more educative German system which excluded dormitories in the six­

teenth century.

By 1900, after hundreds of German-educated professors had stressed 

the ’’anti-residence hall” German philosophy, dormitories were no longer 

built at state universities. However, the old way had not died yet; there 

were still educators like President William Rainey Harper of Chicago who
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felt the need for residence halls. As a result of the work of Harper, 

Schurman of Cornell, and Lowell of Harvard, the residence hall concept 

began to be once again stressed.

Perhaps the greatest impetus given to the residence hall movement 

was in the early 1900's. The emphasis was on "individualization" at the col­

leges. The dormitory seemed to be the answer. The seemingly undemocratic 

philosophy of fraternity life helped the seemingly democratic residence hall 

life into prominence by 1915.

Throughout the twentieth century residence hall life continued to re­

flect the mood of America. The student became more academically oriented; 

the 1920's saw the student deeply involved in intellectual debates and inquiry. 

Throughout this period the philosophy was one of "dormitory" living.

A dormitory was a place where the young ate, slept, did some 
studying, and established their lifetime friends and from which 
they sailed forth to classes, to the library, to advisors, and to 
campus-wide social events and extracurricular activities. On a 
given campus there might have been several dorms, each having 
its own characteristics. Although there were some exceptions, 
most dormitories were staffed by non-professionals ( i . e . , house­
mothers and housefathers). The services afforded students were 
minimal. (Useem, 1966)

The dormitory period came to an abrupt halt with the advent of 

World War II. The post-war period introduced a new type of student. 

Traditions were forsaken for the less playful student. The student was 

often too grim to be interested in the good times of pre-war college days. 

The new "residence halls" were free from traditions; they grew to foster a 

more business-like attitude. According to Useem (1966) the period from 

1945-1950 was one of transition for the residence hall program.
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By 1950 the transition period was coming to an end. Student hous­

ing became a big business. No longer were residence halls run by nonpro­

fessionals; the professional was introduced. There were changes in the "old 

closed group concept"; the number of students housed within a living unit 

increased, services to students increased, standardization of residence hall 

construction developed, and most important, the residence halls were managed. 

Investments had to be protected, accounted for, managed, and organized. To 

facilitate the proper running of this big industry, rules and regulations had 

become depersonalized and from the point of view of the students, seemed to 

be imposed by the professional staff rather than learned from students and 

self-enforced by students (Useem, 1966).

Soon this period came to an end at many institutions. By 1955 the 

student personnel specialists came more into the picture. In the late 1950's 

there existed a dichotomy in residence hall leadership; on one side was the 

managing aspect, including interests in the business office and the physical 

plant, and on the other side were the student personnel departments, inter­

ested in the students' individual growth.

By 1965 the concept of "living learning units" was beginning to be 

accepted. Since then many new centers have attempted to meet the needs of 

the student. Institutions such as Stephens College, Michigan State University, 

Indiana University, and the University of Florida are attempting new "experi­

mental residence halls." The staff of these residence halls are professionals, 

who help provide the stimuli for student growth.

The role of the residence hall directors is changing; so too is the 

role of the residence counselor. He is no longer a policeman, a guardian



of rules and regulations over the physical elements of the residence hall; 

he is now considered a sub-professional counselor by many university 

housing officials.

More emphasis is being placed on the "interpersonal" nature of the 

residence counselor’s job. Research in this area by Powell (1968), Jackson

(1964), Richards (1967), and Powell (1964) has shown that this is the most 

important factor in the residence counselor's job.

In summary, the emphasis in college housing seems to be changing 

from controlling student conduct and providing a center for social and rec­

reational activities to encouraging intellectual life within living groups. 

According to Riker (1965), "As well as academic centers, dorms can be 

foci for services such as residence counseling and group counseling in vo­

cational study problems." Residence hall staff can no longer be considered 

simply managerial personnel; they are more often personal counselors than 

previously.

Bearing in mind this change in emphasis, we will now review the 

literature pertaining to the use of residence counselors.

Literature Pertaining to the Use of Residence Counselors 
in the Residence Hall

Advantages

In 1957, the American Council on Education expressed its convic­

tion that ". . .the full resources of student leadership should be used in 

the solution of pressing educational problems." This statement was brought 

about by the effort to overcome the depersonalization so prominent in the 

1950’s. Joseph Kauffman (1964) raised questions about how to ’’. . .reduce

17
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anonymity and depersonalization to a minimum, so that identification and 

involvement are naturally facilitated. . . Is it possible that part of the 

solution lies in involving and using students themselves?" Many other edu­

cators were in agreement with this belief. A study carried out by Hardee 

and Powell (1956) investigating the student counselor utilization at institu­

tions of higher education in a survey of 181 institutions, showed several 

important factors to consider in the discussion.

Major factors in the importance 'of the inclusion of student counsel­

ors in personnel programs were reported by respondents largely in terms 

of utilizing the peer relationship for counseling purposes, of directing the 

inevitable and unstructured advising between students into constructive chan­

nels of detecting unrecognized needs, of providing good learning experiences 

for those who counsel and of bridging the gap between students and faculty. 

Other reasons were: (1) earlier detection of disturbed students whose prob­

lems were not being reported to, or discovered by, professional staff 

members, (2) helping to bring counseling services to more students than 

was possible for a professional staff, (3) providing a good source of refer­

rals, and (4) counteracting the influence of the informal, uninformed 

"counseling" carried on among students at all times.

Wrenn (1951) characterized this role as that of acting as "a listen­

ing station and a switchboard to the appropriate staff personnel." He went 

on to say that a great deal of advice and "dope" is passed on to the new 

students by the old students anyway, and it is constructive to educate and 

channel this contribution. Hayes (1947), speaking for the National Associ­

ation of Deans of Women, had this to say on the subject:
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The use of student resident assistants has definite advantages. Be­
ing members of the house group living unit, they possess an under­
standing that an administrative head cannot have of certain situations.
Thus they can ease tensions and prevent grievances from developing.
A good resident assistant is extremely helpful in keeping the climate 
of the hall cheerful and in forestalling trouble.

Studies by Brown and Zunker (1966), Biker (1965), Kid (1956), 

Greenleaf (1967), Murphy (1964), Crane (1961), and Lindemann (1968) all 

stressed the importance of utilizing students as counselors for one of the 

already stated reasons.

The research summarized in Truax and Carkhuff (1967), Berenson 

and Carkhuff (1967), and Carkhuff and Berenson (1967) outlined the advan­

tages of using sub-professional counselors on the staff as the: (1) increased 

ability to enter the milieu of the distressed, (2) ability to establish peerlike 

relationships with the needy, (3) ability to take an active part in the client's 

total life situation, (4) ability to empathize more effectively with the client's 

problems, (5) ability to teach the client from within the client's frame of 

reference, and (6) ability to provide the clients with a transition to more 

effective bonds of functioning within the social system.

Studies by Brown (1965), Harvey (1964), and Zunker and Brown (1966) 

showed that students demonstrate significant constructive changes as a conse­

quence of their contacts with student-counselors.

Another study by Zunker and Brown (1966) compared the effective­

ness of student and professional counselors. Four professional counselors 

and eight students were trained for fifty hours using lectures, demonstrations, 

discussion periods, and practice exercises. The participants were matched 

according to sex, measured scholastic ability, measured study orientation,
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and high school academic achievement for the experimental and control 

groups. Tests, questionnaires, and scholarship data were used to evaluate 

the comparative effectiveness of both groups of counselors. The study 

showed three vital conclusions: (1) student counselors were found to be as 

effective as professional counselors on all criteria, (2) student counselors 

received greater acceptance from students than did the professional coun­

selors, and (3) freshman students of the student counselors made greater 

use of the information received during counseling, as reflected by earned 

grades and residual study problems.

Incidence of Usage

The utilization of students as sub-professional counselors has grown 

quite rapidly over the last decade.

Reporting in Hayes (1947), Doyle discussed the results of a ques­

tionnaire she sent out in 1946 to one hundred colleges and universities 

representing various sizes of student population in thirty-six states. Of 

the eighty-four who responded, only thirty-six used such assistants, thirty- 

four did not, and twenty had not considered the idea.

The survey by Hardee and Powell (1956) showed that of the 181 

respondents, 146 stated that students did carry on functions of a counsel­

ing nature, and of this number, 129 named the area of residence hall 

living a major designation.

Crane (1961) sent a questionnaire to forty-three colleges and uni­

versities with student populations of two thousand to eight thousand. This 

sample is representative of the middle-sized institutions. This study showed
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that of the thirty-seven colleges and universities responding to the question­

naire, thirty-five indicated that student assistants were used in the residence 

halls.

A similar study was made by Brown and Zunker (1966), in which 

they sent a questionnaire to a 20 per cent stratified random sampling of 

four-year institutions of higher learning in forty-eight states. The sample 

was divided into two divisions: institutions with total enrollments under two

thousand, and institutions with total enrollments over two thousand. From 

this sample 95 per cent, or 180 institutions, responded. Of this number, 118 

reported using undergraduates for a counseling function and 105 of this num­

ber reported having student counselors assigned duties in the residence 

halls.

Titles

Although this study has referred to the student assistants in the 

residence halls consistently as residence counselors, there is a lack of 

semantic standardization with reference to this title.

Doyle’s study (in Hayes, 1947), previously mentioned, showed that 

in the thirty institutions that used student assistants, there were twenty 

different titles for this individual.

Crane’s (1961) study, previously mentioned, of thirty-seven colleges 

and universities showed that sixteen institutions had the word "counselor" in 

the title with such titles as "Student Counselor, ’’ "Residence Hall Counselor," 

and "Floor Counselor." The next highest group included twelve titles using 

the term "assistant," such as "Graduate Assistant," "Resident Assistant," 

"Assistant Head Resident," and "Dormitory Assistant." The remaining nine
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showed a great deal of variety as illustrated by the following: "Prefect,"

"Proctor," "Chief Assistant," "Counselor," "President," "Associate Advisor," 

"Student Resident Advisor," "Dormitory Manager," and "Hall Manager." He 

found that the term "Counselor" is more indicative of the student personnel 

area and the term "Assistant" may be more indicative of the management 

area.

In another study, Murphy (1964) randomly sampled public and pri­

vate institutions having the following proportion of students: less than one

thousand students, between one thousand and two thousand students, and 

more than two thousand students, the total sample being forty-eight private 

and fifty-nine public institutions.

The study further illustrated the diversity of titles; of the 107 insti­

tutions sampled, there were twenty-five different titles. Some of the titles 

were arbitrarily assigned to the Advisory-Academic Category: "Resident Ad­

visor," "Dormitory Manager," and "Hall Manager." Murphy also found that 

the term "Counselor" is more indicative of the student personnel area and 

the term "Assistant" may be more indicative of the management area.

Other findings by Murphy (1964) further illustrated this point; of 

the 107 institutions sampled there were twenty-five different titles. Some 

of the titles were arbitrarily assigned to the Advisory-Academic Category: 

"Resident Advisor," "Educational Advisor," "Student Advisor," "Junior Ad­

visor," "Faculty Assistant," "Faculty Resident," and "Tutor." The Counseling 

Category contained the following responses: "Division Counselor," "Student

Counselor," "Floor Counselor," "Dormitory Counselor," "Graduate Counselor,"
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"Counselor," and "Undergraduate Counselor. " The Personnel-Business 

Category offered these titles: "Personnel Assistant," "Staff Assistant,"

"Student Assistant," "House Fellow," "Dormitory Manager," "Hall Manager," 

"Proctor," "Housemaster," and "Hall Sponsor," and last but not least,

"Hall Orderly." Murphy's and Crane's studies agreed on the dual emphasis 

in titles.

The study carried out by Lindemann (1968), in which fifty institu­

tions were selected in a stratified random sample from universities similar 

in residence hall population and student diversification to the University of 

Arizona, showed that of the thirty institutions responding to the question­

naire, eighteen different titles were given to residence counselors.

These studies seem to agree with Murphy and Oretezi (1966) who 

stated that the variety of titles is indicative of the overwhelming diversity 

in the responsibilities afforded the residence counselor.

Responsibilities

The residence counselor has been given a wide range of respon­

sibilities, including such "policeman" functions as protecting the physical 

plant and controlling noise as well as such "personnel" assignments as 

teaching study habits, personal counseling, referring students to personnel 

specialists, and helping each resident feel accepted as an individual (Hoyt 

and Davidson, 1967).

Such diverse responsibilities would seem to pose a difficult prob­

lem to those desiring to evaluate the effectiveness of a residence counselor. 

Once again the subject goes back to the problem of the student-personnel 

point of view versus the management point of view. That this subject
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represents different frames of reference is widely held in contention (Ar- 

buckle, 1953; Williamson, 1961; Riker, 1965).

Xloyd-Jones and Smith (1954) and Mueller (1961) gave the reason 

for this diversification of the responsibilities afforded residence counselors 

as a direct reflection of the individual institution's philosophy toward resi­

dence hall living. With this in mind, the investigator will review several 

studies relating to the responsibilities of the residence counselor.

The Hardee and Powell (1959) study, previously mentioned, showed 

that of the 147 institutions responding that used student counselors, an 

overwhelming 129 named the area of personal-social counseling the major 

responsibility. The second highest responsibility mentioned was academic 

counseling (fifty-eight institutions). Religious counseling was third (fifty- 

one institutions). The area of vocational counseling was stressed by only 

thirty institutions. It should be noted that when asked what degree of 

student need was met by these student counselors, the area of personal- 

social counseling received more than twice the emphasis of all three 

previously mentioned responsibilities.

The Brown and Zunker (1966) study, previously mentioned, carried 

out similar research with the following results. Of the 118 institutions re­

sponding that used student counselors, the responsibility most frequently 

afforded the student counselors was personal-social problems counseling. 

There were_. 101 which stated that responsibilities included general dormitory 

life supervision. New student orientation was third, with seventy-one insti­

tutions utilizing student counselors in this area. The fourth responsibility 

most frequently afforded student counselors was academic counseling at fifty
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institutions. The respondents in this study rated the effectiveness of stu­

dent counselors somewhat higher than did those in the Hardee and Powell 

study. A total of 90. 2 per cent of the respondents rated student counselors 

as effective as opposed to only 84 per cent of the respondents in the Hardee 

and Powell study.

The Murphy (1964) study, previously mentioned, showed that of the 

107 institutions responding to his questionnaire that utilized students as staff 

in residence halls, there seemed to be two main areas of responsibilities 

afforded these individuals. Maintaining order and control was the responsi­

bility stated most frequently (eighty-four institutions). Personal counseling 

received second highest stress (seventy-seven institutions). Educational 

counseling ranked third (eleven institutions), while advisory student govern­

ment was a close fourth (ten institutions). Also, almost half of the 107 

institutions cited the Head Resident as the person to whom the residence 

counselor is directly responsible.

A study was carried out by Gonyea and Warman (1962) in an attempt 

to define the student dormitory counselor's role from the vantage points of 

the following groups: dormitory residents, experienced student counselors, 

inexperienced (prospective) student counselors, head residents, and admin­

istrators (dormitory counseling supervisors and Deans of Women). All five 

groups agreed that problems concerning dormitory living were the most 

appropriate concerns for student counselors, and that vocational choice 

problems would be least appropriate; personal problems and problems in­

volving college routine were seen in an intermediate position. In general, 

dormitory residents considered student counselors less appropriate sources
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for discussion of any type of problem than any of the other groups; this 

was especially true for personal adjustment problems.

Crane (1961), previously introduced, showed that of the thirty-seven 

responding institutions that used student assistants, the following top five 

responsibilities were clustered together respectively: maintaining order

(thirty-four), counseling and study habits (twenty-nine), counseling on per­

sonal problems (twenty-eight), supervising orientation activities (twenty-eight), 

and checking rooms for cleanliness (twenty-eight). It was interesting to note 

that only one institution mentioned discipline as a major responsibility. 

Another interesting note was that the division was about equal between the 

business and the student personnel areas in the top nine responsibilities, 

with four responsibilities basically administrative and five primarily educa­

tional or social. The administrative responsibilities included the following: 

maintaining order (thirty-four), checking rooms for cleanliness (twenty-eight), 

clerical work (twenty-three), and keeping records (twenty-two). The student 

personnel responsibilities were: counseling on study habits (twenty-nine),

counseling on personal problems (twenty-eight), counseling on orientation 

activities (twenty-eight), helping with student government (twenty-two), and 

planning and directing social activities (nineteen).

The study by Lindemann (1968), previously introduced, showed that 

although all of the thirty-six responding institutions claimed that the resi­

dence counselor's responsibilities relate to the counseling of both personal 

and academic problems, twenty-two institutions stressed maintaining rules 

and regulations as a vital part of the residence counselor's job. It was 

also noted that only ten of the respondents offered the type of training that
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would enable the residence counselors to perform the counseling responsi­

bility to a significant degree. The split in responsibilities was found to be 

due to the dual expectations of the student personnel staff and management 

officers. In twelve cases it was quite clear that the residence counselors 

maintained this dual responsibility of counselor and manager.

Before leaving this discussion of responsibilities, it would seem 

appropriate to take a look at the correlation between how the management 

officers and the student personnel officers view the responsibilities of the 

residence counselor. Such a study was carried out by Hoyt and Davidson 

(1967). One of the questions asked in their study was: "To what extent do 

personnel supervisors and management supervisors agree in identifying ef­

fective and ineffective advisors (residence counselors)?" A predetermined 

five-point rating scale was developed using the following seven items: lead­

ership, loyalty and cooperation, order and discipline, dealing with individual 

students, identifying problems and taking action, progress and development, 

and desirability for rehiring. Near the end of the school year, the Head 

Counselor (personnel representative) and House Manager (business manage­

ment representative), both of whom lived in the residence hall and on frequent 

occasions observed the advisors in the living unit, were asked to rate the 

advisors. Although it was hypothesized to have a significantly low correla­

tion, the correlation between the two sets of appraisals was .81 (p>.01); 

thus it was found that the Head Counselor and House Manager were in high 

agreement as to the responsibilities of the residence counselor. The results 

of this study seem to disagree with the findings of Crane (1961).
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The Crane (1961) study, previously introduced, concluded that there 

Is a vast difference in the residence counselor's responsibility as defined 

by the Dean of Men and the Director of Housing. However, a study on the 

correlation between practice and theory in relation to the residence counsel­

or's responsibility would perhaps settle this issue.

To sum up the research findings, there are four general categories 

into which the residence counselor's responsibilities fall: (1) his responsibil­

ity for individual students, (2) his responsibility for living unit environment, 

(3) his responsibility for advising student groups, and (4) his administrative 

responsibilities.

The research studies cited have illustrated that regardless of the 

title he may be working under, the residence counselor often has as his 

major responsibility the function of "personal" counseling of the men in his 

living unit.

Before ending this discussion on the responsibilities of the residence 

counselor, it should be noted that every study and researcher cited on the 

topic of residence counselor responsibilities in this thesis is in agreement 

with Wrenn (1951), who stated that "With respect to the responsibilities af­

forded student assistants (residence counselors) much depends upon the 

care used in the selection and training of student assistants and upon the 

extent to which the limitations of these responsibilities are defined."

Literature Pertaining to Current Training Practices

The Hardee and Powell (1959) study, previously introduced, showed 

that of the 147 institutions utilizing student counselors, the means by which 

training was provided were reported to be "workshops, conferences, group
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discussions, lectures, leadership training in organized government service, 

religious and other groups, and at teacher-training institutions." It was 

also found that personnel deans or other personnel officers provided or co­

ordinated the training. Although the content of training procedures varied 

considerably according to the responsibility afforded these students, they 

found that much of the training was intended to facilitate mechanical pro­

cedures. Such items as schedules, activities, guide brochures, and other 

routine data were made available to see that the schedules were adhered to 

and requirements were met. Hardee and Powell illistrated that on some oc­

casions students were helped to understand their counseling responsibilities 

and the areas in which they were expected to counsel. They reviewed sev­

eral programs that were developed to aid the student counselor in making 

referrals easily and effectively, along with defining the limits of the stu­

dent counselor’s responsibility.

The Brown and Zunlcer (1966) study gave a little more insight 

into the training practices of residence counselors. There seemed to be 

a significant difference between the institutions with enrollments under two 

thousand and those over two thousand with respect to total training time 

(see Table 1). Almost half of the smaller institutions devoted no time at 

all to systematic training; almost half of the larger institutions reported 

giving more than ten hours of training, whereas only 18 per cent of the 

smaller institutions provided more than ten hours of systematic training 

for student counselors.
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TABLE 1

TOTAL TRAINING TIME OF UNDERGRADUATE STUDENT. COUNSELORS

Training Time
Enrollment Under 2000 Enrollment Over 2000
Number Per Cent* Number Per Cent^

No Systematic Training 33 42.9 7 17.1
1-3 Hours of Training 10 13.0 6 14.6
4-6 Hours of Training 16 20.8 5 12.2
7-10 Hours of Training 4 5.2 2 4. 9
11-20 Hours of Training 6 7.8 8 19. 5
More Than 20 Hours of Training 8 10.4 12 29.3

^"Percentage is based on 77 responding institutions
2
Percentage is based on 41 responding institutions

While only 10 per cent of the smaller institutions and less than 20 

per cent of the larger institutions offered more than twenty hours of train­

ing, it has been proven that more than twenty hours of training is necessary 

to develop an improvement in the residence counselor’s interpersonal func­

tioning (Jackson, 1964; Berenson, Carkhuff, and Myrus, 1966; Martin and 

Carkhuff, 1967; Powell, 1968). This point will be discussed in depth later 

in this chapter.

According to Brown and Zunker (1966), the personnel deans and 

residence hall directors are the ones most often reported as being involved 

in the training of student counselors at both large and small institutions.

The larger institutions, however, make significantly greater use of the 

dormitory director than do the smaller colleges. The figures given were 

70 per cent and 55 per cent respectively. This is in keeping with the 

philosophy of autonomy of each residence hall at large universities (Green- 

leaf, 1967).
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The instructional procedures utilized in training student counselors 

reported in the Brown and Zunker (1966) study are illustrated in Table 2. 

The practices most frequently employed are group discussions and lectures, 

with more than 75 per cent of the larger institutions utilizing lectures as an 

instructional procedure.

TABLE 2

INSTRUCTIONAL PROCEDURES UTILIZED IN TRAINING 
STUDENT COUNSELORS

Enrollment Under 2000 Enrollment Over 2000
Training Procedure Number Per Cent* Number Per Cent^

Reading Assignments 13 16.9 11 26.8
Lectures 32 41.6 31 75.6
Demonstrations 12 15.6 17 41. 5
Group Discussions 59 76.6 34 82.9
Practice Exercises 7 9.1 8 19. 5
Buddy System Training 7 9.1 2 4.9
Role Playing 11 14.3 5 12.2

^Percentage is based on 
2
Percentage is based on

77 responding institutions 
41 responding institutions

Although the Brown and Zunker (1966) study gave statistical data on 

the procedures utilized in training student counselors, it is impossible to 

draw from these data the actual amount of time spent on each procedure.

With respect to patterns of training, both Murphy (1964) and Riker

(1965) illustrated that most of the training is carried out in a pre-fall term 

orientation meeting held for one, two, or three days just before student 

residents arrive on the campus. Murphy showed that about 89 per cent of 

the institutions use this time of the year for training. Inservice training is 

employed by 77 per cent of the institutions. Although research has indicated
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the need for spring training prior to employment (Greenleaf, 1967; Powell, 

1968), only 22 per cent of the institutions provide training at this time of 

the year.

The investigation carried out by Lindemann (1968) showed a great 

concern for training, but only five of the thirty-six responding institutions 

had year-round training programs. Of these thirty-six institutions, twenty- 

four provided some type of pre-fall orientation program usually ending after 

one week. The studies of Hardee (1959), Murphy (1964), Brown and Zunker

(1966), Greenleaf (1967), and Powell (1968) all agreed with Hiker (1965) 

when he said:

Generally, the quality and consistency of many current efforts leave 
much to be desired. Fall orientation programs are often inspiring, 
but little follow-up of ideas or plans actually occurs during the en­
suing year. So-called training meetings during the term often amount 
to little more than administrative announcements with some discus­
sion of the latest crisis, whatever it may be. The untrained staff 
remains untrained, learning through trial and error to the frequent 
disadvantage of those they are supposed to lead.

There is a definite trend toward improving the training programs,

which is directly related to the philosophy of training residence counselors

in the intra-personal and inter-personal dimensions of their job. This trend

is moving away from the routine lecture and short one-shot meeting methods

employed in the past. Powell (1968) projected this concept:

Obviously, training beyond the traditional mechanics of residence 
hall regulations and campus resources is  necessary for knowing at 
what level to deal with a broad range of developmental needs. An 
important question associated with training for such encounters 
hinges on whether the student staff member is seen by his admin­
istrator as being simply obedient to a set of rules, regulations and 
expectations or whether he is  given responsibility for functioning as 
a significant staff member who exercises judgment, uses his own 
creative resources, and interacts meaningfully with his student 
peers. To choose on the side of seeing the staff member as
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responsible and resourceful seems to me to be a prerequisite to 
the engagement of a training program emphasizing individual de­
velopment.

Literature on the Characteristics of a Helping Relationship

If we agree with this trend emphasizing the intra-personal and in­

terpersonal dimensions of the residence counselor's job, then we may wish 

to review the substantial body of evidence that "All effective interpersonal 

processes share a common core of conditions conducive to facilitative hu­

man interactions" (Berenson and Carkhuff, 1967).

Despite the array of theories and practices in counseling and psy­

chotherapy—psychoanalytic (Alexander, 1948; Halpern et a l . , 1960, and Shafer, 

1959), client centered (Dymond, 1949; Jourard, 1959; Rogers, 1951, 1957; 

Truax, 1961) and eclectic (Fox and Goldin, 1963; Shoben, 1949; Rioch, 1966; 

and Strupp, 1960)—theorists have emphasized the following core conditions 

for any "helping relationship": (1) the importance of the counselor's ability 

to sensitively and accurately understand the patient in such a manner as to 

communicate deep understanding, (2) the importance of non-possessive 

warmth and acceptance of the client by the counselor, and (3) the necessity 

for the counselor to be integrated, mature, and genuine within the counseling 

encounter.

The research cited by Berenson and Carkhuff (1967) pointed out that
v

all human interactions take place between those persons designated by society 

as "more knowing" and "less knowing," with the three conditions (empathy, 

warmth, and genuineness) being offered by the "more knowing" and received 

by the "less knowing." There is an extensive body of evidence suggesting 

that these three counselor characteristics affect the progress or retardation
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of any interpersonal relationship, including teacher-student, parent-child, 

counselor-counselee, residence counselor-student (Aspy, 1966; Carkhuff,

1967; Carkhuff and Truax, 1966; Truax and Carkhuff, 1966; Berenson and 

Carkhuff, 1967; and Carkhuff and Berenson, 1967).

The "helping relationship" covers a wide range of interactions. The 

following studies take a look at this relationship. Berenson and Carkhuff

(1967) discussed the findings of Aspy (1966, 1967), Aspy and Hadlock (1967), 

and Carkhuff (1967), which showed that "High-level functioning teachers elicit 

as much as two and one-half years of intellectual or achievement growth in 

the course of a school year, while teachers functioning at low levels of facil- 

itative conditions may allow only six months of intellectual growth over the 

course of a year." They concluded that students may be facilitated or they 

may be retarded in their intellectual as well as emotional growth, and these 

changes can be accounted for by the level of the teacher's functioning on the 

facilitative dimensions and independently of his knowledgeability; education 

may be "for better or for w orse." The research summarized in Truax and 

Carkhuff (1967) gave support to the presence of the core conditions in facil­

itative teacher-student relationships.

The research summarized in Truax and Carkhuff (1966) observed 

that the same conditions exist in a parent-child relationship. Truax and 

Carkhuff stated as a result of this research that from families character­

ized as unempathetic, inefficient, contradictory and conflict-arousing came 

schizophrenic patients.

It has been demonstrated that the residence counselor, characterized 

as "more knowing," has an effect on the men in his living unit, character-
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ized as "less knowing," for better or for worse (Berenson and Carkhuff, 

(1967). This effect cannot be overlooked. Whether the residence counselor 

is trained to increase his central core dimensions or not does not alter the 

fact that he will still have an effect on the men in his living unit. It has 

already been shown that there can be a definite deteriorative change in the 

behavior of the men with whom he is in contact if constructive change is not 

brought about. The question is: "What can be done to help the residence

counselor raise his level of core condition, thus enabling him to have a con­

structive effect on the men in his living unit?"

The next section will review the literature which attempts to answer 

the above question.

Literature on Group Training Methods 

There are endless processes and techniques which could be used to 

make up an inservice training program (Greenleaf, 1967). This section will 

review those which research has proven to be effective in developing: (1)

the core dimensions of a helping relationship discussed by the studies of 

Truax and Carkhuff (1967), i.e ., accurate empathy, non-possessive warmth, 

and genuineness, (2) the residence counselor's responsibilities suggested by 

the studies of Greenleaf (1967), Hiker (1965), and Lindemann (1968), i . e . , 

residence counselor's responsibilities toward individuals, groups, admini­

stration.

Studies by Conant (1963), Bahner (1964), Jackson (1964), Trump 

(1964), Truax and Carkhuff (1964), Truax (1966), Richards (1967), and 

Powell (1968), have directed attention to the fact that the group process
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has certainly proven to be useful and economical, if not, under many cir­

cumstances, a preferred approach to residence hall staff training.

Through group training it is possible to facilitate the residence 

counselor's learning about his attitudes and interpersonal relationships as 

well as his cognitive mastery of materials pertinent to college life and 

residence hall living (Powell, 1968).

Bradford, Gibb, and Bonne (1964) outlined specific areas of learn­

ing which are necessary to most trainees in order to achieve the desired 

core conditions and responsibilities of this program. The following seven 

objectives focus on the individual learner: (1) increased awareness of the 

sensitivity to emotional reactions and expressions in himself and others, (2) 

a greater ability to perceive and learn from the consequences of his actions 

through attention to feelings, his own and others’, (3) clarification and de­

velopment of personal values and goals consonant with a democratic and 

scientific approach to problems of social and personal decision and action,

(4) the development of theoretical insights which will serve as tools in the 

linking of personal values with the requirements of the situation, (5) the de­

velopment of skills to support better integrative actions, (6) the development 

of techniques for the transfer of training from the laboratory to other situ­

ations, and (7) the ability to help each learner become an analyst of his own 

process of learning.

These seven objectives of the group process and the core dimensions 

discussed previously relate to what the studies of Good (1959), Kelman (1958), 

and Krathwohl et al. (1964) referred to as the 'process of internalization. "
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The definitions given by Kelman (1958) and Krathwohl et al. (1964) 

agreed that internalization" is a process that represents a continuous mod­

ification of behavior, from the individual's being aware of a phenomenon to 

a pervasive outlook on life that influences all his actions.

The process is comprised of various levels, beginning with simply 

complying to stimuli to a higher level where the individual organizes the 

stimuli as part of his value system.

The objectives and core dimensions represent high levels in the 

"internalization" process. It should be noted that the level of attainment 

is directly related to the degree of emotional experience (Krathwohl et al., 

1964), which in turn is affected by the training session environment (Cark- 

huff, 1967).

Gordon (1953), speaking about climate, outlined these nine processes 

that should be incorporated in the group training session: (1) clarification

by the leader of his role, (2) the use of flexible patterns of action, (3) the 

carrying through of a policy of "permissiveness" in group procedures, (4) 

initiating or keeping the group action moving, (5) regulating or influencing 

the direction and pace of the group, (6) bringing information or opinion to 

the group, (7) supporting or encouraging the ideas of other group members 

attempting to hold the group together in order to accomplish its task, (8) 

evaluating or attempting to get the group to evaluate its decisions, goals or 

procedures, and (9) learning by doing. Gordon went on to state that "Since 

an atmosphere of warmth cannot be conveyed intellectually, since a feeling 

of acceptance and belonging is an emotional feeling tone, since 'group unity' 

is such a nebulous expression, the learning of what a really warm, permis­

sive, unified group is like can only be taught by establishing the situation



38

and having the members feel warm, secure and part of the group." Gordon’s 

nine points and the concept projected by Truax and Carkhuff (1967), that of 

building the training program around the core conditions of empathy, warmth 

and genuineness, are in agreement with the work done at the National Train­

ing Laboratory at Bethel, Maine.

The research summarized in Berenson and Carkhuff (1967), Carkhuff 

and Berenson (1967), and Truax and Carkhuff (1967) showed that as clients in 

the counseling process grow on the level of functioning displayed by their 

counselors (Pagell, Carkhuff, and Berenson, 1967), so do trainees in the 

training process grow on the level of their trainers (Pierce, et a l . , 1967).

Several counselor educators have asked the question, "Can sub­

professional counselors be trained effectively?" (Carkhuff, 1967) Research 

summarized in Berenson and Carkhuff (1967) outlined the following conclusions 

about the training of sub-professional counselors: (1) that lay persons (sub­

professionals) can be trained to function at minimally facilitative levels of 

conditions related to constructive client change in relatively short periods of 

time—from twenty hours to one year (Berenson, Carkhuff, and Myrus, 1966; 

Carkhuff and Truax, 1965; Brown and Zunker, 1966; Demos, 1964; Hansen 

and Barker, 1964; Martin and Carkhuff, 1968; Jackson, 1964; and Powell, 

1968), and (2) that lay counselors can effect significant behavior change in 

clients. These findings tend to illustrate that the ability to help another is 

not limited to the professionally trained. Actually, according to Berenson 

and Carkhuff (1967), who summarized many research studies on this topic, 

the sub-professional counselor can function at levels as high as or higher 

(never significantly lower), and engage clients in counseling processes at
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levels as high as or higher, than professional trainees, when given the 

necessary training.

Research summarized in Berenson and Carkhuff (1967) showed that 

training has been effective for students, housewives, and hospital attendants. 

The essence of these training programs was involved with the trainee’s ex­

periencing high constructive levels of these conditions while at the same 

time being helped didactically to respond more appropriately.

Studies by Truax and Carkhuff (1967) at the University of Kentucky, 

according to Berenson and Carkhuff (1967), showed that "After a training 

period of only four months involving four hours a week plus practicing time, 

lay therapists are able to provide moderately high levels of therapeutic con­

ditions to hospital patients."

All the research cited in this section projects the same premise:

Trainers high in empathy, warmth and genuineness are more effective 
in psychotherapy because they themselves are personally more pos­
itive re inforcers; and also, because they elicit a positive effect in the 
trainee (which increases the level of the trainee's positive self-rein­
forcement, decreases anxiety and increases the level of positive affect 
communicated to others, and thereby reciprocally increases the pos­
itive affect and positive reinforcement received from others). By 
contrast, trainers who are low in communicating accurate empathy, 
non-possessive warmth and genuineness are ineffective and produce 
negative or deteriorative change in the trainee because they are stimuli 
who serve primarily as aversive reinforcers and because they elicit 
negative affect in the trainee.

Up to now the affective learning in the training process has been 

discussed, with emphasis on the "psychological climate" that best facilitates 

internalization; however, internalization is also affected by cognitive learning. 

There is a definite relationship between levels of cognitive and affective 

learning (Festinger, 1957; Rhine, 1958; Asch, 1952; Rokeach, 1960; Heider, 

1958; and Rosenberg, 1956).
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We have already reviewed how the affective learning levels are 

achieved, but how are the cognitive levels achieved?

With reference to the cognitive level of the learning experience, 

Krathwohl et al. (1964), while discussing the work of Chausow (1955), Dressel 

and Mayhew (1954), Bloom (1954) and others, stated that the "achievement of 

complex types of critical thinking objectives is not likely to be attained by a 

simple lecture method or by merely telling the students what they are to do 

or how they are to do it. Demonstrations of appropriate problem-solving 

processes are not very effective in bringing about actual problem-solving 

competency." He went on to state that "the entire educational environment 

must be turned toward the experience of complex objectives if they are to 

be attained in a ny significant way." "

Jahoda (in Krathwohl et al., 1964) pointed out that although higher 

level cognitive experiences are present, unless the right psychological cli­

mate is also present, there is a likelihood that persons may outwardly 

comply under such conditions, but inwardly remain unchanged. This concept 

is in agreement with the research of Festinger and Carlsmith (in Krathwohl 

et a l . , 1964).

The problem then would simply be to use techniques in the training 

sessions that would enable the residence counselors to develop high-level 

cognitive and affective behavior.

Jackson (1964), whose study investigated the effects of training stu­

dents as sub-professional counselors, stated: "It is important that the

residence counselor be able to analyze a certain problem and decide whether
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he is within the limits of training and capability to solve the problem.

Close to this concept is the theory of referral."

Powell (1969), who has just completed a book, now in print, on the 

residence counselor, and has done extensive research on the training of the 

residence counselor, stated: "Training in areas where they as student staff 

members are likely to encounter conflicts, in how to handle pressures and 

conflicts, and in dealing with anxieties and stress, can greatly increase their 

awareness of their own character and their usefulness for student develop­

ment. " He stressed the need for cognitive experiences in the effort to 

change attitude.

Rogers (1951) stated the problem as follows: "If we could empa-

thetically experience all the sensory and visceral sensations of the individual, 

could experience his whole phenomenal field. . .we should have the perfect 

basis for understanding the meaningfulness of his behavior and for predicting 

his future behavior."

"Case studies" and "role playing" have proven to be useful ap­

proaches toward developing this high level of affective behavior (i. e . , 

valuing and conceptualization toward accurate empathy, non-possessive 

warmth, and genuineness) and cognitive behavior (i.e., application, analysis, 

and synthesis). (Andrews, 1953; Berrien, 1951; Cabot and Kahl, 1953; Lee, 

1954; Griffiths, 1956; Lloyd-Jones, Barry and Wolf, 1956; Miles, 1959;

Lloyd-Jones, Barry and Wolf, 1963; Bradford, Gibb, and Benne, 1964;

Glanz and Hayes, 1967; Greenleaf, 1967; Powell, 1968; and Powell, 1969).

The remainder of this section will be divided into three parts: (1)

review of literature on the "case method," (2) reviews of literature on
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"role playing," and (3) review of programs of training which used the two 

methods.

Case Method

It is important to note that the cases used for training the resi­

dence counselor are not of the order of the "case studies" made by social 

agencies or mental health clinics. Cases referred to in this section are 

developed from problems with which residence counselors must cope.

Andrews (1953) outlined the three cognitive-affective thought 

processes involved in the "case study": first, about one's own personal re­

actions to the situation and the people coping with it; second, about the points 

of view of each of the characters involved; and finally about the possible out­

comes of such situations and their effects upon the various protagonists.

With reference to understanding the interpersonal functions of the

residence counselor's job, the case method offers unique advantages, as

Lloyd-Jones, Barry, and Wolf (1963) lucidly pointed out:

Over the years, one method that seems to offer at least a partial 
answer to the question of how to develop 'interpersonal competence' 
and to relate well with others has been developed. Experimenters 
have discovered that situational cases, drawn from carefully se­
lected true bits of experience and skillfully written, can present 
human relationships in such a way as to challenge the thinking and 
feelings of those capable of identifying with some aspect or aspects 
of the situation depicted. Intensive analysis of such case study 
materials can result in broadened perspectives and better under­
standings of others and of oneself.

These points are in agreement with the research summarized by 

Andrews (1953), Black (1967), and Griffiths (1956).

Thus far, the higher level of learning facilitated by the case meth­

od has been emphasized; however, research by Powell (1968), Jackson (1964),
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and Fuller (in Andrews, 1952) stressed the need for lecture and demonstra­

tions at various stages throughout the training process. It must be noted 

that the content of lecture and demonstration is dependent upon group direc­

tion. Bradford, Gibb, and Benne (1964) said this about lecture in the training 

laboratory: "The laboratory is deliberately designed to include lectures on 

theory,. and demonstration and practice sessions, on the assumption that 

these plus the ’T’ group constitute an integrated whole."

Role Playing

In discussion of problems in which the important consideration is  

the feelings involved, role playing is especially useful. To start a discus­

sion of some problem involving relations of dormitory students and residence 

counselors and administrators, etc., role playing can be effective. Some of 

the groups should take the parts of the persons involved and then act out a 

specific situation. This enables the residence counselors to see the same 

episode and thus have a common experience upon which their comments can 

be made. Role playing helps the residence counselors see clearly the feel­

ings and relations involved. This will stimulate participation in the ensuing 

discussion (Greenleaf, 1967).

Thelen (1954) suggested four major uses of role playing: (1) to

"warm-up" an audience to get involved, (2) to help communicate a specific 

problem so people will have something "real" to talk about as the basis for 

discovering their own problems, (3) to test various ways of dealing with 

problem situations, and (4) to develop "sensitivity."

Griffiths (1956) gave the steps necessary in the development of a 

role playing situation as: (1) group recognition of the problem, (2) setting
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the stage (i.e., casting of the roles), (3) helping the group to observe, (4) 

reversing the role playing situation, and (5) group discussion and evaluation.

Andrews (1953) outlined the advantages of using "role playing" with 

the "case method" as follows: (1) opportunity for group members to project 

into the roles of the individuals in the case, (2) opportunity to feel with, 

and to understand the behavior of these characters, (3) opportunity for the 

group member to examine and understand his own attitudes and reactions to 

situations and to the people in them, (4) opportunity for a group member to 

introduce a problem of his own in relation to similar problems in the study, 

yet be more protected, (5) opportunity to focus on the framework for discus­

sion, (6) encouragement of speculation on behalf of group members, (7) 

sharing different points of view, and (8) enhancement of cooperative thinking 

and action. This permissive climate gives way to many points of view; the 

members of the group become active and feel greater responsibility for their 

success.

Lloyd-Jones et al. (1956) suggested that the roles be alternated 

among group members with the exception of one character remaining con­

stant. They also stress the "role playing" analysis period as most 

important.

Studies Regarding Case Study and Role Playing Methods

A study was carried out by Lee (1954) in which he took thirty-six 

committees and divided the participants into three groups of twelve. Group 

A was asked questions on a certain topic. Group B was given an individual's 

conclusion on a certain topic and then asked the question. Group C was
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given a "case study" to discuss. The study showed significantly more par­

ticipation with more involvement in the group using the "case study method."

A study by Powell (1968) at Michigan State investigated residence 

counselor in-service training; it included twenty-four residence counselors 

who were divided into small groups. The groups met once weekly for ten 

weeks for discussion, consultation, group experience, case analysis, and 

role playing. Powell recommended the development of sensitivity groups as 

a practical approach to integrating the training dimensions of cooperative 

relationships, intra-personal development and inter-personal growth. He 

referred to another study he coordinated in which this procedure was used. 

"The group met one and one-half to two hours weekly over a minimum of 

one term and focused on increasing the ability to meet the needs of students" 

(Powell, 1968). Powell (1968), commenting on an in-service training pro­

gram at Michigan State, stressed the need for participation of the student 

staff in the planning stage. Powell stated that the result of training in co­

operative relationships, along inter-personal dimensions and for intra-personal 

development has the following benefits: ". . . better understanding of student

problems (including the handling of discipline), better and more timely refer­

rals of students to the counseling center, and an optimal integration of 

counseling, discipline, student leadership, and student development functions 

into an understanding of students as persons in the process of development." 

He also stated that the program "has created an atmosphere of open com­

munication between residence hall staff and counseling center personnel; in 

time it is very likely to include a number of other campus units as w e ll."
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Jackson's (1964) study at the University of North Dakota investigated 

a training program to develop dormitory staff as sub-professional counselors. 

The primary objective of the study was to "develop a body of training ma­

terials and techniques designed to enhance sub-professional counseling skills." 

He described the sessions as "typically opened with twenty to thirty minute 

presentations (lecture, explanation, movie, tape, etc.) by one of the trainers. 

This opening presentation was followed by about an hour of discussion (role 

playing, case analysis, etc.) aimed at exploring the concept(s) presented and 

integrating it with the reading materials. In the last twenty minutes, an ef­

fort was made to elicit examples and specific applications in the residence 

halls." Several of the conclusions were: "(1) the methods and techniques

used were adequate, (2) the trainers felt that the trainees evidenced better 

morale, more referrals, and greater sensitivity to and concern for psycho­

logical development of students as a result of the training program."

Another study, by Carter (1966), at the University of Florida 

stressed the need for what he called "learning from experience." He re­

ferred to "role playing" and "case analysis," and outlined specific procedures 

that should be used during the "role playing" analysis.

Dr. Ivan F. Richards, who is Dean of Students at the University of 

California at Davis, has been working with the National Training Laboratory 

in Bethal, Maine, for the past several years. Having used these methods 

for the past five years, Richards advocates "case study" and "role playing" 

techniques for residence counselor training. He gave the same reason al­

ready mentioned, that of "meaningful personal relationships." Although 

actual research studies were not cited, both Ohio State and Indiana State
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highly stressed "case analysis" and "role playing" in their residence hall 

staff training program.

A study by Sheeder (1966), in which role playing was used to select 

and train dormitory counselors, showed significant effects over the old con­

ventional lecture method.

Rosenberg (in Bradford et a l . , 1964) studied the influence of role 

playing on three groups of people: the role player, other members asked

to identify with particular role players, and members who observed the role 

playing. He found that with respect to involvement in the role playing anal­

ysis, the role players were most active and showed the greatest behavioral 

change. He also found that those observers that related to the role playing 

displayed the highest degree of behavioral change. Those observers who did 

not relate to the role playing had the least emotional involvement and the 

smallest degree of behavioral change.

Gibb and Platts (in Bradford et a l . , 1964) assessed the effects of 

role playing and feedback, used as combined techniques in self-insight (de­

fined as "awareness of the perceptions that others have of the self"). They 

found that "the groups receiving neither special training nor feedback showed 

no change. Groups receiving one or the other showed change but the group 

which received both showed the greatest change."

Gibb (in Bradford et a l . , 1964) discussed another study in which he 

investigated the specific effect of role playing with and without feedback on 

self-insight, the capacity to conceptualize a new role, and role flexibility.

According to Bradford et al. (1968):

Gibb divided 140 college students into five groups. All groups were 
given pre-post tests on the three variables mentioned above.



48

Members of Group A shared a training group experience, were 
given continual training in role playing, and were given individual 
knowledge of all pertinent test scores. Group B shared a train­
ing group experience and were told about pertinent test scores but 
received no training in role playing. Group C shared a T-Group 
experience but were given no role playing or feedback. Groups D 
and E did not participate in a T-Group but differed in that Group 
D received knowledge of pretest results, and Group E did not.

With respect to all three variables, Group B (all aspects of train­
ing but no role playing) improved significantly higher over Groups 
C-D-E; however, on all three variables, Group A (role playing 
group) improved significantly higher over Group B. It was thus 
concluded that the role playing adds a significant increment to the 
training methods used by Gibb.

It has been amply proven that the "case method" and "role playing" 

offer two of the best approaches to facilitating the transition between higher 

cognitive levels and higher affective levels of learning.

Summary

In this chapter the historical development of the residence hall and 

the residence counselor was discussed. The current training practices of 

residence counselors and the characteristics of a helping relationship were 

also discussed.

It has been shown in this chapter that the combination of various 

experiences, both affective and cognitive, can facilitate high level learning 

on the part of residence counselors. The "psychological climate" has been 

discussed in terms of the affective process developed within the group train­

ing session. Special attention was devoted to the relationship between 

cognitive and affective learning. The behavior of the group leader was re­

lated to the learning potential of each group member.

It must be stressed that this program was developed by synthesizing 

all the previously mentioned components ( i . e . , group discussion, case study



49

and role playing, sensitivity-training and developing the psychological cli­

mate) conducive to growth in the core dimensions (accurate empathy, non- 

possessive warmth, and genuineness) of the "helping relationships."



CHAPTER HI

METHODOLOGY, DESIGN AND PROCEDURES 

Rationale

The intent of this study was to investigate the effects that a specific 

method of inservice training, focusing on the intra-personal and interpersonal 

dimensions of the residence counselor’s job, would have on his attitudes and 

behavior.

The hypotheses of the study arid the method of the training program 

grew out of the research studies cited in Chapter II, which stressed that 

high-level affective behavior change is brought about only when the learner 

experiences stimuli, both cognitive and affective, at the level of the desired 

behavior change.

In order to acquaint the reader with the program and instruments 

used in the study, this chapter has been divided into three sections. The 

first section discusses the design and procedures of the study. The second 

section discusses the instruments used in this study. The first part of this 

section discusses the instruments used to measure the affective behavior of 

the residence counselors: the Relationship Questionnaire (Appendix B), which 

assessed the residence counselors’ accurate empathy, non-possessive warmth, 

and genuineness; and the Residence Counselor Self-Evaluation Inventory (Ap­

pendix D), which assessed the residence counselors' degree of responsibility 

for individual students, living unit environment, advising student groups, and

50
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administrative procedures. The instrument also assessed the residence coun­

selors’ self-appraisal toward characteristics reviewed in Appendix E. The 

second part of the section discusses the two instruments which were used to 

measure the training program: the Training Program Evaluation Inventory

(Appendix L), which assessed the trainees' attitude toward the training pro­

gram, and the Group Interaction Analysis Instrument (Appendix G), which 

assessed the verbal interaction that took place in the training program. The 

third section discusses the type of data analysis.

Design and Procedures

The population from which the sample of this study was drawn was 

the eighty-four residence counselors and the 1,300 men living in their units, 

representing all fourteen meris residence halls at the University of Arizona.

The sample for this study was composed of twenty residence coun­

selors and the 156 men living in their units, representing seven men's 

residence halls at the University of Arizona. It should be noted that the 

residence counselors were randomly chosen for the experimental and control 

groups and it was assumed that the men living in their units represented a 

random sample.

To ascertain whether the residence counselors were randomly as­

signed to the experimental and control groups and to ascertain whether the 

assumption on the randomization of the resident students who lived in the 

residence counselors' units was valid, the investigator ran a series of in­

dependent t-tests on the pre-test data for the sub-tests which were related 

to this sample. Appendix F shows the statistics that enabled the investigator 

to accept the assumption of randomization.
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In early September of 1968, the investigator went to the fourteen 

men's residence halls requesting volunteers to participate in the study. The 

investigator accepted the first twenty residence counselors who volunteered. 

The Relationship Questionnaire and the Residence Counselor Self-Evaluation 

Inventory were then administered to them. During the week of September 20, 

1968, the residence counselors were instructed to answer the questions in a 

self-appraisal manner. The following week, the Relationship Questionnaire was 

administered to the men in the living units of the twenty residence counselors. 

The investigator read the following directions which are part of a cover letter 

(refer to Appendix B):

Directions: People feel differently about some people than they do
about others. There are a number of statements below that describe 
a variety of ways that one person may feel about another person, or 
ways that one person may act toward another person. Consider each 
statement carefully and decide whether it is true or false when ap­
plied to your present relationship with the residence counselor in 
your dormitory wing. If the statement seems to be mostly true, 
then mark it TRUE; if it is mostly not true, then mark it FALSE.

After collecting the pre-test data, the twenty residence counselors 

were randomly divided into two groups of ten each to make up the experimen­

tal and control groups. The members of the experimental group (the group 

who were to experience the inservice training) were asked to fill out a form 

developed by the investigator to assess their objectives for a training pro­

gram for residence counselors (refer to Appendix I). The forms were then 

reviewed by the investigator, after which there was a second meeting of the 

experimental group and the investigator to work out the cognitive and affective 

components of the program. The experimental group then received the in- 

service training program which was developed by synthesizing both internal 

and external resources with the specific objectives of the program. The
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internal and external resources and the program objectives were developed 

in accordance with the philosophy, goals, and desired attained skills of a 

training program reviewed in Chapter II of this study.

The objectives of the training program were as follows: (1) the

trainer was to accept and use the ideas of the trainees, (2) the trainer was 

to accept the feelings of the trainees, (3) the trainer was to praise and en­

courage the trainees, (4) the trainer was to structure the cognitive level of 

interaction in order to maintain high-level cognitive experiences, (5) the 

trainer was to develop a “perm issive," "warm" climate, (6) the trainees 

were to accept and use the ideas of each other, (7) the trainees were to 

accept the feelings of each other, and (8) the trainees were to praise and 

encourage each other.

The internal resources developed in conjunction with the program 

objectives are means of developing affective behavior from sources within 

the training group. This includes such activities as case study analysis, role 

playing, and residence counselor sharing of experiences. The external re­

sources developed in conjunction with the program objectives are means of 

developing affective behavior from sources outside the training group. This 

includes such activities as the trainer introducing new materials, and pre­

senting cognitive topics along with the utilization of resource persons and 

audiovisual devices. To enable the investigator to measure the degree of 

implementation of program objectives, a group interaction analysis system 

was developed. After each training session, the investigator coded the tape 

recording of the group verbal interaction. A more thorough explanation of 

the coding system is given in the section on instruments. A thorough ex­

planation of the entire training program may be found in Appendix J.
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The program was made up of thirteen two-hour sessions covering 

a period of fifteen weeks. After the inservice training program had ended, 

two months elapsed to allow for further internalization. In March, 1968, the 

ten trained residence counselors filled out the Training Program Evaluation 

Inventory, which measured their attitude toward the training program (Ap­

pendix L). At this time, the Relationship Questionnaire and the Residence 

Counselor Self-Evaluation Inventory were administered to all twenty residence 

counselors, who were instructed to answer the questions in a self-appraisal 

manner. The next week, the Relationship Questionnaire (Appendix B), with 

a cover letter instructing the men to answer the questionnaire in terms of 

how they felt about their residence counselors, was administered to the men 

living in their units.

Figure 1 outlines the major design of the study.
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Instruments Used in the Study

This section will review the instruments used in this study to meas­

ure two areas of concern: (1) the attitudes of the residence counselors, as

measured by the Relationship Questionnaire and the Residence Counselor Self- 

Evaluation Inventory, and (2) the training program, as measured by the 

Training Program Evaluation Inventory and the Group Interaction Analysis 

System.

Instruments used to Measure the Affective Behavior of the Residence Counselor

Relationship Questionnaire. This instrument was developed as a 

means of measuring the accurate empathy, non-possessive warmth, and 

genuineness of the residence counselors with each dimension scored as a 

sub-test. (Appendix C provides the reader with a complete breakdown on 

the test with respect to the three sub-tests.) The instrument was developed 

by using the rating scales researched by Truax and Carkhuff (1967). This 

is  important for the reader to understand because, with respect to the Re­

lationship Questionnaire, there were no actual validity or reliability data 

available from the author at the time this study was developed. There is  

extensive evidence to support the reliability of the Rating Scales. Truax 

and Carkhuff (1967) cite some forty-six studies in which the rating scales 

are shown to have high inter-coder reliability; accurate empathy has a range 

of .43 to .95 with the mean reliability being .70, non-possessive warmth 

ranges from .50 to .95 with a mean of .81, and genuineness ranges from 

.40 to .95 with a mean of .71.

According to Truax and Carkhuff (1967), the correlation between the 

Relationship Questionnaire and the Rating Scales is  affected by the type of



individual filling out the questionnaire. That is to say, when the respondent 

is severely disturbed or psychotic, the correlation ranges from .10 to .20; 

however, when the respondent is less disturbed, such as a juvenile delin­

quent, the measures of therapeutic conditions derived from the Relationship 

Questionnaire correlate between .53 and .56 with the Rating Scales. Accord­

ing to Borg (1965), correlations this low, when used singly, offer little use 

for individual prediction purposes—they offer a slightly better prediction than 

could be accomplished by guessing. It should be noted that although the 

author of the Relationship Questionnaire, Charles Truax, is in the process 

of gathering data to standardize this instrument with respect to the popula­

tion of sub-professional counselors, at the time this research was carried 

out no such standardized scales were available. For this reason and 

others stated previously, the investigator ran an item analysis on the in­

strument. The item analysis will be discussed in the analysis of instru­

ments section of Chapter IV.

Residence Counselor Self-Evaluation Inventory. This instrument 

was developed by the investigator after a thorough examination of the resi­

dence counselors' responsibilities reviewed in Chapter II. The specific 

items were chosen from a larger list that classified the items under the 

same sub-test titles used in this instrument, edited by Greenleaf (1967) for 

the National Association of Women's Deans and Counselors.

The specific items were further refined by using only those respon­

sibilities that were to be discussed in the actual training program.

It should be noted that the items used in this study were drawn 

from the respective sub-test categories published by the National Association 

of Women's Deans and Counselors. The sub-tests assess the following:
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(1) the residence counselor’s degree of responsibility for individual students,

(2) the residence counselor's degree of responsibility toward living unit en­

vironment, (3) the residence counselor's degree of responsibility for advising 

student groups, (4) the residence counselor's degree of administrative respon­

sibility, and (5) the residence counselor's personal appraisal of characteristics 

reviewed in Appendix F.

A copy of the actual inventory with respect to the sub-tests may be 

found in Appendix E.

Instruments Used to Measure the Training Program

Training Program Evaluation Inventory. This inventory was devel­

oped in accordance with the studies of Foreman et al. (1967) and Foreman 

(1967) (refer to Appendix L). It was revised from a similar instrument 

used by Foreman et al. (1967) to measure a case group training program 

for teachers. There was no statistical analysis on the data gathered from 

this inventory. Its purpose was to obtain an open-ended response from the 

residence counselors who experienced the training, assessing their actual 

feelings toward the program.

Group Interaction Analysis. The process was developed by synthe­

sizing Flanders' (1965) ten categories with Bloom's et al. (1956) six factors 

of the cognitive domain in the Taxonomy of Educational Objectives. This 

code was developed to enable the investigator to assess the objectives (pre­

viously stated) of the actual thirteen-week inservice training program, by 

means of analyzing the patterns of verbal interaction.
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This system used the forty categories (Appendix G) in conjunction 

with the activity code (Appendix G). It provided the trainer information con­

cerning the process and climate that took place during the training sessions.

In using this system, a coder decides which category most appro­

priately describes every four-second interval during the period of observation. 

The observer writes down the category numbers in the sequence in which they 

occur, and thus preserves the order of verbal events that has transpired.

For example, the sequence ,,4^-8^-2-9g" represents the following trainer- 

trainee interaction:

Trainer: "What-were the factors that made up the situation?"

Trainee: "The roommate, the girlfriend, and the residence
counselor, along with the student's dad being i l l ."

Trainer: "Good Point."

Trainee: "I agree with Jack, the guy's father was a very im­
portant factor."

The coder also notes the type of activity ( e .g . , case discussion, 

role playing, etc.). Each time there is a shift in activity, the coder notes 

the change and continues tallying.

After each tape was coded, the tallies were transcribed into six 

matrices representing activities 1, 3, 4, 5, 6, and 7. (A matrix is a rec­

tangular arrangement of the code symbols of the Group Interaction Analysis 

System.) Appendix H provides the reader with a sample coded matrix for 

review. Because activities two and eight were non-verbal, they were not 

transcribed into a matrix.

This system enabled the investigator to determine the period of time 

spent on the various categories while the group was involved in the activities
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and the patterns of verbal interaction that took place, thus providing objec­

tive evidence of training program content and process.

Data Analysis

T-tests were used to test the hypotheses of this study because the 

investigator was interested in determining whether thei experimental and 

control groups, as represented by their mean gain scores on the tests and 

sub-tests, were significantly different. In the analysis, the sub-test gain 

scores of the two instruments, along with the total gain scores, were con­

sidered independent of each other, and the t-tests were also considered 

independent and not referring to redundant, overlapping aspects of the data 

(Hays, 1961). There were fourteen separate independent "t" tests used, one 

for each of the twelve sub-tests and one for. each of the total gain scores 

for the two instruments.

The t-statistic used was:

where = mean gain score of the experimental group

Xg = mean gain score of the control group 
2

= variance of the experimental group .
2

Sg = variance of the control group

The level of significance was determined to be >«= .05
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Inservice Training Program Analysis

This aspect of the analysis of the data is non-statistical. It covers 

two areas of investigation: (1) the group's verbal interaction, and (2) the

group's subjective assessment of the training program. The analysis pro­

cess was as follows:

Group Interaction Analysis. The group verbal interaction was com­

piled into six matrices, one for each of the six verbal activities. The 

matrices were analyzed to determine the patterns of verbal interaction with 

respect to the previously stated objectives of the program. The code was 

developed to monitor what went on during the training session.

As previously stated, the investigator coded the tapes himself. It 

should be noted that he was trained extensively in both Flanders' (1965) In­

teraction Analysis and Bloom's et al. (1956) Taxonomy of Educational Objec­

tives. With respect to Flanders' coding system, the investigator maintained 

an inter-coder reliability of above . 85.

Due to the length of the Group Interaction Analysis system, the in­

vestigator was unable to obtain an inter-coder reliability of above . 41 using 

the forty categories. However, when the forty categories were collapsed 

back into the Flanders' ten categories, the inter-coder reliability was de­

termined to be . 85 or better.

The reader is therefore advised to take into consideration the in­

struments' low inter-coder reliability and the possibility of observer bias 

when reviewing the analysis in Chapter IV.
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Residence Counselor Evaluation of the Training Program Inventory

The data obtained from this questionnaire enable the reader to re­

view first-hand the opinions of the ten residence counselor participants as 

they actually stated them. The ten questionnaire responses appear in Ap­

pendix E.

A discussion of the training program participants' responses to this 

inventory will be presented in Chapter IV.



CHAPTER IV

ANALYSIS OF THE DATA

This chapter consists of three sections. The first section contains 

the analysis of data in tabular form followed by a discussion of the findings 

with respect to the related hypotheses. The second section is concerned 

with an analysis of the instruments, while the third section describes the 

analysis of the actual training program.

Tests of the Hypotheses

This section presents evidence that either tends to support or tends 

not to support the hypotheses of this study.

For each theoretical hypothesis, the general format is: (1) brief

statement of the problem, (2) statement of the null hypothesis, (3) statistical 

analysis, and (4) discussion of the results.

Table 3 shows the statistics that enabled the investigator to deter­

mine whether the inservice training experience increased the residence 

counselors' facilitative levels of accurate empathy, non-possessive warmth, 

and genuineness, as perceived by the men in their living unit.
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TABLE 3

COMPARATIVE ASSESSMENTS OF TRAINED AND UNTRAINED RESIDENCE 
COUNSELORS BY MALE RESIDENT STUDENTS AT THE UNIVERSITY OF 

ARIZONA, 1968: IN TERMS OF THE RESIDENCE COUNSELORS'
FACIUTATIVE LEVELS OF ACCURATE EMPATHY, NON-POSSESSIVE WARMTH,

AND GENUINENESS, USING t-TESTS 
Total N = 156

Hypotheses
Trained 

Mean Gain SD
Untrained 

Mean Gain SD
Standard
Error t

Hi Assessment of Accurate Empathy 2.58 12.93 1.19 10. 72 3.64 . 62

H2 Assessment of Non-Possessive 
Warmth 7.52 18.35 .95 14. 46 6.96 2.49*

H3 Assessment of Genuineness 6.41 12.84 .59 10.13 3.42 3.15*

H4 Assessment of all three core 
conditions combined 16.51 38. 63 2. 93 29.92 30.60 2.46*

t (154, . 05) = +1. 64 (one-tailed) 
*Significant at the .05 level
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Hypothesis One

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors’ facilitative level of accurate 

empathy as perceived by the men living in their units.

The research hypothesis was:

When the men in the living units assess the residence counselors on 
their degree of accurate empathy, there will be no significant dif­
ference between those residence counselors given training and those 
not given training when comparing their mean gain scores on the 
Relationship Questionnaire.

Symbolically:

null XE -  XC = 0 

XE > X Calternative

where Xg = mean accurate empathy gain score of the residence counselors 

who experienced the inservice training and = mean accurate empathy gain 

score of the residence counselors who did not experience the inservice train­

ing.

An independent t-test of +.62, not significant at the .05 level, re­

sulted when the mean gain scores were compared.

As indicated by the analysis, the research hypothesis was accepted. 

There was not a statistically significant gain in the resident students' a ssess­

ment of the residence counselors in the experimental group on facilitative 

level of genuineness as a result of their experiencing inservice training.

Hypothesis Two

This hypothesis was concerned with whether the inservice training 

program experience increased the residence counselors' facilitative level of 

non-possessivc warmth as perceived by the men in their units.
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The research hypothesis was:

When the men in the living units assess the residence counselors on 
their degree of non-possessive warmth, there will be no significant 
difference between those residence counselors given training and 
those not given training when comparing their mean gain scores on 
the Relationship Questionnaire.

Symbolically:

null XB -  XC = 0 

XE >  XCalternative

where Xg = mean non-possessive warmth gain scores of the residence coun­

selors who experienced the inservice training and X^ = mean non-possessive 

warmth gain score of the residence counselors who did not experience the 

inservice training.

An independent t-test of +2.49, significant at the .05 level, resulted 

when the mean gain scores were compared.

As indicated by the analysis, the research hypothesis was rejected. 

There was a statistically significant gain in the mean resident student as­

sessment of the residence counselors in the experimental group as to their 

facilitative level of non-possessive warmth as a result of their experiencing 

inservice training.

Hypothesis Three

This hypothesis was concerned with whether the inscrvice training 

experience increased the residence counselors' facilitative level of genuine­

ness, as perceived by the men living in their units.

The research hypothesis was:

When the men in the living units assess the residence counselors on 
their degree of genuineness, there will be no significant difference
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between those residence counselors given training and those not 
given training when comparing their mean gain scores on the Re­
lationship Questionnaire.

Symbolically:

null

alternative

XE " XC = 0

xE> x 0
where = mean genuineness gain score of the residence counselors who 

experienced the inservice training and = mean genuineness gain score 

of the residence counselors who did not experience the inservice training.

An independent t-test of +3.15, significant at the .05 level, resulted 

when the mean gain scores were compared.

As indicated by the analysis, the research hypothesis was rejected. 

There was a statistically significant gain in the mean resident student as­

sessment of the residence counselors in the experimental group as to their 

facilitative level of genuineness as a result of their experiencing inservice 

training.

Hypothesis Four

This hypothesis was concerned with whether the inservice training 

experience increased the resident students’ over-all assessment of the resi­

dence counselors’ facilitative level of the three core conditions (i.e., accurate 

empathy, non-possessive warmth, and genuineness).

The research hypothesis was:

When the men in the living units assess the residence counselors on 
their total score of accurate empathy, non-possessive warmth, and 
genuineness, there will be no significant difference between those 
residence counselors given training and those not given training 
when comparing their total mean gain scores on the Relationship 
Questionnaire.
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Symbolically:

H

H

alternative

null XE '  S C = 0 

XE > X C
where = mean accurate empathy gain score of the residence counselors 

who experienced the inservice training and = mean accurate empathy gain 

score of the residence counselors who did not experience the inservice train­

ing.

An independent t-test of +2.46, significant at the .05 level, resulted 

when the mean gain scores were compared.

As indicated by the analysis, the research hypothesis was rejected. 

There was a statistically significant gain in the mean scores of the resident 

students' assessment of the residence counselors in the experimental group 

on all three of the core dimensions combined, as a result of their experi­

encing inservice training.

Discussion and Implications of Hypotheses One Through Four.

Hypotheses one through four were concerned with the resident coun­

selors' facilitative level of the core conditions of accurate empathy, non- 

possessive warmth, and genuineness. The statistical analyses provided 

evidence for concluding that, as perceived by the men living in their units, 

the residence counselors who experienced the inservice training displayed 

statistically significant higher facilitative levels of non-possessive warmth 

and genuineness than did those not receiving such training. It was also 

shown through analysis of data relative to hypothesis four that when the gain 

scores for the three core conditions were combined, there was a statistically



69

significant increase over those residence counselors who did not receive the 

inservice training.

It was then shown that the inservice training experience did not in­

crease the residence counselors’ facilitative levels of empathy as perceived 

by the men in their living units. This could have been because not enough 

time was spent on the topic or perhaps because the investigator’s facilitative 

level of empathy was not as high as his facilitative levels of non-possessive 

warmth and genuineness. This discrepancy is supported by the intercorre­

lation matrix shown in Table 7 (page 87). Table 7 shows that although the 

correlations between accurate empathy and the other two sub-tests are stat­

istically significant, the correlations are lowest with the accurate empathy 

sub-test. The men in the residence hall may have distinguished empathetic 

behavior from non-possessive warmth and genuineness.

The analysis of the instrument showed that the three core conditions 

are so highly interrelated that separation by content would be difficult. This 

may have had an effect on the hypotheses results. Comparative assessments 

of the trained and untrained counselors may be best achieved by using the 

total score.

Another reason for the lack of significant increase in the residence 

counselors' facilitative levels of empathy is that the items which assessed 

this core condition may have measured a deeper relationship than those as­

sessing non-possessive warmth and genuineness. If this was the case, then 

perhaps if the residence counselors who experienced the training had a 

longer period of time to increase this core dimension, a significant change 

would occur.
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It appears that the standard deviations for these data are very large 

when compared with the means; however, this is understandable due to the 

fact that the ranges were quite large and they included both negative and 

positive numbers which were equally distributed. This is also the case 

for hypotheses one through eight.

Table 4 shows the statistics that enabled the investigator to deter­

mine whether the inservice training experience increased the residence 

counselors' perception of their own facilitative levels of accurate empathy, 

non-possessive warmth, and genuineness. The analysis shows that the in- 

service training experience did not significantly increase the perception of 

the facilitative level of these core conditions.

Hypothesis Five

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors' perception of their facili­

tative level of accurate empathy.

The research hypothesis was:

When the residence counselors assess themselves on their degree of 
accurate empathy, there will be no significant difference between 
those residence counselors given training and those not given train­
ing when comparing their mean gain scores on the Relationship 
Questionnaire.

Symbolically:

null XE " XC " 0

alternative XE > XC
where = mean accurate empathy gain score of the residence counselors 

who experienced the inservice training and = mean accurate empathy 

gain score of the residence counselors who did not experience the inser­

vice training.



TABLE 4

COMPARISON OF TRAINED AND UNTRAINED MALE RESIDENCE COUNSELORS 
AT THE UNIVERSITY OF ARIZONA, 1968: PERCEPTIONS OF THEIR OWN

FACILITATIVE LEVELS OF ACCURATE EMPATHY, NON-POSSESSIVE 
WARMTH, AND GENUINENESS, USING t-TESTS 

Total N = 20

Trained Untrained Standard
Hypotheses Mean Gain SD Mean Gain SD Error t

H5 Assessment of Accurate Empathy .80 7.31 .40 5. 32 9.01 . 13

H6 Assessment of Non-Possessive 
Warmth -2.30 11.42 -1.10 8.73 21.37 -. 26

H7 Assessment of Genuineness — . 30 3. 52 -1.70 4. 98 4.08 . 69

H8 Assessment of all three core 
conditions combined -1. 80 20.75 -2.40 16.68 76.91 .07

t (18, .05) = 1.73

j — *
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An independent t-test of +.13, not significant at the .05 level, re­

sulted when the mean gain scores were compared.

The data provided evidence for accepting the research hypothesis 

that the residence counselors’ mean gain assessment of their degree of 

accurate empathy does not increase as a result of their experiencing inser­

vice training.

Hypothesis Six

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors’ perception of their facilitat- 

ive level of non-possessive warmth.

The research hypothesis was:

When the residence counselors assess themselves on their degree of 
non-possessive warmth, there will be no significant difference be­
tween those residence counselors given training and those not given 
training when comparing their mean gain scores on the Relationship 
Questionnaire.

Symbolically:

null

^alternative
where X̂ , = mean non-possessive warmth gain score of the residence coun­

selors who experienced the inservice training and X ,̂ = mean non-possessive 

warmth gain score of the residence counselors who did not experience the 

inservice training.

An independent t-test of -.2 6 , not significant at the .05 level, re­

sulted when the mean gain scores were compared.

As indicated by the analysis, the research hypothesis was upheld. 

The residence counselors' mean gain assessment of their own degree of

XE " XC = 0 

XE > XC
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non-possessive warmth does not increase as a result of their experiencing 

inservice training.

Hypothesis Seven

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors' perception of their facili- 

tative level of genuineness.

The research hypothesis was:

When the residence counselors assess themselves on their degree of 
genuineness, there will be no significant difference between those 
residence counselors given training and those not given training 

' when comparing their mean gain scores on the Relationship Ques­
tionnaire.

Symbolically:

null

alternative

XE " XC = 0 

XE > XC
where = mean genuineness gain score of the residence counselors who 

experienced the inservice training and = mean genuineness gain score 

of the residence counselors who did not experience the inservice training.

An independent t-test of +.69, not significant at the .05 level, re­

sulted when the mean gain scores were compared.

The data provided evidence for accepting the research hypothesis 

that the residence counselors' mean gain assessment of their degree of 

genuineness does not increase as a result of their experiencing inservice 

training.

Hypothesis Eight

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors' facilitative level of all the
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three core conditions (i. e . , accurate empathy, non-possessive warmth, and 

genuineness).

The research hypothesis was:

When the residence counselors assess themselves on their degree of 
accurate empathy, non-possessive warmth, and genuineness, there 
will be no significant difference between those residence counselors 
given training and those not given training when comparing their 
total mean gain scores on the Relationship Questionnaire.

Symbolically:

null XE -  XC = 0

^alternative XE > XC
where Xg = mean accurate empathy, non-possessive warmth, and genuine­

ness gain score of the residence counselors who experienced the inservice 

training and = mean accurate empathy, non-possessive warmth, and gen­

uineness gain score of the residence counselors who did not experience the 

inservice training.

An independent t-test of +.07, not significant at the .05 level, re­

sulted when the mean gain scores were compared.

These data provided evidence for accepting the research hypothesis 

that the residence counselors’ mean gain assessment on all three of the core 

dimensions combined did not increase as a result of their experiencing in- 

service training.

Discussion on Hypotheses Five Through Eight

Hypotheses five through eight were concerned with the residence 

counselors’ perception of their own facilitative level of the core conditions 

of accurate empathy, non-possessive warmth, and genuineness. The stat­

istical analyses provided evidence for concluding that there was not a
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significant change in the perception of the residence counselors who experi­

enced the inservice training when compared with the change in perception 

of the residence counselors who did not experience the inservice training.

With respect to non-possessive warmth, genuineness, and all three core 

conditions combined, the post-test assessments of both groups of residence 

counselors were lower than the pre-test assessments. It should also be 

noted that the t-score for non-possessive warmth was a -.2 6 , which might 

indicate a lessening in the experimental group’s perception of this core 

condition, but which could have occurred by chance due to measurement 

error.

When these data were considered with the data analyzed for hypoth­

eses one through four, a discrepancy was observed. Why did the residence 

counselors, after experiencing the inservice training, assess themselves as 

having a lesser degree of non-possessive warmth and no significant gain in 

accurate empathy and genuineness? The question was magnified by the 

fact that the men living in the units of these residence counselors assessed  

them as having made a statistically significant gain in non-possessive warmth, 

genuineness, and all three core conditions combined.

One reason for this discrepancy may be that summarized in Chap­

ter II. That is to say, it is characteristic of someone who experiences a 

group training program to have a more realistic appraisal of himself than 

he would have prior to the training experience. This may have had an ef­

fect on the residence counselors' degree of self-appraisal on the core 

conditions of accurate empathy, non-possessive warmth, and genuineness.

If this effect did in fact occur, then an individual who took the pre-test
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with an unrealistically high degree of self-appraisal could, after experiencing 

the inservice training program, exhibit a more accurate assessment of him­

self—which could very well be lower than the pre-test appraisal. Therefore, 

the increase in self-awareness could, in this case, reduce the mean gain as­

sessment of the residence counselors who experienced the inservice training. 

With respect to the negative ’T 1 value for non-possessive warmth, this may 

have been affected by the error of measurement.

Table 5 shows the statistics that enabled the investigator to de­

termine whether the inservice training experience increased the residence 

counselors' self-appraisal on certain specified characteristics and assess­

ment of certain specified responsibilities.

Hypothesis Nine

This hypothesis was concerned with whether the residence coun­

selors' experience of inservice training increased their assessment of the 

personal characteristics specified in Appendix E.

The research hypothesis was:

When the residence counselors appraise themselves on certain spec­
ified characteristics, there will be no significant difference between 
those residence counselors given training and those not given train­
ing when comparing their mean gain scores on the Residence Coun­
selor Self-Evaluation Inventory.

Symbolically:

"null XE - XC = 0

^alternative XE > XC
where = mean specified characteristics gain score of the residence 

counselors who experienced the inservice training and = mean specified



TABLE 5

COMPARISON OF TRAINED AND UNTRAINED MALE RESIDENCE COUNSELORS 
AT THE UNIVERSITY OF ARIZONA, 1968: PERCEPTIONS OF THEIR OWN

SELF-APPRAISAL ON CERTAIN SPECIFIED CHARACTERISTICS, THEIR OWN 
PERCEIVED DEGREE OF RESPONSIBILITY TOWARD INDIVIDUAL STUDENTS, 
UNIT ENVIRONMENT, ADVISING STUDENT GROUPS, AND ADMINISTRATIVE

PROCEDURES, USING t-TESTS 
Total N = 20

Trained Untrained Standard
Hypotheses Mean Gain SD Mean Gain SD Error t

H9 Assessment of Specified Character­
istics 8. 50 8.96 6. 90 6.04 3.42 .47

H10 Assessment of Responsibility To­
ward Individual Students 4.90 3.38 1.80 4.31 1.73 1.79*

H11 Assessment of Responsibility To­
ward Living Unit Environment 2.70 3.32 1.40 2.22 1.26 1.09

H12 Assessment of Responsibility To­
ward Advising Student Groups 5.40 4. 50 1.90 8.30 2.98 1.17

H13 Assessment of Responsibility To­
ward Administrative Procedures 2.70 3.33 2.70 3.18 1.46 .00

H14 Assessment of Specified Character­
istics and Responsibilities Combined 23.60 18.45 15. 00 15.63 7.44 1.16

t (18, .05) = +1.73 (one-tailed) 
^Significant at the . 05 level
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characteristics gain score of the residence counselors who did not experi­

ence the inservice training.

An independent t-test of +.47, not significant at the .05 level, re­

sulted when the mean gain scores were compared.

As indicated by the analysis, the research hypothesis was upheld, 

since there was not a statistically significant gain in the mean scores of 

the residence counselors’ self-appraisal of the specified personal character­

istics as a result of their experiencing inservice training.

Hypothesis Ten

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors' perception of their degree 

of responsibility toward individual students.

The research hypothesis was:

When the residence counselors assess themselves on their degree of 
responsibility toward individual students, there will be no significant 
difference between those residence counselors given training and 
those not given training when comparing their mean gain scores on 
the Residence Counselor Self-Evaluation Inventory.

Symbolically:

null XE -  XC = 0

^alternative XE >  XC
where Xg = mean responsibility toward individual students gain score of the 

residence counselors who experienced the inservice training and = mean 

responsibility toward individual students gain score of the residence counsel­

ors who did not experience the inservice training.

An independent t-test of +1.79, significant at the .05 level, resulted 

when the mean gain scores were compared.
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As indicated by the analysis, the research hypothesis was rejected. 

There was a statistically significant gain in the mean scores of the resi­

dence counselors' assessment of their degree of responsibility toward indi­

vidual students as a result of their experiencing inservice training.

Hypothesis Eleven

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors' perception of their degree 

of responsibility toward living unit environment.

The research hypothesis was:

When the residence counselors assess themselves on their degree of 
responsibility toward living unit environment, there will be no sig­
nificant difference between those residence counselors given training 
and those not given training when comparing their mean gain scores 
on the Residence Counselor Self-Evaluation Inventory.

Symbolically:

null XE -  XC = 0

^alternative ^E ^
where = mean responsibility toward living unit environment gain score 

of the residence counselors who experienced the inservice training and X̂ ,

= mean responsibility toward living unit environment gain score of the 

residence counselors who did not experience the inservice training.

An independent t-test of +1.09, not significant at the .05 level, re­

sulted when the mean gain scores were compared.

The data provided evidence for accepting the research hypothesis

that the residence counselors' mean gain assessment of their degree of 

responsibility toward living unit environment does not increase as a result 

of their experiencing inservice training.
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Hypothesis Twelve

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors' perception of their respon­

sibility toward advising student groups.

The research hypothesis was:

When the residence counselors assess themselves on their degree of 
responsibility toward advising student groups, there will be no sig­
nificant difference between those residence counselors given training 
and those not given training when comparing their mean gain scores 
on the Residence Counselor Self-Evaluation Inventory.

Symbolically:

null

alternative

XE " XC = 0

where Xg = mean responsibility toward advising student groups gain score 

of the residence counselors who experienced the inservice training and X^

= mean responsibility toward advising student groups gain score of the resi­

dence counselors who did not experience the inservice training.

An independent t-test of +1.17, not significant at the .05 level, re­

sulted when the mean gain scores were compared.

As indicated by the analysis, the research hypothesis was upheld, 

since there was not a statistically significant gain in the mean score of the 

trained residence counselors' perception of their degree of responsibility 

toward advising student groups as result of their experiencing inservice 

training.
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Hypothesis Thirteen

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors' assessment of their admin­

istrative responsibility.

The research hypothesis was:

When the residence counselors assess themselves on their degree of 
administrative responsibility, there will be no significant difference 
between those residence counselors given training and those not 
given training when comparing their mean gain scores on the Resi­
dence Counselor Self-Evaluation Inventory.

Symbolically:

Hnull %E -  %C

^alternative XC
where Xg = mean administrative responsibility gain score of the residence 

counselors who experienced the inservice training and X ,̂ = mean admin­

istrative responsibility gain score of the residence counselors who did not 

experience the inservice training.

An independent t-test of +. 00, not significant at the . 05 level, re­

sulted when the mean gain scores were compared.

The data provided evidence for accepting the research hypothesis 

that the residence counselors' mean gain assessment of their administrative 

responsibility does not increase as a result of their experiencing the in- 

service training.

Hypothesis Fourteen

This hypothesis was concerned with whether the inservice training 

experience increased the residence counselors' self-appraisal on certain 

specified characteristics and their combined assessment of their degree of
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responsibility toward individual students, unit environment, advising student

groups, and administrative procedures. 

The research hypothesis was:

When the residence counselors assess themselves on certain spec­
ified characteristics and their degree of responsibility for individual 
students, unit environment, advising student groups, and admini­
strative procedures, there will be no significant difference between 
those residence counselors given training and those not given train­
ing, when comparing their total mean gain scores on the Residence 
Counselor Self-Evaluation Inventory.

Symbolically:

null

alternative

XE -  XC = ° 

XE ^  XC
where Xv = mean total gain score on the Residence Counselor Self-Evaluation

Inventory of the residence counselors who experienced inservice training and •

Xq = mean total gain score on the Residence Counselor Self-Evaluation In­

ventory of the residence counselors who did not experience inservice training.

An independent t-test of +1.16, not significant at the .05 level, re­

sulted when the mean scores were compared.

The data provided evidence for accepting the research hypothesis 

that the residence counselors’ mean self-appraisal gain and their combined 

assessment of their degree of responsibility for individual students, unit 

environment, advising student groups, and administrative procedures does 

not increase as a result of their experiencing inservice training.

Discussion on Hypotheses Nine Through Fourteen

Hypotheses nine through fourteen were concerned with the residence 

counselors' assessment of the residence counselor characteristics specified 

in Appendix E, and perception of. their degree of responsibility toward
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individual students, living unit environment, advising student groups, and 

administrative procedures. . The statistical analyses provided evidence for 

concluding that there was a significant change in the perception of the resi­

dence counselors who experienced inservice training when compared with the 

change in perception of the residence counselors who did not experience in- 

service training, on only one perceived responsibility, that toward individual 

students. All the other research hypotheses were upheld.

It should be noted, however, that although the mean gain perception 

of the residence counselors who experienced the training was not statistic­

ally significant, there were definite positive trends with respect to two 

responsibilities as well as in the combined score. The two responsibilities 

were living unit environment and advising student groups. As noted in Table 

5, the "t" values for these sub-tests exceeded 1.0.

The analysis provoked some questioning as to the possible reasons 

for the lack of significant gains in several of the responsibilities and per­

sonal characteristics assessed in hypotheses nine, eleven, twelve, thirteen, 

and fourteen. Hypothesis nine was concerned with the residence counselors’ 

appraisal of themselves as individuals. As was the case with the hypotheses 

in the preceding section, the inservice training experience may have enabled 

the residence counselors to have a more realistic appraisal of themselves in 

the post-test than they did in the pre-test. With respect to the hypothesis 

that measured the residence counselors’ degree of responsibility toward ad­

ministrative procedures, it should be noted that the elements that made up 

the type of items that assessed this responsibility were not stressed during 

the training program as much as the interpersonal aspects of the residence
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counselors' job. This is  shown in the significant gain in the residence 

counselors' perception of their responsibility toward individual students. 

The other responsibilities were covered in the training program in about 

equal duration and depth. This may have been the reason that the resi­

dence counselors' responsibility toward individual students increased and 

the others did not.

Section Summary

The analysis of the data showed three definite patterns: (1) The

resident students assessed the residence counselors who experienced the 

training as having a statistically significant gain in non-possessive warmth 

and genuineness and all three conditions combined, whereas the residence 

counselors who did not experience inservice training were not perceived to 

gain in the facilitative conditions. (2) The residence counselors who experi­

enced inservice training did not assess themselves to have a statistically 

significant gain in accurate empathy, non-possessive warmth, and genuine­

ness. (3) The residence counselors who experienced inservice training 

assessed themselves to have a statistically significant gain in only one re­

sponsibility—that toward individual students and in the case of the other 

responsibilities and personal characteristics they perceived themselves to 

have gained, but not significantly. Discussions at the end of each section 

included analysis of the findings and implications.

Analysis of Instruments

This section discusses the two instruments used to gather the data 

upon which the hypotheses were tested, the Relationship Questionnaire and

the Residence Counselor Self-Evaluation Inventory.
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Relationship Questionnaire

Two procedures, intercorrelation matrix and item analysis, were 

used to analyze this instrument.

Intercorrelation Matrix. An intercorrelation matrix was developed 

for the gain scores of the residence counselor self-appraisal and the gain 

scores of the resident students' appraisal of the residence counselor.

Table 6 shows that there is significantly high positive correlation 

between the sub-test gain scores of the Relationship Questionnaire with re­

spect to the sample of residence counselors.

The analysis of these data was consistent with the research sum­

marized in Truax and Carkhuff (1967). That is to say, the three core 

conditions of accurate empathy, non-possessive warmth, and genuineness 

are highly interrelated. It should also be noted that several of the items 

that make up the instrument measure more than one of the core conditions 

of accurate empathy, non-possessive warmth, and genuineness; this would be 

a reason for high correlations. This may tend to show that because a gain 

in one core condition may cause a gain in the other core conditions, future 

comparisons should perhaps use the total gain score in place of the three 

separate sub-tests.
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INTERCOKRELATION MATRIX FOR GAIN SCORES ON THE COMPARISON 
OF TRAINED AND UNTRAINED MALE RESIDENCE COUNSELORS 

AT THE UNIVERSITY OF ARIZONA, 1968: PERCEPTIONS OF
THEIR OWN FACILITATIVE LEVELS OF ACCURATE EMPATHY, 

NON-POSSESSIVE WARMTH, AND GENUINENESS 
Total N = 20

TABLE 6

Accurate Empathy Gain Score
Genuineness Gain Score
Total Relationship Questionnaire Score

r (20, .05) = .38
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Table 7 shows a significantly high correlation between the sub-test 

gain scores of accurate empathy, non-possessive warmth, and genuineness 

on the Relationship Questionnaire. It also shows a significantly high corre­

lation between the gain score for non-possessive warmth and year in college 

along with the gain score for genuineness and year in college. With respect 

to significance, such a large N would yield a small r. If this is taken into 

account with the small coefficients of determination—that is to say, the 

amount of variance that can be accounted for in one variable by a semantic 

movement in another variable—the degree of relationship between year in
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college and the three sub-test gain scores of the Relationship Questionnaire

would seem meaningless, due to the error of testing.

TABLE 7

INTERCORRELATION MATRIX FOR GAIN SCORES AND YEAR IN COLLEGE 
ON THE COMPARATIVE ASSESSMENTS OF TRAINED AND UNTRAINED 

RESIDENCE COUNSELORS BY MALE RESIDENT STUDENTS AT THE 
UNIVERSITY OF ARIZONA, 1968: IN TERMS OF THE RESIDENCE 
COUNSELORS' FACILITATIVE LEVELS OF ACCURATE EMPATHY, 

NON-POSSESSIVE WARMTH, AND GENUINENESS 
Total N = 156

Non-Possessive Warmth Gain Score 
Accurate Empathy Gain Score 
Genuineness Gain Score 
Total Relationship Questionnaire Score

r (156, .05) = .13
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As was the case with the accurate empathy, non-possessive warmth, 

and genuineness gain scores discussed in the previous section, the analysis 

of these data further supports the assumption that the core conditions of ac­

curate empathy, non-possessive warmth, and genuineness are closely related 

and in fact, in some cases, measure the same thing. These core conditions 

are so highly interrelated that separation by content would be difficult. This



88

too is supported by the fact that several of the items measure all three of 

the core conditions.

It should be noted that there was a significantly high correlation be­

tween the sub-test gain scores and the total gain scores of the Relationship 

Questionnaire with respect to both samples (see Tables 6 and 7). These 

high correlations, as discussed earlier in the chapter, may have affected 

the results of hypotheses testing.

Item Analysis. The process used was to correlate the responses 

to each item by comparing the sub-test score of people who answered the 

items with the sub-test score of people who did not answer the items. By 

using the three sub-tests, this process yields a relatively unambiguous 

score. The item analysis was conducted against the total score on the 

test, thus yielding and indicating the degree of internal consistency, i. e . , 

an indication of the consistency of performance on all items within a test. 

Therefore, people who scored high on the test should have consistently an­

swered more of the keyed items than the people who did not answer the 

keyed items. Because the responses are dichotomous (True-False), a point 

biserial correlation was used. With respect to levels of discrimination of 

an item analysis, Ebel (1965) stated that: "Experience with a wide variety

of tests suggests that the indices of item discrimination for most of them 

can be evaluated on these terms:

Index of Discrimination Items Evaluation

. 40 and up Very good item

Reasonably good but 
possibly subject to 
improvement

.30 to .39
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.20 to .29 Marginal items, usually 
needing and being sub­
ject to improvement

Below . 19 Poor items, to be re­
jected or improved by 
revision

The above discussion should be kept in mind when the reader re­

views the item analysis on the Relationship Questionnaire. Table 8 shows 

the item analysis on the Relationship Questionnaire using an N of 156.

By using this index of discrimination in conjunction with the item 

analysis on the three sub-tests of the Relationship Questionnaire, it was 

possible to derive the following findings about the sub-tests' discriminating 

power. The sub-test that measured non-possessive warmth was found to 

have forty-nine pre-test and fifty-four post-test items with very good dis­

criminating power; seventeen pre-test and eleven post-test- items had a 

discriminating power that was reasonably good. Six pre-test and six post­

test items were classified as marginal, while only one pre-test item and 

two post-test items were considered poor. The sub-test that measured ac­

curate empathy had thirty-nine pre-test and thirty-two post-test items 

classified as very good. Seven pre-test and twelve post-test items were 

considered reasonably good; and two pre-test and three post-test items were 

marginal, while none of the pre-test and only one of the post-test items was 

considered poor. The sub-test that measured genuineness had forty pre-test 

and thirty-nine post-test items considered very good, and twelve pre-test 

and seven post-test items were found to be reasonably good. Five pre-test 

and nine post-test items were classified as marginal, while none of the pre­

test and two of the post-test items were considered poor.
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TABLE 8

ITEM ANALYSIS FOR THE RESIDENT STUDENTS' ASSESSMENTS OF THEIR 
RESIDENCE COUNSELORS' FACIUTATIVE LEVELS OF ACCURATE 

EMPATHY, NON-POSSESSIVE WARMTH, AND GENUINENESS ON THE 
RELATIONSHIP QUESTIONNAIRE 

Total N = 156

Non-Possessive
Warmth____________ Accurate Empathy__________ Genuineness

Item Pre Post Item Pre Post Item Pre Post

1 .34 .35 2 .47 .35 1 .36 .34
2 .39 .41 3 .43 .45 5 .30 .27
3 .42 .50 4 .34 .22 6 .36 .33
9 .32 .26 6 .35 .30 7 .32 .37

11 .38 .26 8 .39 .36 12 .32 .41
13 .38 .44 10 .43 .40 13 .48 .46
14 .52 .25 14 .44 .53 14 .52 .14
15 .29 .43 17 .47 .48 15 .29 .50
16 .42 .34 23 .46 .40 16 .47 .16
18 .47 .59 25 .31 .21 20 .50 .51
19 .34 .59 26 .41 .34 21 .42 .44
22 .41 .55 30 .35 .41 22 .42 .51
23 .39 .53 31 .49 .46 26 .54 .13
24 .38 .44 . 33 .41 .37 27 .49 . 55
26 .48 .37 37 .41 .45 29 .41 .65
28 .56 .43 38 .48 .35 30 .61 .22
32 .44 .49 42 .42 .36 31 .27 .28
34 .44 .58 44 .36 .45 32 .34 .50
35 .24 .52 47 .52 .37 35 .48 .51
36 .52 .36 48 .46 .48 36 .63 .25
40 .51 .36 53 .33 .34 39 .32 .42
42 . 59 .34 54 .51 .40 41 .45 .41
43 .39 .17 57 .26 .27 43 .46 .29
46 .51 .41 59 .24 .13 45 .52 .35
48 .55 .39 60 .47 .36 48 .41 .30
52 .36 .60 66 .53 .59 49 .33 .64
55 .53 .20 71 .64 .43 50 .51 .50
56 .43 .37 76 .61 .49 51 .48 .64
58 .51 .51 77 .43 .45 53 .50 .49
61 .25 .35 79 .56 .49 55 .26 .28
62 .20 .21 • 80 .47 .42 61 .44 .40
63 .43 .41 81 .54 .42 62 .26 .26
65 .50 .42 84 .44 .44 64 .44 .58
68 .35 .41 87 .61 .57 67 .38 .40
70 .34 .47 93 .41 .47 69 .39 .49
71 .44 .53 94 . 53 .40 70 .43 .20
72 . 56 .40 100 . 50 .48 71 .54 .60
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TABLE 8, Continued

Non-Possessive
Warmth Accurate Empathy Genuineness

Item Pre Post Item Pre Post Item Pre Post

73 .38 .32 103 .46 .41 72 .50 .44
75 .38 .58 104 .46 .45 74 .42 .45
76 .53 .42 107 . 55 .50 83 .58 .57
77 .47 .52 109 .47 .36 85 .46 .62
78 .43 .45 110 . 65 .45 86 .33 .54
79 .29 .41 112 .64 .58 88 .62 .32
80 .41 .59 119 .55 .51 92 .57 .57
81 .45 .51 123 .64 .39 96 .61 .68
82 .58 .61 124 .54 .49 97 .59 .62
83 .49 . 61 128 .49 .60 98 .40 .70
84 .58 .56 129 .41 .42 99 .29 .67
85 .43 .56 103 .21 .48
86 .35 .49 105 .60 .23
88 .19 .25 106 .60 .64
89 .57 .64 115 .68 .52
90 .69 .45 117 .59 .50
91 .64 .18 120 .68 .46
95 .51 .61 122 .66 .52
96 .36 . 65 123 .55 .50
97 .61 .62 125 .52 .66

101 .44 .51 130 .34 .31
102 .59 .52
106 .63 .63
108 .60 .33
111 .63 .68
114 .59 .62
116 .44 .66
117 .28 .45
118 .59 .48
119 .38 .54
121 .62 .52
122 .66 .52
126 .61 .58
127 .64 .61
128 .44 .56
129 .58 .39
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From the analysis, it was shown that the instruments’ three sub­

tests had high discriminating power. That is to say, the sub-tests were 

internally consistent. It was therefore concluded that the instrument was 

reliable with respect to the sample of this study.

Table 9 shows an interesting pattern of the relationship between 

the sub-tests of the Residence Counselor Self-Evaluation Inventory. While 

several of the sub-tests had significantly high correlation with each other, 

others did not. The analysis of these data showed that the items that as­

sessed the residence counselors’ responsibilities toward advising student 

groups measured a trait or attitude that was not characteristic of the other 

responsibilities. However, the other sub-tests’ items seemed to measure 

similar traits. After reviewing this analysis, the investigator reviewed the 

instrument once again. By visual comparison it was possible to derive an 

explanation for the pattern shown in Table 9. The items that assessed this 

residence counselor responsibility were concerned with management factors, 

whereas the other sub-test items assessed a student personnel type of re­

sponsibility. The sub-test that measured responsibility toward advising 

student groups assessed a trait which the residence counselors considered 

quite different from the traits measured by the other four sub-tests. It 

should be noted that there was a significantly high correlation between the 

sub-tests’ gain scores and the total gain score of the Residence Counselor 

Self-Evaluation Inventory. The degree to which the sub-tests affect the
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total score is directly related to the number of items in each sub-test. 

The sub-test that assessed self-appraisal had the most items; therefore,

it had the highest correlation with the total gain score.

TABLE 9

INTERCORRELATION MATRIX FOR THE COMPARISON OF TRAINED AND 
UNTRAINED MALE RESIDENCE COUNSELORS AT THE UNIVERSITY OF 

ARIZONA, 1968: PERCEPTIONS OF THEIR OWN SELF-APPRAISAL
ON CERTAIN SPECIFIED CHARACTERISTICS, THEIR OWN PERCEIVED 

DEGREE OF RESPONSIBILITY TOWARD INDIVIDUAL STUDENTS, 
UNIT ENVIRONMENT, ADVISING STUDENT GROUPS, AND 

ADMINISTRATIVE PROCEDURES 
Total N = 20
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Living Unit Environment . 60
Advising Student Groups .18 .28
Administrative Procedures .66 .31 .07
Self-Appraisal .51 .57 .19
Total Score .75 .74 .59

r (18, .05) = *38

Analysis of Training Program

This section is divided into two parts. The first part contains an 

analysis of the verbal behavior of the trainer and the residence counselors 

as coded on the Group Interaction Analysis Instrument. The second part
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contains an analysis of the residence counselors' responses to the Training 

Program Evaluation Inventory.

Analysis of the Trainer's and Residence Counselors' Verbal Behavior

Only the per cent of verbal behavior that took place during five of 

the six verbal activities of this program will be discussed. Activity six, 

the sixth verbal activity, related to the use of a resource person, and be­

cause this analysis concerns itself with only the verbal interaction between 

the trainer and residence counselors, activity six will be excluded from the 

analysis.

Because the reader will need to recall the various activities with 

respect to the nine objectives, an outline of the five pertinent activities is 

included below:

Activity 1. Trainer introducing new materials; classified as 
extra content.

Activity 3. Group dissemination of materials introduced and 
presented by trainer.

Activity 4. Group "role playing."

Activity 5. Case study and "role playing" analysis.

Activity 7. Residence counselor sharing experiences with the 
group (other than activity 4 or 5).

Tables 10 through 14 discuss these five activities in conjunction 

with training program objectives on the verbal behavior of the trainer and 

the residence counselors. It is important for the reader to note that the 

cut-off levels for determining whether the objectives were or were not 

achieved, were assigned by the investigator after a review of studies that 

used Flanders' (1965) Interaction Analysis.
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It should be noted that the cut-off points varied from study to study, 

and in most cases the decision was left to the investigator.

Table 10 shows the per cent of the total trainer talk that enabled 

the investigator to determine whether the related objectives were met. The 

total per cent of trainer talk was determined by adding all the tallies in 

categories one through seven of the Group Interaction Analysis Instrument 

and dividing the figure by the total amount of tallies in all the forty cate­

gories of the code. The per cent of total trainer talk was determined by 

dividing the sum tallies in each category that measured the respective ob­

jectives by the total number of trainer talk tallies.

Objective One. As indicated by the per cent of trainer talk, this 

objective was achieved by accepting and using the students' ideas a signif­

icant amount of the time he spoke. It should also be noted that during the 

"case study" and "role playing" analysis activity (Activity 5) more than half 

of the trainer talk was spent accepting and using the ideas of the residence 

counselors.

Objective Two. As indicated by the per cent of trainer talk, this

objective was not met. The table shows that, at best, a little more than

one-tenth of the trainer talk was spent accepting the feelings of the resi­

dence counselors.

Objective Three. The analysis of the per cent of trainer talk gave 

evidence to decide that this objective was not met.

Table 11 shows the per cent of total trainer talk in Category 4 

(asking questions) that enabled the investigator to determine whether the

related objectives were met. The total per cent of trainer talk in Category
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PER CENT OF TOTAL TRAINER TALK DURING ACTIVITIES 1, 3, 4, 5, 
AND 7 WITH RESPECT TO THE TRAINING PROGRAM'S OBJECTIVES 

ON THE TRAINER'S VERBAL BEHAVIOR

TABLE 10

Total Per Cent
of Trainer Talk

T—1 00 in

& £ £ £

33 •| 33 -w

< < < < <
41 26 19 31 24

Per Cent of Total
Objectives Trainer Talk

Objective 1. The trainer will accept and
use the ideas of the residence 
counselors 35 per cent of the 
time he talks. 18 49 38 60 40

Objective 2. The trainer will accept the
feeling of the residence counselors 
15 per cent of the time he talks. 3 1 10 12 11

Objective 3. The trainer will praise and •
encourage the residence counsel­
ors 15 per cent of the time he 
talks. 2 3 1 4 10
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PER CENT OF TOTAL TRAINER TALK IN CATEGORY 4 
(ASKING QUESTIONS) WITH RESPECT TO A TRAINING PROGRAM 

OBJECTIVE ON THE TRAINER’S VERBAL BEHAVIOR DURING

TABLE 11

ACTIVITIES 4, 5, AND 7

1
Total Per Cent 

of Trainer Talk 
in Categories 
4^ through 4g
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Objective

Per Cent of 
Total

Trainer Talk
in Categories
4. and 4_4 5

Objective 4. During activities 4, 5, and 7 when the 
trainer asks questions he will ask them on 
the application and analysis levels 60 per 
cent of the time. 89 60 87

4 was determined by adding all the tallies in Categories 4 through 4g of the 

Group Interaction Analysis Instrument and dividing this figure by the total 

amount of tallies in all the forty categories of the code. The per cent of 

total trainer talk was determined by dividing the sum tallies in categories 

4  ̂ and 4  ̂ by the sum tallies in categories 4  ̂ through 4g.

Objective Four. As indicated by the per cent of trainer talk in 

Category 4 (questioning), the objective was achieved. The trainer was able 

to keep the questioning on the application and analysis levels. It should be



noted that while in the "role playing" activity (Activity 4), almost 90 per 

cent of the questions asked by the trainer were at the application and 

analysis levels.

Table 12 shows the per cent of total residence counselor talk that 

enabled the investigator to determine whether the related objectives were 

met. The total per cent of residence counselor talk was determined by add­

ing up all of the tallies in categories 9  ̂ through 9g of the Group Interaction 

Analysis Instrument and dividing this figure by the total number of tallies in 

all the forty categories of the code. The per cent of total residence coun­

selor talk was determined by dividing the category that measured the 

respective objective by the total number of residence counselor talk tallies.

Objective Five. As indicated by the per cent of residence coun­

selor talk, this objective was met in only one activity (Activity 3), although 

it was almost achieved in Activity 5.

Objective Six. The per cent of residence counselor talk on this 

objective did not meet the necessary requirements for acceptance; it was 

therefore decided that this objective was not met.

Objective Seven. The per cent of residence counselor talk indi­

cated that this objective was also not met. Table 12 shows that only half 

of the necessary per cent score was achieved, at best.

98
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TABLE 12

PER CENT OF TOTAL RESIDENCE COUNSELOR-INITIATED TALK DURING 
ACTIVITIES 1, 3, 4, 5, AND 7 WITH RESPECT TO THE 

TRAINING PROGRAM'S OBJECTIVES ON THE RESIDENCE COUNSELORS'
BEHAVIOR

Objectives

Total Per Cent of 
Residence Counselor- 

Initiated Talk
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51 67 76 63 69

Per Cent of Total 
Residence Counselor- 

Initiated Talk

Objective 5. The residence counselors will 
accept and use the ideas of the 
other group members 20 per cent 
of the time they initiate talk.

Objective 6. The residence counselors will 
accept the feelings of the other 
group members 10 per cent of the 
time they initiate talk.

Objective 7. The residence counselors will 
praise and encourage other group 
members 10 per cent of the time 
they initiate talk.

21 12 18

1 1 2

14

4

5

Table 13 shows the per cent of total residence counselor talk that 

was initiated by the trainer that enabled the investigator to determine wheth­

er the related objective was met. The total per cent of residence counselor 

talk initiated by the trainer was determined by adding all the tallies in 

categories 8  ̂ through 8g of the Group Interaction Analysis Instrument and 

dividing this figure by the total amount of tallies in all the forty categories
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of the code. The per cent of total trainer-initiated residence counselor talk 

was determined by dividing the sum tallies in categories 8  ̂ and 8  ̂ by the

sum tallies in categories 8  ̂ through 8g.

TABLE 13

PER CENT OF TOTAL TRAINER-INITIATED RESIDENCE COUNSELOR 
TALK WITH RESPECT TO THE TRAINING PROGRAM'S OBJECTIVE 

ON THE RESIDENCE COUNSELORS' VERBAL BEHAVIOR DURING
ACTIVITIES 4, 5, AND 7

Objective

Total Per Cent 
of Residence 

Counselor Talk 
in Categories 
81 through 8g

>>25
£
<

to

>

o
<

5
o
<

8 5 7
Per Cent of 

Total
Residence

Counselor Talk
in Categories

8. and 8C 4 5

Objective 8. During activities 4, 5, and 7, the residence 
counselors will respond to questions asked by the 
trainer on the application and the analysis levels 
during 60 per cent of trainer-initiated residence 
counselor talk. 97 91 73

Objective Eight. As indicated by the per cent of trainer-initiated 

residence counselor talk, the objective was achieved. The residence coun­

selor responded at the application and analysis levels an impressive per cent 

of the time. It should be noted that Activities 4 and 5 showed a highly sig­

nificant level of response, pattern.
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Table 14 shows the per cent of total residence counselors in cate­

gories 9g  ̂ through 9  ̂  ̂ that enabled the investigator to determine whether 

the related objective was met. The total per cent of residence counselor 

talk in categories 9  ̂ through 9  ̂ g was determined by adding all the tallies 

in these categories of the code. The per cent of total residence counselor 

lecture talk was determined by dividing the sum tallies in categories 9  ̂  ̂

and 9g 5 by the sum tallies in categories 9̂   ̂ through 9  ̂ g.

TABLE 14

PER CENT OF TOTAL RESIDENCE COUNSELOR TALK IN CATEGORIES 
9 THROUGH 9 WITH RESPECT TO THE TRAINING PROGRAM'S 

5,1 5,b OBJECTIVE ON THE
LEVEL OF RESIDENCE COUNSELOR 

VERBAL BEHAVIOR

Total Per Cent of
Residence Counselor

Talk in Categories
95 .1 through 05. 6

r-4 CO ^ lO b -

>> % ^ >> >>

1  1  o

•*-a

33 s
< < < < <
44 48 58 43 52

Per Cent c)f Total
Residence Counselor

Talk in Categories
Objective 95 .4 and 95. 5

Objective 9. While lecturing, the residence 
counselors will talk at the applica­
tion and analysis levels 60 per cent 
of the time. 27 75 98 96 91
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Objective Nine. The per cent of residence counselor talk indicated 

that the residence counselors did lecture at the application and analysis 

levels a high percentage of the time. It should be noted that Activity 1 was 

primarily a trainer-structured activity, while Activities 3, 4, 5, and 7 were 

not trainer-structured.

Discussion and Implications of Training Program

This section has taken each objective and analyzed it in terms of 

the per cent of verbal interaction that took place during the specified ac­

tivities of this study.

It was shown that there was more acceptance and use of student 

ideas during the less structured activities. Table 14 showed that when the 

trainer accepted and used the ideas of the residence counselors, the resi­

dence counselors spoke on higher cognitive levels. A comparison of Tables 

10 and 11 with Tables 13 and 14 supports the general statement that "The 

residence counselors' verbal behavior was directly affected by the trainer's 

verbal behavior."

As a result of the analysis on the trainer's and residence counsel­

ors' verbal behavior, several points worthy of discussion developed. The 

review of the literature of the trainer's behavior mentioned that such behav­

ior as acceptance of feelings and ideas, praise and encouragement are vital 

for the behavior change of the trainee. It has already been stated that the 

program objectives regarding these behaviors were not met. This would 

seem to affect the desired residence counselors' behavior change. Yet, as 

perceived by the men in their living units, the residence counselors who ex­

perienced training exhibited behavior change. That is to say, their facilitative
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level of non-possessive warmth and genuineness increased. This may mean 

that perhaps the two objectives that related to the trainer's accepting the 

feelings, praising and encouraging the residence counselors were not as 

important as the objective of the trainer's accepting and using the residence 

counselors' ideas. However, there may be other factors that influenced the 

behavior change of the residence counselors. The non-verbal behavior that 

took place may have been very supportive and encouraging, along with the 

way in which the trainer accepted and used the ideas of the residence coun­

selors.

As discussed in the next section, the responses to the training pro­

gram were very positive; therefore, the residence counselors may have 

perceived the trainer as giving praise or accepting feeling when in fact the 

trainer thought he was not.

The per cent of high level (application and analysis) question and. 

answers gives support to the research findings discussed in Chapter II.

That is to say, high level cognitive experiences can bring about high level 

behavior change. This is further supported by the high per cent of resi­

dence counselor-initiated talk in all the verbal activities at the application 

and analysis levels.

In conclusion, it would seem that although several of the objectives 

were not met, the ones that were met may have been the cause of the be­

havior change of the residence counselors who experienced the training pro­

gram.

The fact that the trainer did not accept the feelings of the residence 

counselors enough of the time to obtain significance for achieving the objective
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‘ may be one of the reasons that the residence counselors' gains in their fa- 

cilitative level of accurate empathy were perceived by the men in their units 

not to be significant.

Trained Counselors' Responses to the Training Program

This section will discuss the responses of the experimental group 

to the Training Program Evaluation Inventory. For each item on the inven­

tory, the format is: (1) statement of the item and (2) discussion of the

respondents' comments. The residence counselors' actual responses appear 

in Appendix L.

Item One. "My emotional reactions to the program are. . ."

Most of the residence counselors found the program enjoyable, well 

organized, stimulating, and constructive. Several of the respondents com­

mented on the "terrific" potential that the program had. It was also felt the 

program fulfilled a need on behalf of several of the respondents.

A couple of responses noted that the program was slow getting 

started, while others stressed the influence of the program on their present 

positions.

Generally, the emotional reactions were positive.

Item Two. "My objective reactions to the program are. . ."

All the respondents pointed out that the program enabled them to 

experience, first-hand, problems encountered by a residence counselor.

Two respondents commented that the guest speakers did not discuss rele­

vant topics.

Several of the respondents stated that the program only "scratched 

the surface" of what has to be done.
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There seemed to be concern that the Director of Housing did not 

participate in the actual training program.

Generally, the respondents felt the program was a good, positive 

first step toward the training of Residence Hall Counselors.

Item Three. "My evaluation of the ’case studies’ and 'role play­

ing’ as part of the inservice training program is. . ."

All of the respondents positively stressed two factors of this meth­

od: (1) the use of real-life situations and (2) the means of understanding

other people's feelings. Several of the respondents felt that a more direct 

method of learning could not have been found.

Most of the respondents enjoyed the practical application of the 

situations to everyday dormitory life. Generally, the respondents enjoyed 

the realistic action that the situations generated. It was also stressed that 

the "case studies" led into "role playing" situations.

Item Four. "I would like to recommend. . ."

Most of the respondents stressed the need for a similar program 

at the University of Arizona in future years. Specifically, their recom­

mendations ranged from a desire to discuss more explosive topics such as 

sex deviates to a desire to have the residence counselors paid to partici­

pate in such a training program.

Several of the respondents recommended a closer coordination be­

tween the Dean of Men's office and the Director of Housing's office with 

respect to the training program.

Generally, the respondents stressed the need to continue where 

this program left off.
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Item Five. "My miscellaneous comments are. . ."

This item perhaps had the most diverse responses. The responses 

ran from one residence counselor who felt the program was too long, to 

another who felt the program was not long enough. Others discussed the ef­

fectiveness of the speakers and movies. It was felt that Dr. Christensen 

was "superb," while Dr. Ericksen and Mr. Foster added substantially to the 

program. Case studies were once again stressed as a vital factor to the 

"program’s su ccess." Several of the respondents suggested a course be 

offered on topics covered in the program.

Generally, the comments were most specific about the program

topics.

Item Six. "My evaluation of the effects of the program in relation 

to my effectiveness as a residence counselor is. . ."

All the respondents felt the program had sensitized them to a great­

er awareness of their role as residence counselors. These respondents felt 

the program gave them the experience needed to help them make decisions 

while working with the men in their units. Also, several of the respondents 

felt the training program enabled them to make decisions and accept the 

consequences of those decisions.

Generally, the respondents felt the training program helped them to 

perform their responsibilities and functions in a more productive manner.

Section Summary

This section summarized the responses of the residence counselors 

who experienced the inservice training program to questions developed to 

assess their subjective opinions of the various factors of the program. It
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was found that all of the respondents felt the program was worthwhile and 

in some way helped them.

Chapter Summary

This chapter has reported and discussed the data pertaining to the 

hypotheses of the study, along with a discussion on the instruments used to 

measure the hypotheses. There was also a discussion of the verbal behavior, 

of both trainer and trainee, with respect to the stated objectives of the train­

ing program. The chapter was concluded with a discussion of the residence 

counselors’ opinion of the training program.



CHAPTER V

SUMMARY, CONCLUSIONS, IMPLICATIONS, AND SUGGESTIONS
FOR FURTHER RESEARCH

The study is summarized in this chapter. Conclusions are drawn 

from the evidence provided by the study. Implications for residence coun­

selor training are considered and recommendations for further research are 

made.

Summary

This study was designed to investigate the effects that a specific 

method of inservice training focusing on the intra-personal and interpersonal 

dimensions of the residence counselors' job would have on their attitude and 

behavior. The analysis of these attitudes and behaviors centered around four­

teen hypotheses. The hypotheses were tested in three groups at the .05 level 

of significance by t-tests. The first group hypothesized that when the mean 

gain scores of the trained and untrained residence counselors were com­

pared, the trained residence counselors would be perceived by the men 

living in their units to have a significant gain in the core conditions of ac­

curate empathy, non-possessive warmth, and genuineness. The second 

group hypothesized that when the mean gain scores of the trained and un­

trained residence counselors were compared, the trained counselors would 

assess themselves to have a significant gain in the core conditions of ac­

curate empathy, non-possessive warmth, and genuineness. The first two 

groups of hypotheses were measured by the Truax and Carkhuff (1967)

108



109

Relationship Questionnaire. The third group hypothesized that when the 

mean gain scores of the trained and untrained residence counselors were 

compared, the trained residence counselors would assess themselves to have 

a significant gain in their self-appraisal of characteristics specified in Ap­

pendix E and their degree of responsibility toward individual students, living 

unit environment, advising student groups, and administrative procedures.

This last group of hypotheses was measured by Greenleaf's (1967) Residence 

Counselor Self-Inventory.

The sample for the study was twenty volunteer residence counselors 

and the 156 men who lived in their units. The sample represented seven of 

the fourteen men’s residence halls at the University of Arizona during the 

1968-69 academic year. The twenty residence counselors were randomly as­

signed to two groups. Ten residence counselors experienced training while 

the other ten did not.

A review of the related literature showed that although many institu­

tions had training programs for residence counselors, there was a recognized 

need for more effective methods. The core conditions of a helping relation­

ship, as seen by authorities in the field of professional counseling, and the 

responsibilities of the residence counselors were reviewed. The review of 

the literature discussed the rationale behind the program's objectives and ac­

tivities.

The objectives of the training program were as follows: (1) the

trainer was to accept and use the ideas of the trainees, (2) the trainer was 

to accept the feelings of the trainees, (3) the trainer was to praise and en­

courage the trainees, (4) the trainer was to structure the cognitive level of
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interaction in order to maintain high-level cognitive experiences, (5) the 

trainer was to develop a "permissive," "warm" climate, (6) the trainees 

were to accept and use the ideas of each other, (7) the trainees were to 

accept the feelings of each other, and (8) the trainees were to praise and 

encourage each other.

The trained group participated in a thirteen-week program. They 

met once a week for two hours. The training program was designed to 

meet the objectives of the program and hypotheses of the study. The pro­

gram centered around six verbal activities and two non-verbal activities.

The verbal activities were: (1) the trainer presenting new materials, (2)

group dissemination of materials, (3) role playing, (4) "case study" and 

"role playing" analysis, (5) utilization of resource persons, and (6) resi­

dence counselors’ sharing of their experiences with the group. The non­

verbal activities were the periods when the residence counselors were either 

silently reading or watching a movie.

Analysis of the training program was achieved in two ways: (1) the

objectives were assessed by the coded verbal interaction on the Group Inter­

action Analysis Instrument, and (2) the training program was generally 

measured by the trained residence counselors' responses to the Training 

Program Evaluation Inventory.

Conclusions

On the basis of the findings, the following conclusions can be tenta­

tively made. Generalizations to other situations can be legitimately made 

only if the limitations of this study are kept in mind. This section is divided 

into two parts, Conclusion about Hypotheses and Conclusions about Training 

Program.
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Conclusions About Hypotheses

Hypotheses One Through Four. The method of inservice training 

used in this study increased the residence counselors' facilitative levels of 

non-possessive warmth, genuineness, and the three core conditions combined 

as perceived by the men in their living units. However, the training pro­

gram experience did not increase the residence counselors' facilitative level 

of accurate empathy as perceived by the men in their living units.

Hypotheses Five Through Eight. The method of inservice training 

used in this study did not increase the residence counselors' assessment of 

their facilitative levels of accurate empathy, non-possessive warmth, and 

genuineness.

Hypotheses Nine Through Fourteen. The method of inservice train­

ing used in this study increased the residence counselors’ assessment of 

their degree of responsibility toward individual students. However, it did 

not increase their assessment of their degree of responsibility toward living 

unit environment, advising student groups, and administrative procedures.

Nor did it increase their self-appraisal of the characteristics specified in 

Appendix E.

Conclusions About the Training Program in Terms of the Program Objec­
tives and the Trainees' Reactions to the Program

Objectives

1. The residence counselors did indicate a significant amount of 

talk at the application and analysis levels.

2. The trainer did accept and use the residence counselors' ideas 

a significant amount of the time.



112

3. The trainer asked questions and the trainees answered ques­

tions at the application and analysis levels a significant amount 

of the time.

4. Although the trainer did accept the feelings of the residence 

counselors, and praise and encourage them, he did not accept 

their feelings nor praise and encourage them a statistically 

significant amount of the time.

5. Although the residence counselors who participated in the train­

ing program did accept and use the ideas of each other as well 

as accept the feelings of each other and praise and encourage 

each other, they did not accept and use each other’s ideas, nor 

did they accept the feelings of each other, nor did they praise 

and encourage each other a significant per cent of the time.

Trainees’ Reactions to the Training Program.

6. The trained residence counselors felt the training program had 

excellent carry-over into actual everyday practice.

7. The trained residence counselors felt the "case studies" and 

"role playing" provided the means by which they could experi­

ence first-hand the problems that occur in a residence hall.

8. The trained residence counselors felt the training program 

provided them with a means by which they could share experi­

ences and problems with others.

9. The trained residence counselors generally felt they enjoyed 

the program, and recommended that it be continued next year.
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In general, the major conclusion that might be derived from this 

study is that it was possible to train residence counselors at the University 

of Arizona in from twenty-six to thirty hours and yield effective results.

Implications

As our campuses experience more student revolts and crises, the 

need for a solution is sought. It has been shown that the front-line contact 

afforded the residence counselor may be one of the answers. The effects 

of this relationship were discussed in Chapter n  of this study.

It was shown that residence counselors who experienced the inser­

vice training were thought of as more genuine and warmer men than those 

residence counselors who did not experience the training. The data also 

tend to illustrate that the participants assessed the program to be "worth­

while” and "good." Traditionally, the training of residence hall personnel 

has been largely didactic and aimed at the cognitive level of learning with 

very little emphasis on the affective level of learning.

Data of this study lend support to the contention of many student 

personnel specialists that attempts at affective learning with focus on inter­

personal relationships can be fruitful. The implication of this study is that 

a combination of high-level cognitive and affective experiences should be 

continued in the training programs of residence hall staff. It would seem  

a training program which is developed around the core conditions which fa­

cilitate communication would project favorable results.

The analysis of the data provided several implications as to what 

caused the results:
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1. The significant gain in the trained residence counselors' facil- 

itative levels of non-possessive warmth and genuineness as perceived by the 

men in their living units may have been affected by the trainer's facilitative 

levels of non-possessive warmth and genuineness. This gain may also have 

been affected by the high-level cognitive learning (i.e., application and anal­

ysis) that took place during the actual training program. This is further 

emphasized by the trainer's acceptance and use of the residence counselors' 

ideas a significant per cent of the total group verbal interaction.

2. The significant gain in the trained residence counselors' a ssess­

ment of their degree of responsibility toward individual students may have 

been affected by the high-level cognitive learning (i.e., application and anal­

ysis) that took place during the actual training program. This may also have 

been affected by the fact that more time was spent discussing this respon­

sibility than any of the others.

3. The lack of significant gain in the trained residence counsel­

ors' facilitative level of accurate empathy as perceived by the men in their 

living units may have been affected by the trainer's facilitative level of 

accurate empathy. It may also have been affected by the trainer's not ac­

cepting the feelings of the residence counselors, as shown in the objective 

that measured that behavior. This may mean that if the trainer's behav­

ior had been more empathetic or if he had accepted the feelings of the 

trainees more frequently, the facilitative level would have increased.

4. The lack of a significant gain in the trained residence coun­

selors' assessment of their facilitative levels of accurate emapthy, non- 

possessive warmth, and genuineness may have been caused by several fac­

tors. As discussed in Chapter IV, the training experience alone may have
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had an effect on how they assessed themselves in the post-test. That is 

to say, they may have had a more realistic assessment in the post-test.

It was also mentioned that the negative "t" value for non-possessive warmth 

may have occurred by the error of measurement.

5. The lack of a significant gain in the trained residence counsel­

ors' assessment of their degree of responsibility toward living unit environ­

ment, advising student groups, and administrative procedures, along with 

the residence counselors' appraisal of themselves as individuals, may have 

been affected in the same manner as their assessment of their facilitative 

core conditions. The gains may have also been affected by the distribution 

of emphasis in the training program's content. It has already been men­

tioned that the program emphasized the interpersonal aspects of the residence 

counselors' job. Little emphasis was placed on administrative procedures. 

The positive trend seems to indicate that if the program had been longer,

it would have had a more significant effect on the residence counselors' as­

sessment of their concern toward these responsibilities.

These results indicate that if differences in the residence counsel­

ors' assessment of these responsibilities and personal characteristics do 

exist, the Residence Counselor Self-Evaluation Inventory was not sensitive 

to such a change.

6. It has been shown that although the objectives concerning cer­

tain types of trainer and trainee verbal behavior were not met, there still 

was a significant gain in the resident students' assessment of their resi­

dence counselors’ facilitative levels of non-possessive warmth and genuine­

ness. This may imply that these verbal behaviors are not necessary for 

successful behavior change.
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Suggestions for Further Research

As previously stated, several implications grew out of the analysis 

of the data. In this section the suggestions for further research with respect 

to these implications, along with other stated possible topics of investigation, 

are discussed.

It is suggested that research be done to determine what effect in- 

service training has on the residence counselors' self-assessment of their 

facilitative levels of accurate empathy, non-possessive warmth, and gen­

uineness, along with their self-assessm ent of their responsibility toward 

individual students, advising student groups, living unit environment, and 

administrative procedures. This research should be carried out to enable 

the investigator to make allowances for this effect, if there is one.

It is also suggested that prior to any training program, the train­

er's facilitative levels of the core dimensions be assessed by qualified 

professional counselor educators by using the Truax Rating Scales.

Several of the items on the three sub-tests of the Relationship 

Questionnaire proved to have low internal consistency as a result of the 

item analysis. Further studies that use this instrument would omit these 

items, thus providing a more reliable instrument.

More research should be carried out at The University of Arizona 

to ascertain what would be the necessary payment to residence counselors 

for participating in an organized training program. In conjunction with this, 

more research should be carried out to determine the various factors that 

would make up such a program.
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The analysis of the patterns of verbal interaction showed very 

little acceptance of trainee feelings by the trainer, along with very little 

praise and encouragement. After reviewing the tapes several times, it 

was decided that the praise and encouragement came many times in the 

form of acceptance of ideas. Due to this inconsistency and other prob­

lems found while the Group Interaction Analysis Instrument was being 

checked for reliability, it is strongly recommended that a more practical, 

reliable instrument be developed for further studies.

While this study investigated the effects the training program had 

on male residence hall counselors, future studies may investigate the ef­

fects of a similar program on the many areas of the campus where students 

perform a ’'helping” role; this would include female residence halls.

The study has shown that the method employed within this training 

program can be effective over a period of thirteen two-hour sessions. 

Knowledge as to whether an increase or decrease in the duration of such 

a treatment would increase the probability of such effects would be an im­

portant contribution to residence counselor training. By repeated measures 

or time samples, it may be possible to establish a critical point in the 

training process where the most significant effects take place. The use of 

time samples and repeated measures gives some control over what goes on 

between testing periods.

This study focused on the training of residence hall counselors.

The method employed emphasized the intra/interpersonal dimensions of the 

residence counselor’s job. The trainees were active participants from the 

initial planning stage to the final evaluation stage. Although this approach
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is recommended for future studies, it may prove worthwhile to compare 

several other treatments over a set period of time.

By comparing the time sequences and methods of treatments, it 

may be possible to derive the necessary procedures and techniques which 

are most productive at The University of Arizona.

This study assessed the effects the inservice training program had 

on the attitude and behavior of residence counselors. It is recommended 

that further research go one step beyond the findings of this study. A 

further investigation might assess the effects the trained residence counsel­

ors had on the attitudes and behaviors of the men in their living units. This 

could be carried out by using grade point averages as a more tangible cri­

terion. It could also compare the residence hall and college drop-out rate 

of the men who live in units of both trained and untrained residence coun­

selors.

In conclusion, it should be noted that much research and inquiry 

must be carried out in this area of college life. This research may help 

to solve many of our campus crises.
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LETTER OF INQUIRY TO COLLEGES AND UNIVERSITIES
AND

COLLEGES AND UNIVERSITIES TO WHOM THE LETTER 

OF INQUIRY WAS SENT

Arizona State University
Ball State University
Baylor University
Boston University
Brigham Young University
Colorado State College
Cornell University
Drew University
Fairleigh Dickensen University
George Peabody College
Goshen College
Grandview College
Indiana State University
Indiana University
Iowa State University
Long Island University
Louisiana State University
Marymount College
Michigan State University
Monmouth College
New York University (Albany)
New York University (New York)
Ohio State University
Ohio University
Princeton University
Pennsylvania State University

Purdue University 
Rutgers University 
Seton Hall University 
State University (Genseo)
Stephens College
Tulane University
University of Akron
University of Buffalo
University of California (Berkeley)
University of California (Davis)
University of California (Los Angeles)
University of Chicago
University of Cincinnati
University of Colorado
University of Florida
University of Illinois
University of Miami
University of Michigan
University of Minnesota
University of New Mexico
University of Pennsylvania
University of Southern California
University of Wisconsin
University of Wyoming
Upsala College
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T U C S 0 N, A R I Z 0 N A 85721 

DIRECTOR OF STUDENT HOUSING March 13, 1968 

In view of an attempt to improve the housing situation here at The 
University of Arizona, a field study is being conducted to ascertain features 
of progran1s in universities sin1ilar in size and scope. Fifty other institu­
tions are being asked for assistance. As an outgrowth of this study, an 
experin1ental dormitory will be established. 

You will be making a significant contribution if you will send any 
available written n1aterials produced by your department which helps de­
scribe the philosophy, nature and scope of your student personnel housing 
progran1. 

We are interested in infor1nation about the following questions, if 
you care to react to any or all of them it would be greatly appreciated. 

1. What type of training do head residents and their assistants 
receive for their positions? Is there inservice training? If 
so, how is it aug1nented? Is there a job description for head 
residents and their assistants? 

2. . Vlhat type of physical facilities are offered for dormitory 
students? 

3. What type of programs are offered to the dorn1itory students? 
What type of government exists in the residence halls? 

4. What is the educational role of the school's housing program? 

The main intent here is not to intimidate, ridicule or praise. The 
idea is to discover as n1any of the facts as we can. We realize that this 
is an imposition on your time. However, we are most anxious to improve 
our housing program and we do sincerely hope that you will find it con­
venient to give us this help. 

We shall be pleased to send you a summary of important findings 
upon completion of this investigation if noted to this effect. 

WHL 

Sincerely yours, 

Willian1 H. Lindemann, Jr. 
Head Resident Counselor 
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RELATIONSHIP QUESTIONNAIRE 

AND SUB-TEST ITEMS

Dear Sir:
Realizing your schedule is very demanding, this letter will be short.
In answer to several of the big problems which face dormitory men, I have 
developed a program that will help solve many of these problems.
My study can only be a success if you assist by answering the attached 
questionnaire, which has been developed to measure your feelings about 
the residence counselor in your wing.
This is a survey-type questionnaire; the data collected will be used as pre­
data for my Masters’ Thesis. The Thesis studies the effect in-service 
training has on the attitudes of residence counselors.
You will be asked to do this once again in the spring. It is because I must 
compare your assessment today with your assessment next spring, that I.D. 
numbers must be put on the answer sheet. This is the only reason. Any 
distortion would only hurt the study; for no one except myself and a com­
puter will see the actual answer sheets.
Your responses are the vital part of the measurement for my Thesis. I trust 
you will accept my request as earnest and answer accordingly.
Directions: People feel differently about some people than they do about
others. There are a number of statements below that describe a variety 
of ways that one person may feel about another person, or ways that one 
person may act toward another person. Consider each statement carefully 
and decide whether it is  true or false when applied to your present rela­
tionship with the residence counselor in your dormitory wing. If the 
statement seems to be mostly true, then mark it TRUE; if it is mostly 
not true; then mark it FALSE.
Please use the answer sheet enclosed. Do not mark on the test.
Thank you for your assistance.

Sincerely,

Bill Lindemann
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Please do not put your name on the answer sheet. This question­
naire will be used for research only; only the researcher will identify the 
answer sheets.

In the upper right of the answer sheet there is a box with 10 rows, 
each row representing a digit. Each digit codes an item below.

First Digit Residence Hall
• Second Digit Residence Counselor in your wing

Third Digit Your College
Fourth Digit Your year in school
Fifth Digit through the
Tenth Digit Your Matriculation Number

Code as follows:
Residence Counselor

First Digit Residence Hall Second Digit in your wing
Name of Hall Code Number Name Code Number

Apache 1 Adams, Marc 1
East Stadium 2 Aranda, Salvador 2
Graham 3 Bristol, Dick 3
Kaibab-Huachuca 4 Crowder, Benjamin 3
Navajo 5 Dabney, Charles 2
Pinal 6 Ducote, Richard 1

Gardanier, Frank 4
Gunther, Wayne 2

Third Digit Gray, Robert 1 .
College Code Number Hooke, Jack 2

Katz, Mitchell 1
Agriculture 1 Kauth, Peter 1
Architecture 2 Macek, John 3
Business and Public Nathan, Steve 2

Administration 3 Nazaroff, Gregory 3
Earth Science 4 Nissle, Tod 4
Engineering 5 Noce, Joe 2
Fine Arts and Music 6 O'Brien, Pat 5
Liberal Arts 7 Schwimmer, Mike 1
Mines 8 Spencer, William 4
Pharmacy 9
Other 0

Fifth Digit Through Tenth Digit
Fourth Digit
Year in School Code Number Please put your Matriculation Number

Freshman 1
Sophomore 2
Junior 3
Senior 4
Graduate 5
Other 6
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Example of Coded Data: If you are a freshman, Engineering major,
living in Pinal Hall with Jack Macek as your residence counselor, the first 
four digits would read:

6
3
5
1
-  (Then your Matriculation Number)



1 2 6

RELATIONSHIP QUESTIONNAIRE

1. He seems to hold things back, rather than tell me what he really 
thinks.

2. He understands my words but does not know how I feel.

3. He understands me.

4. He understands exactly how I see things.

5. He is  often disappointed in me.

6. He seems to like me no matter what I say to him.

7. He is impatient with me.

8. He may understand me but he does not know how I feel.

9. Sometimes he seems interested in me while other times he doesn’t 
seem to care about me.

10. He often misunderstands what I am trying to say.

11. He almost always seems very concerned about me.

12. Sometimes I feel that what he says to me is very different from the 
way he really feels.

13. He is a person you can really trust.

14. Sometimes he will argue with me just to prove he is right.

15. Sometimes he seems to be uncomfortable with me, but we go oh and 
pay no attention to it.

16. Some things I say seem to upset him.

17. He can read me like a book.

18. He usually isn’t very interested in what I have to say.

19. He feels indifferent about me.

20. He acts too professional.
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21. I am just another student to him.

22. I feel that I can trust him to be honest with me.

23. He ignores some of my feelings.

24. He likes to see me.

25. He knows more about me than I do about myself.

26. Sometimes he is so much "with me" in my feelings, that I am not at 
all distracted by his presence.

27. I can usually count on him to tell me what he really thinks or feels.

28. He appreciates me.

29. I feel that he is being genuine with me.

30. Even when I cannot say quite what I mean, he knows how I feel.

31. He usually helps me to know how I am feeling by putting my feelings 
into words for me.

32. He seems like a very cold person.

33. He must understand me, but I often think he is wrong.

34. I feel that he really thinks I am worthwhile.

35. Even if I were to criticize him, he would still like me.

36. He likes me better when I agree with him.

37. He seems to follow almost every feeling I have while I am with him.

38. He usually uses just the right words when he tries to understand how
I am feeling.

39. He pretends that he likes me more than he really does.

40. He really listens to everything I say.

41. Sometimes he seems to be putting up a professional front.

42. Sometimes he is so much "with me," that with only the slightest hint 
he is able to accurately sense some of my deepest feelings.

43. I feel safer with him than with almost any other person.
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44. I often cannot understand what he is trying to tell me.

45. Sometimes he sort of "pulls back" and examines me. .

46. I am afraid of him.

47. Whatever he says usually fits right in with what I am feeling.

48. He sometimes seems more interested in what he says himself than in 
what I say.

49. He tells me things that he does not mean.

50. He often does not seem to be genuinely himself.

51. He is a very sincere person.

52. With him I feel more free to really be myself than with almost anyone 
else I know.

53. He sometimes pretends to understand me, when he really does not.

54. He usually knows exactly what I mean, sometimes even before I 
finish saying it.

55. He accepts me the way I am even though he wants me to be better.

56. Whether I am talking about "good" or "bad" feelings seems to make 
no real difference in the way he feels toward me.

57. He often leads me into talking about some of my deepest feelings.

58. He is curious about what makes me act like I do, but he is not really 
interested in me.

59. He sometimes completely understands me so that he knows what I am 
feeling even when I am hiding my feelings.

60. He helps me know myself better by sometimes pointing to feelings 
within me that I had been unaware of.

61. I sometimes feel safe enough with him to really say how I feel.

62. I feel I can trust him more than anyone else I know.

63. Whatever I talk about is okay with him.

64. He seems like a real person, instead of just a residence counselor.

65. In spite of all he knows about me, he seems to trust my feelings
about wkat is right or wrong for me.



129

66. I can learn a lot about myself from talking with him.

67. Sometimes he is upset when I see him but he tries to hide it.

68. He would never knowingly hurt me.

69. He is a phony.

70. He is the kind of person who might lie to me if he thought it would 
help me.

71. When he sees me he seems to be "just doing a job."

72. In spite of the bad things that he knows about me, he seems to still 
like me.

73. I sometimes get the feeling that for him the most important thing is 
that I should really like him.

74. There is  something about the way he reacts to what I tell him that 
makes me uncertain whether he can keep my confidences to himself.

75. He gives me so much advice I sometimes think he’s trying to live my 
life for me.

76. He never knows when to stop talking about something which is not very 
meaningful to me.

77. He sometimes cuts me off abruptly just when I am leading up to some­
thing very important to me.

78. He frequently acts so restless that I get the feeling he can hardly wait 
for the day to end.

79. There are lots of things I could tell him, but I am not sure how he 
would react to them, so I keep them to myself.

80. He constantly reminds me that we are friends though I have a feeling 
that he drags this into the conversation.

81. He sometimes tries to make a joke out of something I feel really up­
set about.

82. He is  sometimes so rude I only accept it because he is supposed to 
be helping me.

83. Sometimes he seems to bo playing ’’cat and mouse” with me.

84. He often points out what a lot of help he is giving me even though it 
doesn't feel like it to me.
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85. It is hard to feel comfortable with him because he sometimes seems 
to be trying out a new theory on me.

86. He has a job to do and does it. That’s the only reason he doesn't 
tell me off.

87. If I had a chance to live under a different residence counselor, I 
would.

88. He is always relaxed, I don't think anything could get him excited.

89. I don't think he has ever smiled.

90. He is  always the same.

91. I would like to be like him.

92. He makes me feel like a guinea pig or some kind of animal.

93. He uses the same words over and over again, until I'm bored.

94. Usually I can lie to him and he never knows the difference.

95. He may like me, but he doesn't like the things I talk about.

96. He doesn't like me as a person, but continues to see me as a student
anyway.

97. I don't think he really cares if I live or die.

98. He never says anything that makes him sound like a real person.

99. He is  all right, but I really don't trust him.

100. I think he is dumb.

101. If I make mistakes or make noise, he really gives me trouble about it.

102. He lets me talk about anything.

103. He probably laughs about the things that I have said to him.

104. I don't think he knows what is the matter with me.

105. He sometimes looks as worried as I feel.

106. He is  really a cold fish.

107. There are times when I don't have to speak, he knows how I feel.
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108. If I am happy or if I am sad, it makes no difference, he is always 
the same.

109. He really wants to understand me, I can tell by the way he acts.

110. He knows what it feels like to be ill.

111. He must think he is  God, the way he treats me.

112. He really wants to understand me, I can tell by the way he asks 
questions.

113. He interrupts me whenever I am talking about something that really 
means a lot to me.

114. When I’m talking about things that mean a great deal to me, he acts 
like they don’t mean a thing.

115. I can tell by his expression sometimes that he says things that he 
does not mean.

116. There are a lot of things that I would like to talk about, but he 
won’t let me.

117. He really likes me and shows it.

118. I think he could like someone, but I don’t think he could love anybody.

119. There are times when he is  silent for long periods and then says 
things that don’t have much to do with what we have been talking 
about.

120. When he is wrong he doesn’t try to hide it.

121. He acts like he knows it all.

122. If he had his way, he wouldn’t walk across the street to see me.

123. Often he makes me feel stupid the way he uses strange or big words.

124. He must think life is easy the way he talks about my problems.

125. You can never tell how he feels about things.

126. He treats me like a person.

127. He seems to be bored by a good deal of what I talk about.

128. He will talk to me, but otherwise he seems pretty far away from me.
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129. Even though he pays attention to me, he seems to be just another 
person to talk to, no outsider. 

130. His concern about me is very obvious. 
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RELATIONSHIP QUESTIONNAIRE 

AND SUB-TEST ITEMS 

THAT MEASURE CORE CONDITIONS
0)
£TOTOOTO

1. He seems to hold things back, rather than tell me what 
he really thinks.

2. He understands my words but does not know how I feel.

3. He understands me.

4. He understands exactly how I see things.

5. He is often disappointed in me.

6. He seems to like me no matter what I say to him.

7. He is  impatient with me.

8. He may understand me but he does not know how I 
feel.

9. Sometimes he seems interested in me while other 
times he doesn’t seem to care about me.

10. He often misunderstands what I am trying to say.

11. He almost always seems very concerned about me.

12. Sometimes I feel that what he says to me is very 
different from the way he really feels.

13. He is a person you can really trust.

14. Sometimes he will argue with me just to prove he 
is right.
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15. Sometimes he seems to be uncomfortable with me, 
but we go on and pay no attention to it.

16. Some things I say seem to upset him.

17. He can read me like a book.

18. He usually isn't very interested in what I have to say.

19. He feels indifferent about me.

20. He acts too professional.

21. I am just another student to him.

22. I feel that I can trust him to be honest with me.

23. He ignores some of my feelings.

24. He likes to see me.

25. He knows more about me than I do about myself.

26. Sometimes he is so much "with me" in my feelings, 
that I am not at all distracted by his presence.

27. I can usually count on him to tell me what he really 
thinks or feels.

28. He appreciates me.

29. I feel that he is being genuine with me.

30. Even when I cannot say quite what I mean, he knows
how I feel. 1

31. He usually helps me to know how I am feeling by 
putting my feelings into words for me.

32. He seems like a very cold person.
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33. He must understand me, but I often think he is wrong.

34. I feel that he really thinks I am worthwhile.

35. Even if I were to criticize him, he would still like 
me.

36. He likes me better when I agree with him.

37. He seems to follow almost every feeling I have while 
I am with him.
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38. He usually uses just the right words when he tries to 
understand how I am feeling. X

39. He pretends that he likes me more than he really does.

40. He really listens to everything I say. X

41. Sometimes he seems to be putting up a professional 
front.

X

X

42. Sometimes he is so much "with me," that with only 
the slightest hint he is able to accurately sense some 
of my deepest feelings.

43. I feel safer with him than I do with almost any other 
person.

X X 

X X

44. I often cannot understand what he is trying to tell me. X

45. Sometimes he sort of "pulls back" and examines me.

46. I am afraid of him. X

X

47. Whatever he says usually fits right in with what I am 
feeling.

48. He sometimes seems more interested in what he says
himself than in what I say. X X X
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49. He tells me things that he does not mean.

50. He often does not seem to be genuinely himself

51. He is a very sincere person.

52. With him I feel more free to really be myself than 
with almost anyone else I know.

53. He sometimes pretends to understand me, when he 
really does not.

54. He usually knows exactly what I mean, sometimes 
even before I finish saying it.

55. He accepts me the way I am even though he wants 
me to be better.
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56. Whether I am talking about "good" or "bad" feelings 
seems to make no real difference in the way he feels 
toward me. X

57. He often leads me into talking about some of my deep­
est feelings. X

58. He is curious about what makes me act like I do, but 
he is not really interested in me. X

59. He sometimes completely understands me so that he 
knows what I am feeling even when I am hiding my 
feelings. X

60. He helps me know myself better by sometimes point­
ing to feelings within me that I had been unaware of. X

61. I sometimes feel safe enough with him to really say 
how I feel. X

62. X

63.

I feel I can trust him more than anyone else I know. 

Whatever I talk about is  okay with him. X

X
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64. He seems like a real person, instead of just a 
residence counselor.

65. In spite of all he knows about me, he seems to 
trust my feelings about what is  right or wrong 
for me.
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66. I can learn a lot about myself from talking with 
him. X

67. Sometimes he is upset when I see him but he tries 
to hide it. X

68. He would never knowingly hurt me.

69. He is a phony.

70. He is the kind of person who might lie to me if he 
thought it would help me.

71. When he sees me he seems to be "just doing a job ."

72. In spite of the bad things that he knows about me, he 
seems to still like me.

X

X

X X

X X X

X X

73. I sometimes get the feeling that for him the most im­
portant thing is that I should really like him.

74. There is  something about the way he reacts to what I 
tell him that makes me uncertain whether he can keep 
my confidences to himself.

75. He gives me so much advice I sometimes think he's 
trying to live my life for me.

76. He never knows when to stop talking about something 
which is not very meaningful to me.

77. He sometimes cuts me off abruptly just when I am 
leading up to something very important to me.
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78. He frequently acts so restless that I get the feeling 
he can hardly wait for the day to end.
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79. There are lots of things I could tell him, but I am 
not sure how he would react to them, so I keep 
them to myself.

80. He constantly reminds me that we are friends though 
I have a feeling that he drags this into the conversa­
tion.

81. He sometimes tries to make a joke out of something 
I feel really upset about.

82. He is sometimes so rude I only accept it because he 
is supposed to be helping me.

83. Sometimes he seems to be playing "cat and mouse" 
with me.

84. He often points out what a lot of help he is giving 
me even though it doesn’t feel like it to me.

85. It is hard to feel comfortable with him because he 
sometimes seems to be trying out a new theory on 
me.

86. He has a job to do and does it. That’s the only 
reason he doesn't tell me off.

87. If I had a chance to live under a different residence 
counselor, I would.

88. He is always relaxed, I don't think anything could get 
him excited.

89. I don't think he has ever smiled.

90. He is always the same.

91. I would like to be like him.
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92. He makes me feel like a guinea pig or some kind of 
animal.

93. He uses the same words over and over again, until 
I'm bored.

94. Usually I can lie to him and he never knows the 
difference.

95. He may like me, but he doesn't like the things I 
talk about.

96. He doesn't like me as a person, but continues to see 
me as a student anyway.

97. I don't think he really cares if I live or die.

98. He never says anything that makes him sound like a 
real person.

99. He is all right, but I really don't trust him.

100. I think he is dumb.

101. If I make mistakes or make noise, he really gives me 
trouble about it.

102. He lets me talk about anything.

103. He probably laughs about the things that I have said 
to him.

104. I don't think he knows what is the matter with me.

105. He sometimes looks as worried as I feel.

106. He is really a cold fish.

107. There are times when I don't have to speak, he knows 
how I feel.

108. If I am happy or if I am sad, it makes no difference, 
he is always the same.
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109. He really wants to understand me, I can tell by the 
way he acts.
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X

110. He knows what it feels like to be ill. X

111. He must think he is God, the way he treats me. X

112. He really wants to understand me, I can tell by the
way he asks questions. X

113. He interrupts me whenever I am talking about some­
thing that really means a lot to me. X

114. When I'm talking about things that mean a great deal
to me, he acts like they don't mean a thing. X

115. I can tell by his expression sometimes that he says
things that he does not mean. X

116. There are a lot of things that I would like to talk
about, but he won't let me. X

117. He really likes me and shows it. X X

118. I think he could like someone, but I don't think he
could ever love anybody. X

119. There are times when he is  silent for long periods 
and then says things that don't have much to do with
what we have been talking about. X X

120. " When he is wrong he doesn't try to hide it. X

121. He acts like he knows it all. X

122. If he had his way, he wouldn't walk across the street
to see me. X X

123. Often he makes me feel stupid the way he uses strange
or big words. X X
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124. He must think life is easy the way he talks about my 
. problems.

125. You can never tell how he feels about things.

126. He treats me like a person.

127. He seems to be bored by a good deal of what I talk 
about. X

128. He will talk to me, but otherwise he seems pretty
far away from me. X X

129. Even though he pays attention to me, he seems to be
just another person to talk to, no outsider. X X

130. His concern about me is very obvious. X
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RESIDENCE COUNSELOR SELF-EVALUATION INVENTORY

Below are ‘ some questions that relate to the work of a residence 

counselor. By giving frank, true answers to show exactly how you feel, 

you will help me get a true estimate of your feelings.

Circle the expression which best states how you assess yourself as 

a residence counselor.

1. I know the men in my unit by name and something personal about
each. This may be his hobbies, his interests, those things on which 
you can "sharpen” your knowledge and better relate to the students 
so that you can recommend experiences in light of the student’s in­
terest.

Always Almost Always Frequently Occasionally

2. I set an example by my academic work.

Always Almost Always Frequently Occasionally

3. I set an example by my personal appearance.

Always Almost Always Frequently Occasionally

Seldom Never

Seldom Never

Seldom Never

4. I am able to make suggestions for worthwhile activities and am well 
informed on programs in the dorm.

Always Almost Always Frequently Occasionally Seldom Never

5. I understand our University's philosophy of discipline and understand 
my role as a student assistant in dealing with discipline.

Always Almost Always Frequently Occasionally

6. I can easily converse with each person in my unit.

Always Almost Always Frequently Occasionally

7. I adhere to rules and regulations.

Always A lm ost Always Frequently O ccasionally

Seldom Never

Seldom Never

Seldom Never
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8. I show friendliness to all students and staff.

Always Almost Always Frequently Occasionally Seldom Never

9. I know the fundamentals and am able to assist students in leadership 
training.

Always Almost Always Frequently Occasionally Seldom Never

10. I can frequently see the cheerful, bright and hopeful side of my job.

Always Almost Always Frequently Occasionally Seldom Never

11. I am able to hold students responsible for rules and regulations which 
exist as environmental controls.

Always Almost Always Frequently Occasionally Seldom Never

12. My own personal behavior sets a pattern I would be proud of others 
knowing about.

Always Almost Always Frequently Occasionally Seldom Never

13. I willingly assume my responsibility for unit coverage.

Always Almost Always Frequently Occasionally Seldom Never

14. Students easily appraoch me with questions.

Always Almost Always Frequently Occasionally Seldom Never

15. I enjoy my work.

Always Almost Always Frequently Occasionally Seldom Never

16. I have and maintain a sense of humor.

Always Almost Always Frequently Occasionally Seldom Never

17. I am in the living unit enough during the evening hours that I know
students can study there.

Always Almost Always Frequently Occasionally Seldom Never

18. I am receiving a satisfaction from observing students grow in their 
abilities to work with people.

Always A lm ost Always Frequently O ccasionally Seldom Never
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19. I observe strictly a policy of refraining from discussing students where 
there is any chance of other students hearing or sensing the conversa­
tion.

Always Almost Always Frequently Occasionally Seldom Never

20. I am able to interpret University rules and regulations.

Always Almost Always Frequently Occasionally Seldom Never

21. Students show respect for me.

Always Almost Always Frequently Occasionally Seldom Never

22. I have taken every opportunity to learn and to know my job.

Always Almost Always Frequently Occasionally Seldom Never

23. I am able to accept the commitment to this job without hesitation.

Always Almost Always Frequently Occasionally Seldom Never

24. I follow through on tasks I have to do.

Always Almost Always Frequently Occasionally Seldom Never

25. I am able to have "academic conversations" with students concerning 
current events, ideas, decisions to be made, etc.

Always Almost Always Frequently Occasionally Seldom Never

26. I know and know my officers realize the goals and objectives of the 
group.

Always Almost Always Frequently Occasionally Seldom Never

27. I am aware of my personal limitations, strengths and weaknesses.

Always Almost Always Frequently .Occasionally Seldom Never

28. I have been able to refer those students who appear to need special 
guidance.

Always Almost Always Frequently Occasionally Seldom Never

29. I am able to interpret Residence Halls rules and regulations.

Always A lm ost Always Frequently O ccasionally Seldom Never
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30. I receive suggestions and criticism without defensive feelings. My 
superiors, co-workers and students enjoy working with me.

Always Almost Always Frequently Occasionally Seldom Never

31. I have done my share in making the environment such that it is a 
pleasant place to live and to bring guests.

Always Almost Always Frequently Occasionally Seldom Never

32. I know well the officers and members of the dorm.

Always Almost Always Frequently Occasionally Seldom Never

33. I seldom cause friction and tension with a group.

Always Almost Always Frequently Occasionally Seldom Never

34. I am anxious to use new ideas that I have heard about and observed.

Always Almost Always Frequently Occasionally Seldom Never

35. I am kept informed on administrative decisions which I am able to 
interpret to students.

Always Almost Always Frequently Occasionally Seldom Never

36. I make every effort to understand the entire situation before making a 
judgment.

Always Almost Always Frequently Occasionally Seldom Never

37. I can make sound decisions.

Always Almost Always Frequently Occasionally Seldom Never

38. I participate in dorm cultural programs and have success in challeng­
ing students to do likewise.

Always Almost Always Frequently Occasionally Seldom Never

39. I work with the dorm ahead of time to the end that the meeting has 
a goal or purpose which is met.

Always Almost Always Frequently Occasionally Seldom Never

40. I can meet any social situation with confidence and assist students in 
doing likewise.

Always A lm ost Always Frequently Occasionally Seldom Never
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41. I am tactful in my dealings with others.

Always Almost Always Frequently Occasionally Seldom Never

42. I refrain from gossip, sarcasm, depreciation, or suspicion of others.

Always Almost Always Frequently Occasionally Seldom Never
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RESIDENCE COUNSELOR SELF-EVALUATION INVENTORY 

AND SUB-TEST ITEMS THAT MEASURE THE SPECIFIED 

CHARACTERISTICS AND RESPONSIBILITIES

C3 rQ O TJ O

1. I know the men in my unit by name and some­
thing personal about each. This may be his 
hobbies, his interests, those things on which 
you can ’’sharpen" your knowledge and better 
relate to the students so that you can rec­
ommend experiences in light of the student’s 
interest. X

2. I set an example by my academic work.

3. I set an example by my personal appear­
ance.

X

X

4. I am able to make suggestions for worth­
while activities and am well informed on
programs in the dorms. X

5. I understand our University's philosophy of 
discipline and understand my role as a
student assistant in dealing with discipline. X

6. I can easily converse with each person in 
my unit. X
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7. I adhere to rules and regulations.

8. I show friendliness to all students and 
staff.

X

X

9. I know the fundamentals and am able to 
assist students in leadership training.

10. I can frequently see the cheerful, bright 
and hopeful side of my job.

11. I am able to hold students responsible for 
rules and regulations which exist as en­
vironmental controls.

X

X

X

12. My own personal behavior sets a pattern I 
would be proud of others knowing about.

13. I willingly assume my responsibility for 
unit coverage.

14. Students easily approach me with questions. X

15. I enjoy my work.

X

X

X

16. I have and maintain a sense of humor. X

17. I am in the living unit enough during the 
evening hours that I know students can
study there. X

18. I am receiving a satisfaction from observing 
students grow in their abilities to work with
people. X
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19. I observe strictly a policy of refraining 
from discussing students where there is  
any chance of other students hearing or 
sensing the conversation.

20. I am able to interpret University rules and 
regulations.

21. Students show respect for me.

22. I have taken every opportunity to learn and 
to know my job.

23. I am able to accept the commitment to this 
job without hesitation.

24. I follow through on tasks I have to do.

25. I am able to have ’’academic conversations" 
with students concerning current events, 
ideas, decisions to be made, etc.

26. I know and know my officers realize the 
goals and objectives of the group.

27. I am aware of my personal limitations, 
strengths and weaknesses.
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X
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X

28. I have been able to refer those students who
appear to need special guidance. X

29. I am able to interpret Residence Halls rules
and regulations. X
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30. I receive suggestions and criticism without
defensive feelings. My superiors, co-workers
and students enjoy working with me. X

31. I have done my share in making the environ­
ment such that it is  a pleasant place to live 
and to bring guests. X

32. I know well the officers and members of the 
dorm. X

33. I seldom cause friction and tension with a 
group.

34. I am anxious to use new ideas that I have 
heard about and observed.

X

X

35. I am kept informed on administrative de­
cisions which I am able to interpret to
students. X

36. I make every effort to understand the entire 
situation before making a judgment. X

37. I can make sound decisions. X

38. I participate in dorm cultural programs and 
have success in challenging students to do 
likewise. X

39. I work with the dorm ahead of time to the 
i end that the meeting has a goal or purpose

which is met. X
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40. I can meet any social situation with con­
fidence and assist students in doing 
likewise.

41. I am tactful in my dealings with others.

42. I refrain from gossip, sarcasm, depreciation 
or suspicion of others.

X

X

X
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APPENDIX F

PRE-TEST COMPARISONS OF TRAINED AND UNTRAINED 
COUNSELORS BY THE ELEVEN SUB-TESTS USED IN THIS 
STUDY TO PROVE THE RESIDENCE COUNSELORS WERE 

RANDOMLY ASSIGNED TO THE TWO GROUPS
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PRE-TEST COMPARISONS OF TRAINED AND UNTRAINED COUNSELORS 
BY THE ELEVEN SUB-TESTS USED IN THIS STUDY TO PROVE THE 

RESIDENCE COUNSELORS WERE RANDOMLY ASSIGNED TO THE
TWO GROUPS

Trained Untrained Standard
Variable Mean Gain SD Mean Gain SD Error t

Relationship Questionnaire (N = 156)
Non-Possessive Warmth 44.23 16.08 42. 80 16.51 6.97 +. 54
Accurate Empathy 23.39 9.65 23.25 9. 52 2.42 +.09
Genuineness 33.30 11. 62 33. 00 11.89 3.63 +. 16

Relationship Questionnaire (N = 20)
Non-Possessive Warmth 53.60 6.79 50.10 10. 87 18.21 +. 82
Accurate Empathy 26.90 6.81 27.10 7.38 11.26 -.06
Genuineness 39.20 4. 80 38. 50 6. 87 7.83 +. 25

Residence Counselor Self-Evaluation 
Inventory (N = 20)

Individual Students 25.80 1. 83 25. 60 3.74 1.32 +.15
Living Unit Environment 24. 50 2. 07 24.80 2.49 1.02 —. 29
Advising Student Groups 25.10 1.97 24. 90 2.85 1. 09 +. 18
Administrative Procedures 16.80 6.01 16.00 6.22 2.73 +. 29
Self-Appraisal 84.50 35. 67 83.60 31.78 2.60 +.35

t (154, .05) = 1.64 (one-tailed) 
t (18, .05) = 1.73 (one-tailed)
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GROUP INTERACTION ANALYSIS CODE 

AND ACTIVITY CODE

1. ACCEPTS FEELING: accepts and clarifies the feeling tone of the stu­
dents in a non-threatening manner. Feelings may be positive or negative. 
Predicting or recalling feelings are included.

2. PRAISES OR ENCOURAGES: praises or encourages student action or
behavior. Jokes that release tension, not at the expense of another in­
dividual, nodding head, or saying, "um hm?” or "go on" are included.

3. ACCEPTS OR USES IDEAS OF STUDENT: clarifying, building, or de­
veloping ideas suggested by a student. As trainer brings more ideas 
of his into play, shift to category five.

4. ASKS QUESTION: asking a question about content or procedure with the
intent that a student answer.

4^ Knowledge—involves the recall of facts and specifics.

4  ̂ Comprehension—the learner interprets, translates, summarizes 
or paraphrases given material.

4g Application—involves the use of material in a situation which is 
different from that situation in which it was originally learned.

4  ̂ Analysis—involves separating a complex whole into its parts, 
until the relationship among the elements is  made clear.

4 Synthesis—involves combining elements to form a new, original 
entity.

4g Evaluation—involves acts of decision-making, judging, or select­
ing, based on a given set of criteria. (These criteria may be 
objective or subjective.)

5. LECTURING: giving facts or opinions about content or procedure; ex­
pressing his own ideas, asking rhetorical questions.

6. GIVING DIRECTION: directions, commands, or orders to which a stu­
dent is expected to comply.
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7. CRITICIZING OR JUSTIFYING AUTHORITY: statements intended to
change student behavior from non-acceptable to acceptable pattern; 
bawling someone out; stating why the trainer is doing what he is doing; 
extreme self-reference.

8. STUDENT TALK—RESPONS: a student makes a predictable response
to trainer. Trainer initiates the contact or solicits statement and sets 
limit to what the student says.

8  ̂ Knowledge—involves the recall of facts and specifics.

8  ̂ Comprehension—the learner interprets, translates, summarizes 
or paraphrases given material.

8_ Application—involves the use of material in a situation which is 
different from that situation in which it was originally learned.

8  ̂ Analysis—involves separating a complex whole into its parts; 
until the relationship among the elements is made clear.

8_ Synthesis—involves combining elements to form a new, original 
b entity.

8g Evaluation—involves acts of decision-making, judging, or select­
ing, based on a given set of criteria. (These criteria may be 
objective or subjective.)

9. STUDENT TALK—INITIATION: talk by students which they initiate.
Unpredictable statements in response to trainer. Shift from 8 to 9 
as student introduces own ideas.

9  ̂ The student accepts feeling—accepts and clarifies the feeling 
tone of a group member in a non-threatening manner. Feelings 
may be positive or negative. Predicting or recalling feelings 
is included.

9  ̂ The student praises or encourages—praises or encourages a 
group member's action or behavior. Jokes that release ten­
sion, not at the expense of another individual, nodding head, 
or saying, "um hm?" or "go on" are included.

9g The student accepts or uses ideas of other group members— 
clarifying, building, or developing ideas suggested by a group 
member. As the individual speaking brings more of his own 
ideas into play, shift to category 9 .̂

9  ̂ The student asks questions—asking a question about content or 
procedure with the intent that a student answer.

9  ̂  ̂ Knowledge—involves the recall of facts and specifics.



160

9  ̂ 2 Comprehension—the learner interprets, translates, sum- 
' marizes or paraphrases given material.

9  ̂ g Application—involves the use of material in a situation 
which is different from that situation in which it was 
learned.

9. . Analysis—involves separating a complex whole into its
* parts, until the relationship among the elements is made 

clear.

9. _ Synthesis—involves combining elements to form a new, 
original entity.

9  ̂ g Evaluation—involves acts of decision-making, judging, 
or selecting, based on a given set of criteria. (These 
criteria may be objective or subjective.)

9g The student lectures—giving facts or opinions about content or 
procedure; expressing his own ideas, asking rhetorical ques­
tions.

9g Knowledge—involves the lecture of facts and specifics.

9g g Comprehension—the learner interprets, translates, sum­
marizes or paraphrases given material.

9 _ Application—involves the use of material in a situation
* which is different from that situation in which it was 

learned.

' 9g  ̂ Analysis—involves separating a complex whole into its
parts, until the relationship among the elements is made 
clear.

9_ - Synthesis—involves combining elements to form a new, 
original entity.

9g g Evaluation—involves acts of decision-making, judging, 
or selecting, based on a given set of criteria. (These 
criteria may be objective or subjective.)

9g The student gives directions—directions, commands, or orders 
to which a group member is  expected to comply.

9  ̂ The student criticizing or justifying authority—statements intended 
to change a group member’s behavior from non-acceptable to ac­
ceptable behavior pattern; bawling someone out; stating why the 
student is doing what he is doing; extreme self-reference.
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9 Group member talks—response—a group member makes a pre­
dictable respons to student question. Student initiates the contact 
or solicits group member’s statement and sets limit to what the 
group member says.

10. SILENCE OR CONFUSION: pauses, short periods of silence and periods
of confusion in which communication cannot be understood by the coder.
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ACTIVITY CODE

Activity 1. 

Activity 2.

Activity 3.

Activity 4. 

Activity 5. 

Activity 6. 

Activity 7.

Activity 8.

Trainer introducing new materials; classified as extra content.

Silent review of materials already introduced to a group ( i.e ., 
hand-outs, papers, case studies).

Group dissemination of materials introduced and presented by 
trainer.

Group "role playing."

Case study and "role playing" analysis.

Utilization of a resource person.

Residence counselor sharing of experiences with group (other 
than activity 4 or 5).

Audiovisual devices in progress ( i .e .,  movies, displays, and 
tapes).
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RESIDENCE COUNSELORS' ESTIMATION

OF TRAINING PROGRAM OBJECTIVES

NAME:

S. U.P. O. #_____________ ____________

MATRIC. #___________________________

NIGHT OF THE WEEK YOU WOULD LIKE TO MEET: 
REASON:

TIME YOU WOULD LIKE TO MEET:

Topics you would like us to cover in the Program: 
(Try to be specific)

Individuals you would like us to hear:

Suggestions for Program:

General Comments:
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INSERVICE TRAINING PROGRAM

This appendix is intended to familiarize the reader with the struc­

ture and procedures used to implement the various objectives of the inser­

vice training program. The rationale behind the structure, procedures, and 

various objectives of the program are discussed in Chapter II.

This inservice training program was developed from a combination 

of both internal and external resources. Through the implementation of this 

method it was possible to maintain a "closeness" within the group, and still 

utilize the resources of the campus community. The internal and external 

resources were developed in accordance with the philosophy, goals, objec­

tives, and desired attained skills of the program. The procedures will be 

discussed in conjunction with the Group Interaction Analysis Instrument 

used to measure them.

This appendix will be divided into six parts: (1) a review of the

philosophy, goals, and desired attained skills of the program, (2) a review 

of the internal resources and discussion of the activities thereof, (3) a re ­

view of the external resources and discussion of the activities thereof, (4) 

a review of the Group Interaction Analysis Instrument and discussion of the 

activity code used with the instrument, (5) a review of the procedures used 

in the inservice training program and the group interaction analysis cate­

gories that measure them, and (6) a review of the open-ended inventory the 

trainees filled out at the end of the training program.
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Philosophy, Goals, and Skills

Philosophy

This study was developed on the following three philosophies: (1)

high levels of accurate empathy, non-possessive warmth, and genuineness 

generate high levels of accurate empathy, non-possessive warmth, and gen­

uineness, (2) minimum control and maximum freedom generate maximum 

growth, and (3) the acceptance and valuing of an individual's worth gener­

ate the supporting experience of "belonging" to the group.

Goals

The following goals were behind the study: (1) provision of the best

possible living conditions in the residence hall for promotion of academic 

learning and student growth, (2) provision of opportunities for the student to 

develop one-to-one interpersonal relationships that will afford the cultivation 

of personal friends and the experience of being accepted as an individual of 

personal dignity and worth, (3) provision of opportunities for the student to 

participate in and belong to a group that respects his individuality but needs 

and values his participation in the processes of determining and pursuing 

group goals, and (4) provision of the opportunity to become acquainted with, 

know, and be known by persons who are representatives of administrative 

personnel of The University of Arizona.

Skills to be Learned .

This study was developed to assist the residence counselor in ac­

quiring or developing the following eight goals: (1) a heightened tolerance
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of shocking situations with an equal reduction in personal threat and conse­

quent anger, (2) a greater degree of personal openness and self-disclosure, 

(3) an increased knowledge of the other person, (4) an increase in the abil­

ity to learn and to observe, (5) an increase in the ability to lead in the 

establishment of a group (living unit), (6) an increase in the ability to in­

fluence group attitudes, values, and standards, (7) an increase in the ability 

to influence goals of a group, and (8) an increase in the ability to lead in 

"group enhancement."

Internal Resources

Internal resources are the means of developing the affective behav­

ior from sources within the training group. This includes such activities as 

the following:

Case Study Analysis

The cases used in this program took a variety of forms; some had 

to do with a decision that was made, while others related to a decision that 

had to be made. Still others related to a difficulty resolved or in ferment, 

with what people said or failed to say to others, with how they interpreted 

or evaluated anything or anyone, with, in short, how they talked in particu­

lar, well-defined circumstances. Some cases were over seven pages in 

length, while others were only one paragraph.

The cases related to the intra-personal and interpersonal dimen­

sions of the following relationships: (1) staff to staff, (2) student to student,

and (3) staff to student.
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To assist the reader in understanding this activity, a case study 

has been included in Appendix K.

The format followed during this activity was as follows: The group 

was given these directions:

First read the case carefully. Ask the question of yourself, 'What 
happens in this case?' Re-read and make an effort to understand 
what lies behind the actions and the statements of the people in­
volved. Be sure to question yourself as to who the first character 
is with whom you identify yourself, if there is more than one char­
acter, and why you do so. Do not try to affix blame or shame on 
anyone. Rather, try to understand the individual(s) in the case and 
to analyze his (their) problems and finally work out the answer you 
would give.

Discussion followed the case review. The following are some of 

the types of questions asked: What did you observe? What behavior was

reported and interpreted? What were your perceptions of what the person(s) 

was telling? What did you experience? Who were the principal parties? 

How did this case affect you? The discussion was left flexible throughout 

the case analysis period.

Role Playing

Throughout the various activities, problems came up with respect 

to the questions such as: What would you do if you were me? In an at­

tempt to answer this question, at various times in discussing the process, 

"role playing" was introduced.

Here the residence counselors were asked to take up the role of 

one of the characters in the case; they were asked to show the emotional 

reactions of the people in the scene as they perceived it. Throughout this 

process, various residence counselors assumed the different roles. During 

the "role playing" analysis, the following types of questions, followed by
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discussion, were asked of the "role players": How did you feel about your

role? In the real situation, would you have acted differently? How? The 

group was then asked if they would have handled the situation differently, 

and if so, "how?"

The research cited in Chapter II shows that when the trainer gen­

erates accurate empathy, non-possessive warmth, and genuineness, thus 

setting the climate to be "permissive" and "accepting," the group members 

will share their experiences and initiate talk.

Residence Counselor Sharing Experiences

Many times the "cases" or "role playing" incidents would trigger 

a personal problem and/or experience of a residence counselor. When this 

activity occurred, it was titled Residence Counselor Sharing Experiences. 

Basically, the residence counselor volunteered to share with the entire group 

an experience or problem he may have come across in the past. He may 

also have projected a possible problem in the making. After he had shared 

his experience with the group, the members of the group reacted to the 

problem and interacted among themselves.

By adhering to the premise previously stated, it was possible for 

the entire group to share experiences and problems. It should be noted 

that this activity developed many times into "role playing" situations.

External Resources

. External resources are the means of developing affective behavior 

from sources outside training group; they include such activities as:
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The Trainer Introducing New Materials

Group dissemination of materials introduced and reviewed, not in­

cluding case studies, are listed as follows:

Games People Play: an analysis of the "games'* and "scripts" used 

in college lives. This is a take-off on Dr. Berne's text. Games People 

Play.

An Application to Education of Needs Theory: an analysis of the

needs of the adolescent culture with emphasis on the various behaviors 

generated by these needs.

The Courage to be Imperfect, by Dr. Rudolph Dreikurs: an anal­

ysis of the problems caused by the over-emphasis on competition in our 

society.

Suggestions for the Improvement of Scholarship: a discussion on

such factors as:

1. How to study.

2. How to take lecture notes.

3. How to improve reading habits.

4. How to prepare for and take an examination.

5. How to take a test.

How Can I Create a Helping Relationship? by Carl Rogers: dis­

cussion on accurate empathy, non-possessive warmth, and genuineness 

relative to the characteristics of a helping relationship.

What Understanding and Acceptance Mean to Me, by Carl Rogers: 

an analysis of the interpersonal relationships of counseling—relates to 

empathy, warmth, and genuineness.
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Is Help Helpful? by Jack R. Gibb: a discussion on the positive

and negative relationships relative to the helping profession.

Role Playing: analysis of what goes on in the role playing situa­

tion.

Case Method: analysis of what goes on in the case study situation.

Facilitative Self-Disclosure in Interpersonal P rocesses, by Robert 

Carkhuff.

Facilitative Genuineness in Interpersonal Processes, by Robert

Carkhuff.

The Communication of Respect in Interpersonal Processes, by 

Robert Carkhuff.

Empathetic Understanding in Interpersonal P rocesses, by Robert 

Carkhuff.

The last four papers were an analysis of basic core dimensions 

discussed in Chapter II of this study.

Self-Actualization Through the Group Experience, by Hobart F. 

Thomas: an analysis of what goes on in the group process under the prop­

er psychological climate.

Utilization of a Resource Person

It should be noted that this procedure enabled the residence coun­

selors to benefit from a wide exposure to other members from the univer­

sity community at large, thus producing the philosophical base which helps 

the staff understand their role and the relationship that exists within the 

university.
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The University of Arizona community resource people who contrib­

uted and participated in the training program are the following:

Assistant Dean William Foster, who discussed residence hall pro­

gramming and its leadership in conjunction with the role of the resident 

assistant at the University of Arizona.

Dr. Reed Menke, University Counseling Bureau, who discussed the 

psychological and sociological needs of college students in conjunction with 

observing, describing, and interpreting student behavior to aid in referral.

Dr. Richard Erickson, Department of Guidance and Counseling, who 

discussed group communication with emphasis on the case study method.

Dr. Oscar Christensen, Department of Guidance and Counseling, 

who discussed the dynamics of behavior and the role of authority figures, 

with emphasis on college student culture.

Mr. Frank Saunders, Campus Security Police, who discussed the 

legal aspects of drugs in residence halls.

Mr. James Gibson, University Health Center, who discussed the 

physiological effects of drugs in conjunction with a general presentation on 

drugs.

Various students representing the Pharmacy Department, who gave 

a presentation on drugs.

Trainer Presenting Cognitive Topics Selected by the Residence Counselors

The topics discussed are as follows:

1. The importance of accurate perception.

2. Recognition of emotional problems and symptoms.
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3. Problems facing college students. j

4. The status of freshmen in the college sub-culture.

Audiovisual Devices

The movies and other audiovisual aids reviewed by trainees are 

as follows:

1. Semester of Discontent.

2. Youth Culture.

3. LSD—Insight or Insanity.

4. Marijuana.
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SAMPLE CASE STUDY

Prom King from Turner Hall

Turner Hall was one of the largest of seven men's dormitories at 
Central University. The resident manager responsible for the running of the 
300-man housing unit had the title of Head of Residence. He was a married 
graduate student who lived in an apartment on the first floor of the dormi­
tory. He was aided in his duties by two graduate assistants, and ten student 
counselors. Each student counselor was assigned a section of the dormitory 
and the students that lived on his wing were his responsibility.

Hank Rocco, a student counselor in Turner, noticed the many hur­
riedly painted signs posted about the dorm that read, "Be sure and vote today 
for Prom King candidate." Hank found the booth and cast his ballot.

Two nights before the signs were posted, a house meeting was held 
in the lounge of Turner Hall. About 100 of the 300 residents of the hall were 
present at the special meeting called by the dormitory president, Jim Quinn.

Jim: Men, we will make this meeting as brief as we can if you will 
come to order! I've called this special house meeting to nom­
inate candidates for Prom King. At Central University, every 
year at the start of the second semester a Coed Prom is held 
in the Student Union Building. At the prom an all-campus king 
and queen are crowned. Each of the men's housing units and 
all the fraternities on campus elect a candidate from their unit. 
The women on campus vote on the candidates to select a king 
of the prom. Turner Hall's candidate won the kingship last 
year and we received a large trophy which you have all seen 
sitting on top of the telephone desk. Winning is  a big honor 
for the housing unit or fraternity as well as the man. This 
year we'd like to make it two in a row for Turner Hall be­
cause it would be the first time in Central's history that a 
men's housing unit has won the trophy two years in a row. I 
want you men to think for a minute and consider who you fig­
ure would make a first class candidate, one that you would be 
proud to have represent Turner Hall and one that you think 
would have a good chance of winning.

There were a few minutes of conversation and debate among groups 
of men throughout the lounge. The noise of the conversation ceased as the 
dormitory president again called the meeting to order.
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Jim: Nominations are now open.

Freshman: I nominate John Russell.

John Russell was a first semester freshman. He came from a 
wealthy family, had a new car, and was a sharp dresser, and dated much 
more than most freshmen. He was well known on campus as a "party boy" 
though he had a reputation for being a "loud mouth."

Upperclassman: I nominate Bim Wilson.

William Wilson was twenty-four years old, a navy veteran who was 
well known on campus as "Bim." He had taken an active part in student af­
fairs and campus activities since he first enrolled at Central three years 
ago. He was a clean-cut looking young man and mixed well with the women 
on campus.

Freshman: I nominate Blair Dugan.

Blair, a soft-spoken individualist, was a student counselor in Turner 
Hall. He was an outstanding member of the varsity swimming team at Cen­
tral. He followed a strict conditioning set of rules and trained very hard so 
that his board job, counselor duties, swimming and his studies kept him 
from dating at all.

Four other nominations were made and were declined by the indi­
viduals nominated.

Jim: Since we can’t seem to get anyone else to run against these 
three excellent men already nominated, I would like to move 
the nominations be closed.

The motion was seconded and passed. Jim then introduced the three 
newly nominated candidates to the men at the meeting. A round of applause 
and cheers followed the utterances of each of the nominee's name by the 
dorm president. It seemed to Hank that by far the strongest applause was 
given after the mention of Bim Wilson's name.

The election was directed by Bob Sadie and Victor Mays, two mem­
bers of the dormitory council. Bob Sadie was the social representative from 
Blair Dugan's floor and Vic Mays was a council representative from Hank's 
floor.

The announced hours for voting were from noon to one o'clock and 
from five to seven P.M. The polls were open from twelve to one P.M. as 
scheduled but in the rush to get to and from lunch the voting during the noon 
hours was light. Many of the students figured that if they missed the noon 
vote that they could get a chance to cast a ballot that evening from five to 
seven o'clock.
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About a quarter after six the night the votes were to be taken, one 
of Hank's counselees, Dale Whitten, stopped into Hank's room to see him.

Dale: Hey, Hank, I thought we were supposed to be able to vote
from five to seven tonight?

Hank: You are, you'd better get down to the lounge before they 
close up; you only have forty-five minutes.

Dale: The voting has already been stopped.

Hank: Are you sure you went to the right place ? They were voting 
in the lounge over by the fireplace about twenty minutes ago.

Dale: I checked all over the lounge and the phone operator said
that Bob and Vic quit taking ballots at six o ’clock. Bob 
went to dinner and Vic had to study for a chemistry test he 
has at 7:30 tonight.

Hank: I'll check it for you Dale, and see that you get a chance to 
vote. I'm glad that you have that much interest in voting.

Dale: Hell, Hank, I can name you eight men on this floor that
haven't voted yet. I'd like to see Bim Wilson win.

Hank: I'll see that all of you that missed the vote get a chance to 
cast a ballot. I'll go to Vic's room and check with him now.

Dale: Vic has already shoved off for the library to study for his
test and after he gets through, he and Bob are going on a 
double date, so they won't be back until at least ten. Can 
we vote that late?

Hank: I'll get you a chance to vote if it's midnight. Since you were 
here ready to vote at the right time and Vic and Bob closed 
up early—then they'll have to let you vote when they come 
back. I'll keep an eye out for them and call you when they 
get back. .

Dale: Thanks a lot. Hank.

At one o'clock that night Bob and Vic had not returned to Turner 
Hall so Hank gave up waiting for them and went to bed. The next morning 
Hank almost slept through his eight o'clock physics lab and had to leave the 
dorm in a hurry in order to make it to class on time. No sooner had he 
gotten to class than he realized that he hadn't yet seen Vic about the elec­
tion. So far as he knew, Dale hadn't had a chance to vote yet. Hank's 
three hour lab was followed by an eleven o'clock math class so he didn't 
get back to the dormitory before noon. He spotted the notice on the bul­
letin board as soon as he walked in the door. "Blair Dugan has been
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elected Turner’s candidate for Prom King," and it was signed by Vic Mays, 
Hank's council representative who was co-chairman of the election.

Hank went upstairs to Vic's room. Vic was sitting on the bed read­
ing the hometown newspaper.

Hank: I see you and Bob have tabulated the election returns already.

Vic: Yes, Hank, we did it about two o'clock last night after we got
back from the Purple Cow. (The Purple Cow was an after- 
hours night spot about three miles from town.) Boy, am 
I tired! We didn't finish until 3:30 this morning, but the 
results of the election had to be turned in to the student 
planning committee by ten o'clock this morning.

Hank: Did Dale Whitten see you and get to vote ? He said that he 
tried to vote at 6:15 but you had closed up early.

Vic: I had to study for my six weeks test in chemistry and Bob
had to go to supper so we had to close up earlier than we 
had planned. It didn't make much difference 'cause over 
90 per cent of the dorm had voted already anyway.

Hank: That's an exceptionally good turnout of voters. You two did 
a good job; but, Vic, you and Bob had an obligation to stay 
at the voting place until seven o'clock. Closing up early de­
prived at least eight of the thirty men on this wing from voting 
—according to Dale Whitten. I'm surprised that you didn't 
realize your complete responsibility to the men here at Turn­
er and give as many of them as possible a chance to vote.
It's one of the fundamental ideas of a democracy—letting a 
man have a voice in the policy and representation by the ex­
ercise of his right to vote.

Vic: Aren't you being a little over dramatic?

Hank: Damn it, Vic, maybe I am, but I'm beginning to dislike your 
attitude. You have the best grades of any freshman on the 
floor; in the past you've done a bang-up job on the dorm 
council, you keep your room squared away, and you observe 
quiet hours. In short, you're one of. . .

Vic: Don't get all worked up Hank. Dale Whitten's one vote would
not have made any difference.

Hank: How many votes did Blair Dugan win by?

Vic: I don't remember off hand, but it was quite a few.



182

Hank: You must have written it down somewhere. I'd like to see  
the tabulated results.

Vic: Don't you trust me? Blair won by at least twenty votes!

Hank: 0 . K ., I believe you. I'm not accusing you of fixing the elec­
tion, I'd like to see the tabulated results.

Vic: I've already thrown out the ballots.

Hank: At 3:30 in the morning you went downstairs and emptied your 
waste basket?

Vic: There were ballots and paper all over the place, so I took 
them outside and emptied them in the large waste can. I 
like to keep my room neat, anyway.

Hank: Who sat in on the counting of the ballots?

Vic: Just Bob and me. Everyone else had gone to bed by the time 
we got back to the dormitory.

Hank: I hope there are no kickbacks on this election and the results, 
Vic. There may be some complaining by the men that didn't 
get to vote. You should have kept the tabulated results.

Vic: I didn't even keep the check sheet of the men who had voted 
and those who didn't. You'll have to admit that over 90 per 
cent of the men turning out to vote is good.

Hank: Yes, 90 per cent would be a very good turnout.

About seven o'clock that evening, Dan Zypp, a counselor on another 
floor in Turner Hall, came to Hank's room.

Dan: Hank, one of the boys on your floor, Vic Mays, helped run 
the election for Prom King. There has been a lot of angry 
talk in the dorm about the results. What do you think of the 
election ?

Hank: What are you driving at, Dan?

Dan: Eleven of the boys on my floor didn't get to vote because the 
voting was stopped ahead of schedule. I asked the counselors 
on four sections to quietly find out how many men on their 
floor didn't vote. On the total of the five wings, there were 
forty-four who didn't get to vote.
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Hank: There were eight on my floor that I know off-hand that did 
not vote. That makes fifty-two non-voters out of only six 
of ten sections in the dorm. I'm beginning to see the point.

Dan: There are just under 300 boys in this dorm. We know that 
fifty-two did not get to vote in the six sections that we've 
already asked. We don't know how many didn't vote in the 
other four wings. Even if we assume that 100 per cent of 
the boys in the other sections voted, the fifty-two boys that 
we know didn't vote would keep the turnout from being the 
reported, "over 90 per cent."

Hank: If you don't mind, Dan, I'd like to talk to Vic Mays about 
this before we discuss this any further. Keep your super­
stitions to yourself till I get in touch with you again, O.K. ?

Dan: It's fine with me; Vic's your counselee. Let me know what 
he has to say, will you?

Hank: I'll keep you posted, Dan.

Hank went to Vic's room right after he finished talking with Dan. 
Vic was alone in the room studying.

Hank: Hello, Vic. Where are your two roommates?

Vic: They went out to get a beer; they'll be back in a little while.

Hank: Well then, I guess I'd better get right to the point before they 
come back. Vic, I mentioned this afternoon that there may 
be some kickbacks on this election that you and Bob Sadie 
had charge of.

Vic: What kind of kickbacks?

Hank: How many per cent of the dorm did you say had voted in the 
election before you closed down ahead of time?

Vic: Over 90 per cent. I don't remember the exact figures.

Hank: Vic, Dan Zupp, one of our other counselors in the dorm has 
found forty-four men in jist one-half of the dorm that didn't 
vote, and there are eight more on my wing that I know about. 
Fifty-two that didn't vote out of 300 is less than 83 per cent 
voting participation and that's assuming that the other four 
wings we don't know about yet voted 100 per cent.

Vic: Maybe some of the men voted twice or even three times.

Hank: Was that possible?
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Vic: Sure, the men didn't have to show their athletic cards or any
identification. We just checked their names off on a list. 
Anyone that neither Bob nor I knew personally could have 
come and voted in his own name at noon and then given us 
someone else's name that evening. We couldn't be expected 
to remember the faces of everyone of the men who came to 
vote.

Hank: Why didn't you make them show athletic cards or some form 
of identification ?

Vic: Because too many men did not have their cards with them and
we wanted to get as many people to vote as possible. If we 
made them go get their athletic cards, too many would say,
"to hell" with it and not vote at all.

Hank: To get away from that phase of it for a while—I thought you 
might like to hear a bit of talk I overheard at supper tonight.

Vic: Go ahead, shoot. Gossip never hurt anyone.

Hank: The reason I'm bringing it up is it planted a few ugly seeds 
in my mind and I'd like you to know what I've been stewing 
about. You and Bob ran the election. Blair Dugan, the up­
set winner of the vote, and you are both on the swim team 
and are good friends. Bob Sadie is  one of Blair's counsel- 
ees, and both men came from the same hometown. The 
grapevine has it that you two stuffed the ballot box or rigged 
the election.

Vic: Is that what you believe, Hank?

Hank: Honestly, Vic, I don't know what to believe, but I'm getting 
as suspicious as the next man.

Vic: What do you propose to do?

Hank: Tm going to sleep on it and in the morning I'm going to the 
Head of Residence, Jack Thompson, and ask him what he 
thinks.

Vic: I don't care what people say. You can't prove the election
was rigged.

Hank: Maybe I can't, maybe I don't even want to do so. But if it 
was fixed as some people think it was, I'd think a whole lot 
more of you as a man if you'd admit it and I did not have to 
find it out on my own or find it out second hand.
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Vic's roommate walked in just then as Hank started to say some­
thing more. Vic picked up his text book and continued to read. Hank went 
back to his room and tried to figure out whether he was making too hasty 
a decision about the election and Vic.

"Vic was about as nice a student as one would ever m eet," Hank 
thought to himself. "He had always seemed much more mature and level­
headed than the rest of the men his age on the floor."

About two hours after Hank had talked to him last, Vic came to 
Hank's room and said that his conscience bothered him too much to hold 
back any longer. He and Bob Sadie had counted the ballots and found that 
Bim Wilson had won by almost forty votes. Nevertheless, they reported 
Blair Dugan the winner. He said they were both pretty "high" when they 
made the decision. He and Bob had finished a case of beer between them 
at the Purple Cow that evening prior to the ballot count.

Hank and Vic went to get Bob Sadie and the three men proceeded 
to the Head of Residences' apartment to see what Jack Thompson thought 
should be done.

It was established that it was too late to submit the real winner of 
the election—Bim Wilson's name in place of Blair Dugan's who would be the 
candidate for Prom King from Turner Hall regardless of the real results of 
the election.

To Vic's credit, it was noted that he was a model resident as well 
as a good student. The fact that he confessed his guilt could not be ignored.

Bob and Vic both said that when they sobered up the morning after 
the ballot count, they realized that they had wronged their fellow students. 
Bob had posted the notice on the bulletin board announcing Dugan's victory 
at 3:30 a. m. By the time they had gotten up that morning enough of the 
residents had seen the notice, so they were afraid to change the results and 
went ahead and submitted Blair Dugan's name anyway.

The problems confronting the counselor and the residence head were:

1. Should the students in the dorm be told that the election was 
fixed ? What purpose would this serve since the reported re­
sults could not be changed ?

2. If the residents were told about the "rigged" election, how 
would this affect Blair Dugan and Bim Wilson?

3. How should Vic and Bob be treated, disciplined or counseled?

4. Should they remain members of the dormitory council? If they 
were removed from the council, how could this be accomplished 
if it was decided to remain silent about the election outcome?
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TRAINING PROGRAM EVALUATION INVENTORY

The following six questions relate to what your feelings are about 
the training program; please answer them in as much detail as possible. 
Your responses will appear in my thesis exactly as you write them. It is  
for this reason and to help develop next year's program that I must know 
your precise reactions to the questions.

If you would rather remain anonymous there is no need for identi­
fying yourself.

Thanks Again, 
Bill

1. My emotional reactions to the program are. . .

2. My objective reactions to the program are. . .

3. My evaluation of the "case studies" and "role playing" as part of the 
in-service training program is . . .
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4. I would like to recommend. . .

5. My miscellaneous comments are. . .

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor is. . .
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Responses of the trainees toward the training program exactly as 
they stated them:

Student Number 1

1. My emotional reactions to the program are. . . It was fun working 
together and discussing different dormitory problems. I enjoyed every- 
ones company and feel we accomplished something constructive. I feel 
the program is a good thing and I have tried to do my job better be­
cause of its influence.

2. My objective reactions to the program are. . . The program will be 
a good thing, because the wing assistant will know where he stands and 
how to handle his job better.

3. My evaluation of the "case studies" and "role playing" as part of the 
in-service training program is" ! ! I feel I gained valuable knowledge 
from this, and when I came across similar situations I handled them a 
great deal better than I would have otherwise.

4. I would like to recommend. . . I do not think the program should be 
too long or else it would become boring. However, if there were ben­
efits like getting credits and free meals, beside a little course (short)
I feel the wing assistants would be better.

5. My miscellaneous comments are. . . I really have no comments to 
make, but I do not think wing assistants should be set too far apart 
from the other students in the hall or it will become too much like the 
military.

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor is . . . I feel the Monday night meetings 
though sometimes a little too long were valuable to me and helped me 
do a better job. They made me more concerned with each one of my 
students and I know because of the program I went out of my way to 
help some of them.

Student Number 2

1. My emotional reactions to the program are. . . mixed. I enjoyed the 
meetings but I feel that they did not teach me that much. Of course 
much was probably learned that I don't realize.

2. My objective reactions to the program are. . . good.

3. My evaluation of the "case studies'1 and "role playing" as part of the 
in-service training program is . . . good. They helped more than any­
thing to get the point across. The discussion afterwards was always
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interesting. It showed how different people would handle the same 
situation. This is good thinking material.

4. I would like to recommend. . . more of a textbook approach and a 
more organized program.

5. My miscellaneous comments are. . . as follows: The program could
have been shorter and accomplished as much.

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor i s . . .as follows: I tend to feel that
with or without this program the results of the test would have shown 
an improvement in the RC/resident relationship. The program began 
early 1st semester when the residents really didn’t know the RC and 
visa versa. Now everybody knows everybody else pretty well so the 
results would change accordingly.

Student Number 3

1. My emotional reactions to the program are. . . I feel the program 
well organized, and most of the meetings were fruitful and flowed 
smoothly. I felt good about participating in the group, and think it 
will be useful.

2. My objective reactions to the program are. . . I think the program 
was successful in its goals. I think the relationship questionnaire 
could be improved.

3. My evaluation of the "case studies’’ and "role playing" as part of the 
in-service training program is . . . Some were not relevant to our 
problems, some were. Role playing was a very good instrument for 
self-examination and illustration.

4. I would like to recommend. . . To stress the importance of making 
RC's more independent and better able to interpret problems—not be­
come policemen or informers. Must be well adjusted and likeable.

5. My miscellaneous comments are. . . In our case, please point out 
how Dept, of Student Housing gave us the cold shoulder. I thought 
Dr. Christensen was superb. Bill Foster was very helpful. Some 
films were not too relevant—some too old.

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor is . . . We must be careful not to make 
RC's the products of a single, rigid system of training, but emphasize 
individual responsibility and understanding toward men on wings. Get 
rid of all RC's with paternal and authority complexes.
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Student Number 4

1. My emotional reactions to the program are. . . The program was at
first boring, the case studies early in the program appeared irrelevant. 
The sessions were far too long: sitting in a small room for two hours,
choking in clouds of cigarette smoke, and being prodded into speaking 
when concentration is impossible, or at least extremely difficult, is  
enough to nearly drive a person out of his mind. I suggest maintaining 
a physical atmosphere more conducive to the preservation of life as well 
as thought.

2. My objective reactions to the program are. . . The idea for the pro­
gram is fine and the approach that developed, i. e . , the use of case 
studies coupled with role playing, seems very effective.

3. My evaluation of the "case studies'* and "role playing" as part of the 
in-service training program is . . . I believe that is the best approach 
—case studies with role playing as the major form of instruction— 
from the experience, I have found that role playing is the best way of 
getting a person to really understand the feelings of someome who is 
troubled, especially when he is forced to interact with other playing 
opposing roles —one almost becomes the person in trouble and realizes 
what he would be up against if he had to face such a person.

4. I would like to recommend. . . more role playing. More treatment of 
more explosive problems such as drugs, alcohol, and the workings of 
dangerous deviates, such as arsonists, which are occasionally found in 
the student population.

5. My miscellaneous comments are. . . We need the program to help pre­
pare new assistants for what they will have to face when they go to 
work.

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor is . . . I must admit that I don't feel 
that I have gained too much from this program, possibly because this 
is my second year as a counselor and my methods are pretty well set.
A new counselor would probably learn much, however, since he has 
never before been exposed to this line of work.

Student Number 5

1. My emotional reactions to the program are. . . The program shows a 
high potential. It can be of value even to a prospective residence coun­
selor to expose him to possible situations and problems he might run 
across. This would let him consider his policies and actions before 
taking over a wing. The program, in a sense, gives the new residence 
counselor on-the-job experience before even starting.
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2. My objective reactions to the program are. . . The program started 
out slow, but it progressed until at the end there was a real group ef­
fort. This was especially evident in the role playing and case studies.

3. My evaluation of the "case studies" and "role playing11 as part of the 
in-service training program is . . . They were most effective when 
contemporary and local problems were discussed. It brought to light 
most clearly that there is no one answer to a problem, and any an­
swer is not completely without fault. Adapting to the situation was 
another technique brought out.

4. I would like to recommend. . . I would like to recommend that some 
form of stipend be given to residence counselors who enter this pro­
gram. Either pay for coming back a week early before classes start 
to take part in a concentrated program. Or, make the program into 
an elective class for which one or two units of credit be awarded on
a pass or fail system.

5. My miscellaneous comments are. . . The program should concentrate 
on general situations that may develop at the University of Arizona, and 
at the end of the study let the members of. the study group bring in 
their own hall problems for discussion.

This is a program to get the residence counselor to think seriously 
about his job, not just to inform him of University policy and make 
him another nCampus Cop" who happens to live on the wing.

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor i s . . . I try not to narrow myself by 
just looking at a problem from just one angle. I have found that this 
seems to make me more effective as a counselor without alienating me 
from the men on my wing.

Student Number 6

1. My emotional reactions to the program are. . . Program gave me an 
insight as to how other EC's think and react to problems. Arguments 
that did arise during the meetings as to the possible solution of a 
"problem" presented during the class only proved to me that the need 
for such a program is greater than ever. The "arguments" only proved 
that the RC did not really understand his problem completely or did not 
know how to deal with in the correct manner! 2

2. My objective reactions to the program are. . . Some of the guest 
speakers we had were not directly related to the EC's function as a 
wing counselor or the problems he is faced with in the dorm. The 
program got off to a slow start but progressed rapidly through one- 
third of the way.
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3. My evaluation of the "case studies1* and "role playing1* as part of the 
in-service training program is. ! .very important to the program be­
cause it actually places you on "the spot" and a great deal can be 
learned from the reactions observed. It would be very beneficial to 
the RC if he didn't have to think (too long) how to react to a situation 
imposed on him in the dorm (actual situation) and to come ahead with 
the right decision concerning the problem.

4. I would like to recommend. . .a t least a 10 week program to orient 
new wing counselors who have been chosen at the end of the 1st se­
mester in January. Program could start in February (start of 2nd 
semester) and could continue until May. Program could contain case 
studies with "role playing," movies, orientation of "duties" and "ex­
pectancies" from RC, their power to keep order, etc.

5. My miscellaneous comments are. . . This "proposed program" could 
evaluate the newly-chosen wing counselor to see if he could cope with 
problems in his or her dorm and it might help them with a possible 
solution or remedy to a situation they are faced with in the future.

If the program is to be started, the students themselves must "take 
control" of the program (95% of it) with the instructor mainly as a 
consultant or advisor.

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor i s . . . I live in a comparatively quiet 
dorm; therefore, I was not confronted with the problems that some of 
the other RC's had in other dorms (after discussing some of their prob­
lems). But, with the program that was offered to me, I could follow 
step by step how the other RC's tried to solve their problems or where 
they had gotten into trouble. I learned to be more at ease with the 
smaller problems I faced (noise level, for example) and how to ap­
proach the so-called offenders in my wing or in the dorm and deal with 
the problems as effectively as possible.

Student Number 7

1. My emotional reactions to the program are. . . I felt that I received 
several distinct benefits from RAIST. After some initial groundwork 
was laid, the program began to gel and moved forward rapidly. I en­
joyed the experiment; I felt it was worthwhile, informative, helpful, and 
that it has terrific potential as a training device. I heartily recommend 
it for all Residence Counselors. 2

2. My objective reactions to the program are. . . The program was well 
run. Initially, selection of case studies (relevant ones) was a problem. 
Other than minor problems such as these (for example, because of the 
time factor there was a lack of in-depth examination of certain psycho­
logical and interpersonal relationships), the study went well. Perhaps 
we only scratched the surface.
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3. My evaluation of the "case studies” and "role playing*1 as part of the 
in-service training program is. . . These aspects of the program 
were vital parts of its success. A more direct method of learning 
couldn't have been chosen. A certain feeling is developed from ex­
perimental role playing, a kind of "sensitivity toward others," which 
is invaluable to the RC.

4. I would like to recommend. . . Perhaps the study could explore more 
fully certain factors influencing interpersonal relationships, perhaps 
more carefully define (with administrative help) the legal limits of the 
EC's authority, and perhaps help define and open channels of help and 
guidance open to the R. C. for the benefit of his residents.

5. My miscellaneous comments are. . . I feel the study should be car- 
ried out over a longer period of time, perhaps more intensively, and 
perhaps even for credit (as a basic "Human Relations" type course).

(Naturally, I believe RC benefits also should increase as long as the 
duties of an RC continue to require more and more from him .)

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor is . . .  I feel the program has sensitized 
me into a greater awareness of my role as an R. C. I am more care­
ful when dealing with others, I am more responsive to the residents, 
more willing to councel, and because of this my effect on the hall at­
mosphere is not one of authoritarian rigidity, but rather one of coop­
eration and freedom of action for all residents.

Student Number 8

1. My emotional reactions to the program are. . . I thought the program * 2 3 4 5 6
itself filled a need and was enjoyable.

2. My objective reactions to the program are. . . In the future it needs 
better organization, and more participation by University officials (Di­
rector of Housing and Dean of Men and Campus Police).

3. My evaluation of the "case studies" and "role playing" as part of the 
in-service training program is. . . Case studies gave good stimulus 
for the role playing which was most effective.

4. I would like to recommend. . . Refer to questions 1, 2, 3.

5. My miscellaneous comments are. . . Helpful in enabling me to develop 
confidence to do my job.

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor i s . . . There was much carry-over 
into day by day situations. Most effective!
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Student Number 9

1. My emotional reactions to the program are. . . I'd guess I'd say that
"emotionally": At the outset—pessimistic, at the finale—optimistic on
the program's possible worth.

2. My objective reactions to the program are. . . Generally, the more ex­
periences one has had in dealing with people and their situations, the 
better equipped he is to handle each new situation. As this type of pro­
gram through role playing throws one into different types of situations, 
it would certainly be an aid.

3. My evaluation of the "case studies" and "role playing" as part of the
in-service training program is. . . Role playing: the mind is forced
to tinker with certain situations. Guess I'd say that the brain is sim ­
ilar to a muscle in that the more it is exercised, the better it can 
perform the task at hand.

4. I would like to recommend. . .1 believe that such a program would be 
a definite aid to those who would participate. But many worthwhile 
projects have never materialized because they were not sold. I would 
say it is most important to get a salesman who could package the box 
such that many would want to determine what is inside. This is prob­
ably fairly difficult.

5. My miscellaneous comments are. . .As to substance of the program:
Movies: From my exposure I'd say only a few film s—as excellent
movies are of sparse population. Speakers: Interesting speakers are 
available—the more the better.

6. My evaluation of the effects of the program in relation to my effective­
ness as a residence counselor is. . . Would say that this program was 
certainly aid to myself—as the reasons jotted above.

Student Number 10

In perspective of the situation created for on-campus living by the 
general structure of the University residence halls, a program for residence 
counselors, such as the one currently implemented by Mr. Bill Lindemann, 
has become nothing short of a necessity.

The manner in which the weekly sessions were conducted was beau­
tifully professional, yet so intensely personal. Each of the ten residence 
counselors chosen to participate in Mr. Lindemann's experiment in true 
social involvement was able to benefit by expressing and defining his own 
ideals, instructing himself in the complexities of dormitory life, while 
simultaneously absorbing what he wished from the variety of lectures, read­
ings and case studies which were offered on a voluntary level.
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It must be realized that, since our residence halls simply do not 
maintain proper study conditions, sanitary conditions, recreational facilities 
and the like, the burden of creating a proper combination of the academic 
and social environment necessary for each individual pursuing a college 
career rests upon the shoulders of the residence counselor and his rela­
tionship to his men.

To compose a book or pamphlet, distribute it among the new resi­
dence counselors and say "Go now, and manage thy wing" is insufficient. 
Programs must be formulated and implemented, men must be trained be­
fore tackling what happens to be the most important social function at the 
university; that is an individual performing the role of an authoritative fig­
ure, a counselor and a friend, without disrupting his own mores and goals, 
and without disorganizing the group in his wing.

We're speaking here of personalities, characters, of life . One 
must be prepared to deal with the lives of others, and a training program 
such as this one is certainly the most valuable way I have yet discovered 
to develop within oneself the empathy necessary to conduct oneself as a 
residence counselor among fellow students.

Nor is there any reason why women should not be included in the 
program. There are those who say that the residence counselor for the 
women's halls already have training programs. These, however, are not 
implemented. They deal more with trite irrelevant procedures than with 
the true problems encountered by women living in a communal situation: 
problems which should be handled by a peer, not a head resident. Rules 
and procedures, again, do nothing but stifle a living, environmental ex­
pression, and such training programs as this one virtually teach one how 
to step onto the path of making proper value judgments when the need 
arises.

The only disadvantage I detect within the program itself is the 
voluminous amount of material that the participants were expected to read, 
review, or even skim over. The time simply was not there for many of 
us. That particular factor, however, by no means prevented me from 
absorbing what I felt I should have absorbed from the program to a 100 
per cent capacity.

In short, the program is a necessary one, and, should the pos­
sibility arise, certainly worthy of the granting of a unit of credit or two 
for those who participate. We need trained residence counselors, on the 
male and female levels.
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