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ABSTRACT
FACILITATING THE DEVELOPMENT OF INTERPERSONAL COMMUNICATION
SKILLS IN CHILDREN: THE DEVELOPMENT, IMPLEMENTATION AND

EVALUATION OF A CURRICULUM WITH IMPLICATIONS
FOR PEACE EDUCATION

Educators interested in helping students develop their personal resources for living
harmoniously have increasingly recognizéd the need for programs that enhance the
development of interpersonal skills in children. To meet this need, a systematic program,
based on Carl Rogers' theory of interpersonal communication, was designed to facilitate
the development of communication skills in children thus encouraging interpersonal
understanding. The curriculum uses issues arising in children's relationships with others
as a medium for teaching listening, empathy and clarification skills. The purpose of this -
study was to assess the effectiveness of the curriculum in teaching these skills.

The curriculum was field tested in a grade five class. Students met with the
investigator for 40 minutes, two to three times a week over the course of ten weeks to train
in the interpersonal communication skills. Grade five students enrolled in two other classes
participated as a control group. As a participant observer, the investigator kept anecdotal
records to assess the effectiveness of the curriculum and to explore its effects on the
students and their interpersonal relationships. In addition, prior to, and two weeks
following the completion of the program, students in both groups completed indexes of
empathy and clarification skills. Evaluations of the experience were also completed by the
training group.

The interpersonal skills curriculum appeared to be effective in facilitating the |
students’ development of interpersonal communication skills: Analyses of scores on the
communication indexes revealed a significant improvement in empathy and clarifying

skills, when considered separately or together, for students participating in the program



both over the éourse of training and in comparison with a control group. Exploratory
fihdings indicate that the program had positive effects on many of the students and their
interpersonal relationships. Qualitative data provided insight into the effectiveness of the
content and process of the curriculum. Recommendations are made for the development,
implementation and evaluation of interpersonal communication skills curricula for upper
elementary school age children.

Implications of the study are discussed within the broader context of educating for
peace. Suggestions for further research include: investigation of the durability of skills and
their transfer out of the learning setting; investigation of the effects of the program on intra
and interpersonal variables and learning outcomes; and investigation of how children of

different ages relate, both cognitively and psychologically, to issues affecting peace.
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For Kyla and Kian,

may peace, only a vision now,
become a reality in your lifetimes.
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"If peace education is ever to provide students with a truly
comprehensive study of peace, it will have to consider
communication. After all, war and peace are relationships.”

(Fry, 1986)



HAPTER 1

INTRODUCTION

Background and Rationale

We live in very difficult times. One has only to read a newspaper or listen to a
news broadcast to begin to ascertain the extent of the problems in the world: environmental
problems, political strife, terrorism, wars on many parts of the globe, hunger, human
rights violations, apartheid, inequality, the arms race. At times it seems inevitable that
these problems will escalate into a nuclear war; that somehow the unimaginable, global
annihilation, will become a reality.

Like us, our children are aware of these problems and are concerned and fearful
about the possibility of nuclear war. Recent studies have reported that Canadian children as
young as nine years old are aware of and afraid of the threat of nuclear war (Hargraves,
1985; Harvey et al,1985; Parker et al, 1986; Sommers et al, 1984). Studies also reveal that
some of these children believe that a nuclear war will occur in their lifetime. Most feel a
sense of personal powerlessness in relation to the nuclear issue.

It is difficult to imas ‘ne how our children will cope with problems such as those
that exist in our world today. Indeed, their future depends on whether we continue to
move towards annihilation or begin to move towards peace. If the aim of education is to
prepare our children for their future, then we need to actively prepare our children for
peace. As educators, we need to provide students with information about issues affecting
peace, with psychological skills to cope with this information, and with the personal
resources necessary to live peacefully. |

Policy makers, educators, and parents have recognized the need for peace education

in our schools. For example, in 1974, the United Nations adopted a recommendation by

1



Unesco on Edﬁcation for International Understanding, Co-operation and Peace rélating to
Human Rights and Fundamental Freedoms. The recommendation was to encourage and
support education for the advancement of justice, freedom, human rights and peace. Atan
internaﬁonal government conference in 1983, it was observed that the main lines of
emphasis of the recommendation are now reflected in most national educational policies
(Petrovsky, 1986).

In a survey of peace education for the Canadian Institute for International Peace and
Security, Wytze Brouwer (1986), found that a mandate for peace education exists within
the formal educational goals and objectives of every Canadian province. In fact, many of
the components of peace education are reflected in the objectives of subjects such as Social
Studies, Language Arfs, Science, and Drama.

The Canadian Teacher's Federation (CTF) also has a comprehensive policy in
support of peace education:

Educators should provide leadership in supporting the concept of global
understanding and peace. |
Justice, mutual respect, and respect for differences can be taught and learnt.
Students must be assisted in acquiring skills to make choices relevant to world
concerns.
Peace education must concern itself with teaching co-operation at all levels.
The CTF calls for educators to provide students with the knowledge, understanding
attitudes, skills and powers to live in peace.

The public is also demanding that schools take a much broader view of education
and include topics such as social awareness, values, sex education, peace education, and
communication skills (Pitsula, 1987).

Given this impetus, the field of peace education has begun to grow in Canada. The

field is, however, still in its infancy: there is no clear consensus regarding the focus,



content (Richérds, 1986) and process of peace education. Indeed, both the tefminology
and the framework for the field differ across educational levels. At the university level, the
term "peace studies"” is primarily used to refer to programs and courses dedicated to the
study of war and the alternatives to war. Recently, however, the focus has shifted from the
study of war to the study of structural violence, including the examination of political and

~ socioeconomic structures that perpetuate injustice and violence. At the secondary and
elementary school levels the term "peace education” is used to refer to teaching and learning
about peace. The primary aim of such education is to provide information about global
issues that affect peace, the nuclear issue in particular.

One of the major difficulties in the development of "peace education" and "peace
studies" is the lack of a positive vision of peace (Carson & Parsons, 1985). This is
reflected by the content of programs which focus on "war" and the nuclear arms race. The
content of "peace education" and "peace studies" is not without controversy. There is
much debate over whether such curricula are, or should be, "balanced". Cox and Scruton
(1984) argue that such curricula are not balanced and as such advocate political views
which are "damaging to the national interests...and favorable to the Soviets" (Richards,
1986). Peace educators argue that such curricula provide a balance to text books which
promote "nationalism” (Wilberg, 1981) and provide information that is hidden by
government authorities (Carson & Parsons, 1985).

Recently, peace educators, especially at the elementary and secondary school levels
have turned their attention to "educating for peace". The primary aim of such education is
to help students to develop their personal resources for living peacefully. This includes
teaching skills for mediation, conflict resolution, "non-competitive dialogue" and co-

operation (Brouwer, 1986).



Out of the debate regarding the focus, content and process of peace education, a

number of important criteria have emerged for the development and implementation of

peace education programs and activities.

1.

The content of materials for peace education, like any other subject area, need to
be developmentally appropriate (MacIntosh, 1987). Because of the political
controversy that can sometimes surround peace education, careful consideration
must to be given to the manner in which students at different ages relate to the
concept of peace, the extent to which they are aware of issues affecting peace,

and their abilities to deal with information both cognitively and psychologically.

. Teaching processes need to be consistent with and model the content of peace

education curricula (Maclntosh, 1987; Richards, 1986). How we deal with
power, justice, equality, differences and conflict in our daily lives tells students
a great deal about peace. Providing students with opportunities to influence
their learning and educational experience can help to alleviate the sense of

powerlessness that many experience in the face of the future.

A balance between affective involvement and learning concepts, content and
skills is necessary (MacIntosh, 1987). Helping students to deal psychologically
with information and issues through discussions, sharing feelings and ideas is
an important part of the peace education process, as is facilitating the

development of skills, and the intake of factual information.
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Curriculum materials have been developed to educate young people about global
issues affecting peace, the nuclear issue in particular. Few materials exist to facilitate the
development in students of their personal resources for living peacefully; to help them to
show, in their day to day behavior, a deep and compassionate concern for each other and
the future of our world. This thesis addresses this goal by designing and researching a
curriculum to facilitate the development of communication skills in students, skills that
encourage interpersonal understanding. The criteria, previously identified, are incorporated
into the curriculum design.

A putative assumption in teaching interpersonal skills within the context of peace
education is that there are strong links between interpersonal and international conflict and
that peace on a global level is intimately connected to peace on a personal level. Peace, as
such, is conceptualized as a social process involving communication between individuals,
families, groups, schools, governments and nations. Peace is therefore ultimately
connected to the quality of communication and interaction.

A major barrier to peace and interpersonal understanding is our tendency to judge:
to approve or disapprove of ourselves, some other person or some other group. According
to Carl Rogers (1961a) this tendency to judge is common in almost all interchanges and is
heightened in those situations where feelings and emotions are deeply involved. Rogers
suggests that when communication is met by acceptance, rather than evaluation,
reassurance, denial or distortion, feelings become bearable, confusion becomes clear and
insoluble elements become soiuble - in essence a sense of personal and interpersonal peace
is achieved. Acceptance, or being nonjudgmental, means working to understand another
person's thoughts or feelings from "the other person's point of view, to sense how it feels
to him(/her), to achieve his(/her) frame of reference in regard to the thing (s)he is talking

about" (Rogers, 1961a).



The inig:rpersonal communication skills of empathy and clarification embody
Rogers' basic approach of seeing another's thoughts and feelings from the other's point of
view and provide a means for communicating that understanding back to the other person.
Results of research conducted in a wide variety of situations, demonstrate the effectiveness
of nonjudgmental listening, empathy and clarification in enhancing interpersonal
understanding and reducing conflict (Rogers, 1961a). The curriculum developed in this

study was designed to facilitate the development of these skills in students.

Definition of Terms
The definition of terms as they are used for the purposes of this study are as

follows:

Curriculum intervention or interpersonal communication skills curriculum refers to
the curriculum unit designed by the investigator to facilitate the development of listening,

empathy and clarifying skills, described in this study (See Appendix C).

Empathy refers to the ability to perceive another person's feelings accurately and to

communicate that understanding to the other person (Rogers 1961a, Wassermann).

Clarification refers to the ability to perceive another person's opinions, attitudes or
ideas accurately and to communicate that understanding to the other person.

Listening refers to the ability to understand what another is saying by attending to

the facial, postural, verbal, tonal, content and timing of cues of the other person.



Erripathy and clarification are conceptualized as having three phases.

ATTENDING
the listener attends
to the facial,
postural, verbal,
tonal, content and
timing cues of the
other person.

>

UNDERSTANDING
the listener processes
these cues affectively

(by tuning into one's heart)

and cognitively

D‘_

(by thinking about what the

other person expressed)

Understanding is

facilitated when the listener

is able to be nonjudgmental.

<l

Statement of Problems

RESPONDING
the listener's
understanding is
communicated
back to the other
person

©

An evaluation of the
effect and accuracy of
the response is made
and considered in
formulating the next
response.

The intent of this thesis was to develop a systematic curriculum to facilitate children

in their development of communication skills which encourage interpersonal

understanding. Rogers' theory of interpersonal communication was used as a basis for the

curriculum which was specifically designed to teach listening, empathy and clarification

skills. Strategies for teaching these skills were developed based on a review of existing

training programs and theory and research concerned with the development of empathy and

prosocial behavior in children. The central purpose of this study was to assess the

effectiveness of the curriculum experience in facilitating the development of empathy and

clarification skills in students through the implementation of the interpersonal

communication skills curriculum. The effect of the curriculum experience on the students

and their interpersonal relationships was also examined. This examination was, however,

exploratory in nature so that further avenues for research could be identified.



Hypotheses

H1:  The students in the training group will receive significantly higher mean scores
on post intervention paper and pencil measufes of empathy skills and
clarification skills than the students in the control group.

H2:  The students in the training group will receive significantly higher mean post
intervention scores on paper and pencil measures of empathy and clarification

skills than pre intervention scores.

Methodology

As the main purpose of this study was to assess whether the interpersonal
communication skills curriculum would lead to increases in empathy and clarification skills
so that students might improve their interpersonal relationships, a pre-test post-test control
group design was used to assess changes in the students ability to use these communication
skills. The curriculum was field tested in a public school district in British Columbia
during the 1986/87 school year. Students in a grade five class met with the investigator 2-3
times a week over the course of ten weeks and were trained in listening, empathy and
clarification skills. Students in two other classes participated as a control group. Empathy
and clarification skills were measured using indexes baSed on a communication index by
Kvatochuil, Carkhuff and Berenson (1969) and scored using scales based on a rating scale
developed by Carkhuff (1969), and two modified versions of this scale developed by
McAllister (1978). The indexes and scales are located in the Appendices D and E.

In addition to collecting data to measure changes in the students' interpersonal
communication skills, data were collected to assess the effectiveness of the curriculum so
that revisions could be made to improve its effectiveness. Students in the training group

completed evaluations of the curriculum and their learning; anecdotal records were kept by



the investigatof as a participant observer throughout the implementation of the curriculum;
and records were made of the students' task work. These data were used to make
improvements to the training program and to begin to explore whether such a form of
communication education was an effective means for educating for peace. An exploratory
examination of the effect of the curriculum _experience on the students and their
interpersonal relationships was made so that further avenues for research could be

identified.

Limitations of the Study

The study is limited by the following conditions:

The sample size was restricted to grade five students from a large suburban school
district in British Columbia. By necessity, this was a "convenience sample"”, rather than a
random sample. It was determined by the voluntary participation of students, with parental
consent, enrolled in three classes at different schools, and by the willingness of the school
principals and classroom teachers to participate in the investigation. Students in the training
group came from a single grade 5 classroom. Students in the control group came from two
grade 5/6 classrooms

Students in the study were not pre-selected according to the quality of their
interpersonal relationships, the level of their communicaﬁon skills, or any other criteria.

The material for the interpersonal communication skills curriculum was developed
by the investigator who also taught the program to the students in the training group.
Students in the control group received no intervention, thus the possibility of the
"Hawthorne" effect was not controlled for.

The training program extended over two or three forty minute classes a week for the

period of 12 consecutive weeks for a total of 31 sessions.



Pre and post training indexes of empathy and clarification skills were éompleted
a.honymously by all students in the study under the supervision of the investigator. These
indexes were scored by two independent raters. Students in the training group also
completed an evaluation of the curriculum. Observations were recorded by the investigator

during the implementation of the curriculum intervention.

Organization of the Thesis

This chapter has identified the problem investigated in this thesis and has provided
the background and rationale for this study. Chapter II provides an examination of
interpersonal skills training and the need for such education in the schools. Research
pertinent to the development and assessment of curriculum for teaching interpersonal
communication skills is also reviewed. Chapter III outlines the methodology of the study,
describing the procedures, measures and interventions used. Chapter IV presents the
findings of the study and discusses revisions to the curriculum intervention. Chapter V
presents conclusions and examines the implications of the investigation for communication

education and peace education.
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CHAPTER I
SELECTIVE REVIEW OF THE LITERARURE

Chapter one placed communication education within the broader context of
educating for peace and the rationale for peace education, including the need to meet formal
educational goals and objectives and professional obligations was described. It was noted
that the need for peace education becomes increasingly more imperative as society becomes
more and more complex and children become aware of, and concerned about, issues
affecting peace. The rationale for communication education as an integral component of
peace education was also sketched. The putative assumptions in this approach to péace
education is that there are strong links between interpersonal and international conflict and
that peace on a personal level is intimately connected to peace on a global level; it is,
however also acknowledged that specifying the causal links in these putative relationships
are problematic. Three important criteria for the development and implementation of peace
education programs and activities were identified. Thus chapter one provides a discussion
of peace education as a context for developing and evaluating curriculum materials designed
to enhance the development of interpersonal skills in children.

The purpose of this chapter is: (1) to examine the historical roots and the
contemporary state of interpersonal skills education in schools, and to focus on empathy
and clarification as key interpersonal skills; (2) to review theory and research pertinent to
the development and assessment of curriculum materials for teaching interpersonal
communication skills to children including an examination of the research concerned with
the development of empathy in children and its relationship to prosocial behavior; and (3)
to examine existing programs for developing empathy skills in children. Key components
of the above for the development, implementation and evaluation of curriculum materials

for teaching interpersonal communication skills to children will be summarized.

11



-

The follbwing review of the literature focuses on empathy. There are two Teasons
for this. First, little is known about clarification skills in children. The present review of
the literature did not reveal any research on the development of clarification skills in
children or any training programs for children designed to enhance these skills. Second,
clarification is conceptualized as being theoretically similar to empathy. Both skills embody
Rogers' basic approach of seeing another's thoughts and feelings from the other's point of
view and provide a means for communicating that understanding back to the other person.
Thus the processes involved in clarifying are similar to those involved in empathy. The
delineation of the two skills lies in the type of expression that each is used as a response to:
clarification is used as a response to expressions of thoughts, attitudes, opinions and ideas;

empathy is used as a response to expressions of feelings.

Interpersonal Skills Education

The emphasis in public education has, since its beginnings, gradually shifted from a
focus on academics to one encompassing the growth and development of the total person
(Pancer & Weinstein, 1987; Woodring, 1975). Commentators have predicted that this will
continue to be an important component of education in the future (McCune, 1984; Pinnel,
1984). Educators have long argued for the need for educational processes to foster the
growth and development of the whole person. One can date such ideas back to the writings
of Plato, Socrates, Kant, and in more recent history, to the philosophies of Carl Rogers,
John Dewey, and A. S. Neil. These ideas are reflected in the writings and practices of
proponents of affective or humanistic education today. In such education the crucial aspect
of learning is seen to lie in the subjective experience of the learner. The role of the teacher
is seen not as one of providing information but in helping students to explore and discover
meaning for themselves. As such, the teacher's and learner's attitudes, values and feelings

are considered to be important facets of the learning process.
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Historiéally, humanistic education has emphasized the teacher's contribution to the
affective education of learners (Carkhuff, 1982). In 1957, Carl Rogers suggested that
learning is enhanced when teachers provide high levels of empathy, congruence and
positive regard. Of these three conditions, Rogers emphasizes the importance of empathy
as a key interpersonal skill and prerequisite _for effective teaching (Rogers, 1967).
Empathy enables the teacher to understand a student's inner world and as a result feel more
warmth, respect and liking for the student. Through communicating to the student an
empathic understanding, the teacher can help to empower the student to come to a clearer
understanding of him/ herself and others (Carkhuff, 1969). Accurate empathy
communicates to the student that the self is understandable and acceptable (Rogers 1961).
In this way empathy is thought to provide the basis for intra and inter personal change and
growth. Hatch and Guerney (1975) explain this process in the following way:

a person who shows acceptance and respect for [another persons feelings

and ideas] creates an atmosphere of acceptance, trust and safety for that

person. The defensive layers of the other are gradually relaxed, allowing

the other to examine intrapersonal and interpersonal conflicts and self

concept concerns. In the course of this process, the relationship between

the two individuals is strengthened and deepened (p. 103).

Recognition of the importance of intrapersonal and interpersonal skills for teachers
provoked the development of training programs. A number of training programs designed
to facilitate teachers in their development of interperson;cll communication skills focused on
helping teachers develop skills in empathy and clarification (e.g. The National Consortium
For Humanizing Education (Carkhuff, 1983; Aspy, 1975), Education 819, Simon Fraser
University (Wassermann). Programs such as these encourage teachers to develop their
skills so that they can more sensitively respond to the needs of their students. Research has
documented the effects of such educational processes in helping to promote self esteem

(Newberg & Love, 1982; Rogers, 1983; Carkhuff, 1987), higher-order thinking capacities

(Raths, Wassermann, Jonas & Rothstein, 1986), the development of moral and ethical

13



behavior (Rath’s, 1971; Raths, Harmin & Simon, 1966, 1978), the nurturing of creativity,
imagination and feelings (Ashton-Warner, 1963; Combs,1982; Rogers, 1969, 1983;
Wasserman, 1985) and the promotion of interpersonal skills (Carkhuff, 1982, 1987; Aspy
& Roebuck, 1982; Wassermann, 1985) including cooperation, sharing and problem
solving. Researchers have also documented positive results for achievement; Studies show
that teachers with high levels of affective interpersonal skills are effective in facilitating the
development of cognitive skills including those assessed by traditional achievement
measures (Aspy, 1975; Aspy & Roebuck, 1977; Carkhuff, 1982; 1987).

In addition to arguing for affective or humanistic educational processes that foster
interpersonal growth and development, educators have also argued for the need for
curricula that directly teach students these skills (e.g. Carkhuff, 1982; 1987; Cooper,
Munger & Raulin, 1980; Elias & Maher, 1983; Fry, 1986; Griffen, 1984; Kim &
Stephens, 1987; Manning & Allen, 1987; Pitsula, 1987; Wassermann, 1985). Such
writers have underscored the necessity of teaching skills such as listening, empathy,
cooperation, sharing, problem solving and conflict resolution to children in schools. These
skills are seen as crucial for preparing children to meet the challenges of the future.

The importance of interpersonal skills development for children is not limited to the
writings of certain educators. It is also reflected reflected in the goal statements of several
government publications. For example, promoting "abiiities to communicate with others”
is proposed as a major objective of education by the United Nations (Prospects, 1985). 'In
Canada, the importance of interpersonal skills development is reflected at the provincial
level in the objectives of the elementary Language Arts curriculum, particularly in the areas
of listening, speaking, writing and language, in the Social Studies curriculum, particularly

in the areas of problem solving and citizenship, and in the Health and Guidance curriculum.
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The public is also demanding that schools take a much broader view of education.
Parents, in a recent survey in British Columbia indicated that next to intellectual
development, schools should teach social and human development. The social and human
skills described by parents included life skills,v social awareness and communication skills
(cited in Pitsula, 1987). Goodlad (1984) also reports that these goals for education are
echoed by American parents who consider vocational and personal goals as well as
academics as vital.

Despite the fact that educators, policy makers and the general public have
recognized the importance of interpersonal skills development for students, schools have
given little formal attention to developing these skills(Carkhuff, 1982; Cox & Gunn,
1980). As previously indicatéd, historically, interpersonal skills training has been aimed at
teachers and not at students. In this way, educators have thought of students as dependent
variables in the learning equation despite the accumulated evidence that they contribute most
of the variance in cognitive learning (Carkhuff, 1982). As the interpersonal behavior of
students within the school environment significantly contributes to the learning process
(Cox & Gunn, 1980; Elias & Maher, 1983; Pancer & Weinstein, 1987) the emphasis in
education must be placed on helping students as well as teachers in the development of
interpersonal communication skills. This may enhance the effects of such training for
teachers on the social, emotional and intellectual development of students.

It is clear from the previous discussion and that of chapter one, that helping
students to develop interpersonal communication skills, such as crhpathy and clarification is
a necessary and important component of education. These skills are crucial for preparing
children to meet the challenges of the future. What is not yet clear is how to go about
teaching these skills. Much can be leai'ncd from interpersonal skills training programs for

adults. Rather than "scaling” down such programs, programs for children need to be based
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on a developrricntal model which recognizes their intellectual, social and efnotional
capacities (Cox & Gunn, 1980). This is provided by theory and research pertinent to the
development and assessment of curriculum materials for teaching communication skills to
children including an examination of research concerned with the development of empathy
in children and its relationship to prosocial behavior and an examination of existing training

programs for children.

Empathy in Children

This section presents a review of research and theory concerned with the study of
empathy in children. It coxisiders the developmental course of empathy in terms of its
affective, cognitive and communicative components, together with the individual
differences, situational parameters and antecedents affecting empathy. The relationship of
empathy to prosocial behavior is also examined. In view of the varied conceptions of
empathy, both historically and contemporaneously, alternative definitions and approaches
to the examination of empathy are first presented. Methodological issues are also briefly

considered.

Theoretical Views on Empathy

Philosophers, researchers and theorists have often considered empathy to be the
sine que non of human relationships (Smithers, 1978). Conceptual definitions of empathy
have been numerous, diverse and at times conflicting. Goldstein and Michaels (1985) cite
sixteen different definitions of empathy that have been proposed in the last one hundred
years. |

Reviews of empathy suggest that definitions can be delineated by their particular
focus on either an affective or cognitive component (e.g. Barnett, 1984; Deutsch & Madle,

1975; Eisenberg & Lennon, 1983; Eisenberg & Miller, 1987; Feshbach, 1978;
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Hoffman,1977; Iannotti, 1975; Shantz 1975a and b). The affective orientation finds its
rbots in the works of McDougall (1908), Lipps (1926) and Buber (1948) and in the
psychoanalytic tradition. Early definitions focus on the observer: "feeling oneself into"
(Lipps, '1926). Contemporary investigators focusing on the affective component consider
an affective experience in the observer to be a necessary requisite for empathy.
Researchers interested in empathhy in adults have primarily examined this orientation
(Feshbach, 1978).

A focus on the cognitive component of empathy was initiated as a result of
theoretical interests in moral behavior and cognition. The beginnings of this orientation are
found in the works of Mead (1934) and Piaget (1967). Role playing is considered to be an
essential feature of empathy when it is conceptualized in primarily cognitive terms. Given
its roots, it is of no surprise that this orientation has been particularly prevalent in the
research on empathy in children (Smithers, 1978). |

Most contemporary developmental researchers take an "integrative" approach
recognizing both the affective and cognitive components of empathy (Goldstein &
Michaels, 1985) and, depending on their particular orientation, tend to emphasize the
importance of one. For example, Feshbach (1975) proposes a three component model of
empathy: two cognitive components, namely the ability to discriminate the perspective and
role of another person, and one affective component, emotional capacity and
responsiveness, are considered necessary for the empathy response to occur. An emphasis
is placed on the affective component; a match between the affective response of the
observer and that of the stimulus person is considered to be the primary requirement for
empathy. Hoffman (1977) also proposes a model which recognizes both the affective and
cognitive components. This model, which outlines a series of developmental stages for
empathy, focuses on empathy as a primarily affective response that is given increasingly

more complex meaning as the child progress though stages in cognitive development.
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More réccntly, Rogers (1975) and Truax and Carkhuff (1967) have emphasized a
third component, that of communication. These investigators consider the accurate
communication of one's understanding to the stimulus person to be a critical dimension of
empathy. Researchers concerned with empathy in adults have focused on the
communicative component. Empathic communication in children has, however, for the
inost part, been ignored (Goldstein & Michaels, 1985).

In the present study, Carl Rogers' (1975) definition of empathy is used (see
Chapter I). According to Rogers the act of empathizing involves the ability to comprehend
sensitively another's affective state and to communicate that understanding to the stimulus
person. Emphasis is placed on the communicative component. However, empathic
communication is necessarily the outcome of affective and cognitive processes involved in -
comprehending another's affective state. Thus, using Rogers' definition, empathy can be
seen as a process which consists of three cycles involving all three components. The first
phase in the individual's experience of another's affect is perceptual. The observer must
attend to the facial, postural, verbal, tonal, content and timing cues of another. Two
distinct but interactive modes are then available to process these cues: an affective and
cognitive mode. In the affective mode, an involuntary or voluntary tuning into one's
emotional response to or with the other's affect occurs. In the cognitive mode
understanding of the other's affect is achieved though thinking about the other's affective
state. Cognitive processes involved in affect identification, nonegocentrism and role taking
are key to affective understanding. Empathic comprehension is facilitated when the
individual is able to remain nonjudgmental and accepting. In the third phase, the
individual's acceptance and understanding of the other's affective state is communicated.
The effect and accuracy of the empathic response is then perceived and considered in the

process of empathizing.
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The division between conceptualizations of empathy predominately in terms of an
affective, cognitive or communicative component is most evident in the methodology that
researchers use to assess émpathy in children. Measures have typically required the subject
to either demonstrate an understanding of another's feeling, measuring the cognitive
component, to demonstrate a matching of feeling, _measuring the affective component, or to
communicate an acceptance and understanding of another's feelings, measuring the
communicative component.

Research using each type of measure has given rise to knowledge about the nature
and development of each of the components; the great majority of this research has focused
either on the affective or cognitive components. Although most current researchers take an
"integrative" approach acknowledging the affective and cognitive components, only one
measure, the Empathy Continuum, recently developed by Strayer (1985), actually takes
into account both components. At present, there are no measures which assess all three
components.

Given the different requirements of measures used to assess empathy, the following
review examines the nature and development of empathy in children and adolescents by
considering research concerned with the affective, cognitive and communicative
components of empathy separately. Knowledge about all three components of empathy is
pertinent to the present discussion as empathy is conceptualized as a process which
involves understanding of another's affective state through cognitive and/or affective

processing and communicating that understanding to the other person.

The Affective Component

Developmental researchers interested in empathy have focused on the emotional
response of the self to, or with, another's affect (Shantz, 1983). Whereas the cognitive

component of empathy is thought to influence competence in providing comfort, the
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affective compbnent is thought to influence motivation (Burleson, 1984; Hoffman, 1982).
Thus, research into the affective component of empathy is tied to broader theoretical
interests in prosocial behavior.

In order to provide insight into the nature and development of the affective
component of empathy in children, Hoffman's (1982) developmental model of empathy,
which identifies and describes modes of affective arousal, is presented, as is a review of a
selection of research studies. The association between empathy and prosocial behavior is
considered in a subsequent section. |

Hoffman's developmental model focuses on empathy as a primarily affective
response that is given increasingly complex meaning as the child progresses through on
going phases in cognitive development. Of interest to this particular discussion, is
Hoffman's description of six different modes through which an affective response can be
aroused. The modes differ in the degree to which perception and cognition are involved, in
the type of eliciting stimulus and in the amount and kind of past experience involved.

The first mode of empathic arousal propdsed by Hoffman, which is referred to as
the "reactive newborn cry", describes the fact that infants respond to cues of distress in
others by experiencing distress themselves. This distress response is considered reactive
as the infant "lacks awareness of what is happening". The reactive newborn cry is thought
to be a rudimentary precursor of empathy which may contribute to erhpathic distress later
on.

The second mode though which empathy can be aroused involves both perceptual
and discriminatory capabilities. This mode of empathic arousal involves classical
conditioning such that cues from others become conditioned‘stimuli that evoke feelings of
distress in the self. Through stimulus generalization, the co-occurrance of distress in self
and distress in others becomes generalized so that similar expressions by others may evoke

feelings of distress in the child.
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The thlrd mode of empathic arousal, ‘direct association, is dependent on the arousal
of past experiences of pain or discomfort in the observer by distress cues in the victim.
This involves a general associative mechanism, which may provide the basis for the variety
of distress experiences with which children may empathize.

The fourth mode of empathic arousal, mimicry, describes the arousal of empathy
which occurs when the observer automatically imitates the facial and postural cues of
another. This mimicry creates inner kinesthetic cues in the observer that contribute,
through afferent feedback, to the observer's understanding and feeling of the same
emotion.

The fifth mode, symbolic association, while still involuntary, is a relatively
advanced mode of empathic arousal which involves the ability to interpret symbols. It is
based on the association between symbolic cues of the victim's distress and the observer's
past distress.

The first five modes of empathic arousal are automatic; affective cues are perceived
and discriminated and an affective response occurs. However, the sixth mode, role taking,
involves the deliberate cognitive act of imagining oneself in another's place. Thus, unlike
the other modes, it is voluntary and requires advanced skills which allow for the cognitive
restructuring of events so that what is happening to another may be viewed asv happening to
the self.

These modes are thought to follow a more or less developmental progression.
Hoffman proposes that the first mode typically diminishes after infancy. The next four
modes are thought to begin at different points in development and continue to operate
throughout one's life. The sixth mode, requiring conscious activation, is believed to
operate infrequently and is used primarily in adulthood. The six modes are accessed
separately or simultaneously depending on the availability and saliency of affective cues

and on the experience and perceptual and cognitive capabilities of the observer. The
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operation of different modes influence, both qualitatively and quantitatively, the affective
erhpathic response of the observer to another's affect.

Hoffman's description of these modes of empathic arousal provide insight into the
affective response of the self to another's affect, particularly disphoric affect. In the
following review research studies which have investigated the nature and development of
the affective component of children's empathy, including those on which Hoffman's
model is based, are considered. It should be noted that there is evidence that the different
types of measures used to assess affective empathy (e.g. physiological measures, facial
expressions and self report) are not measuring the same thing (Goldstein and Michaels,
1985; Hoffman 1977d; Eisenberg and Lennoh, 1983; Eisenberg & Miller, 1987). In
addition, approaches to measurement have differed across age groups. Caution is therefore
indicated when grouping findings of research studies using different measures to provide
evidence for the developmental progression of this component of empathy.

Research involving infants suggests that a rudimentary precursor of the affective
component of empathy may be evident at a very early age. Studies by Martin and Clark
(1982), Sagi and Hoffman (1976) and Simner (1971) indicate that newborn infants cry
more readily when they hear other infants cry than when they are exposed to other sounds.
This early reactive cry may be evidence of an innate empathic distress reaction, a primary
circular reaction, or may be the result of an association of past distress - perhaps at birth.
Regardless of which explanation is valid, the fact remains that infants appear to experience
distress themselves in response to another's distress.

Hoffman (1982) states that this reactive cry disappears in the second year of life.
However, young children continue to evidence other reactions to emotional displays which
indicate an affective response. Cummings, Zahn-Waxler and Radke-Yarrow (1981)
investigated the response of ten month to two and half year olds to expressions of anger

and affections by others in their families. Their research indicates that by approximately
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one year, children are not only aware of other's angry or affectionate interactions, but are
also quite likely to evidence an emotional reaction to them. Main, Weston and Wakeling
(1979) also note that twelve month old infants evidence empathic sadness in response to the
cry of an adult stranger in a laboratory situation (Hoffman, 1982).
Strayer (1980) conducted a naturalistic observational study of empathié behaviors in
“preschool children. It was found that four to five year old children respond to another
child's affective state with affective matching and instrumental responses 39% of the time.
Differential responses to another's affect was noted: Happy emotional displays were more
likely to elicit an empathic response. In addition, children highest in positive affect were
found to respond most to other's emotions. The latter provides confirmation to Hoffman's
theory that children who trust that their own needs will be satisfied are more responsive to
the needs and feelings of others (Hoffman, 1976).

Researchers have also used facial and gestural measures to examine the affective
component of children's empathy. Lennon, Eisenberg and Caroll (1983) investigated the
affective response of four to six year olds to two videotapes showing children in
emotionally arousing situations. The subjects' facial and gestural responses were scored
according to their intensity and latency from presentation of the distress stimuli. The }
results of the study showed that empathy increases between four and six years of age.

Hamilton(1973) also measured empathy by examining the spontaneous facial
expressions of children to happy and sad films. Facial expressions of preschool, second
and fifth grade children were found to correspond with the emotions depicted in the films.
Unlike the Lennon et al study, age differences were not found.

Strayer (1985a) investigated affective responses of five to six, seven to eight and
thirteen to fourteen year old children to televised interpersonal dramas. Facial expressions
were coded across ten second units on a -2 to +2 disphoric to euphoric scale, then overall

judging of the subject's affect as euphoric or disphoric was made. Using these data, it was
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found that chﬂdrcn's facial expressions appropriately reflected the valence of the Qignettes
shown to them across age groups.

The most widely used measure of affective empathy in children have involved self
reports to picture-stories and videotapes depicting children in emotionally arousing
situations. Research using such measures have typically found that affective empathy
increases with age. Studies using the Feshbach and Roe (1968) Affective Situation Test
for Empathy (FASTE) have found that performance increases consistently between the ages
of four and eight. Feshbach and Feshbach (1969), Kuchenbecker, Feshbach and Pletcher
(1974) and Powell (1971) (Feshbach, 1978) report a marked increase in affective empathy
scores between ages four to five and six to seven. This increment is shown to continue
through age eight and level off by age ten. Feshbach (1978) attributes this leveling off to a
possible ceiling effect caused by the fact that the content of the FASTE was originally
designed for use with four to eight year old children. Feshbach and Roe (1968) and Levine
and Hoffman (1975) also indicate that preschool children are more likely to respond
empathically to euphoric than to disphoric affect. Differential responding to euphoric affect
is found to diminish with age (Hoffman, 1977a).

Similarity between subjects and stimuli have also been shown to influence empathy
scores using the FASTE. Kulak (1971) noted that kindergarten children responding to
same sex stimuli, displayed significantly more empathy than when responding to opposite
sex stimuli. Similar findings are reported for six to seven year olds by Feshbach and Roe
(1968). Powell (1971) noted that ten year olds responded more empathically to picture-
stories narrated by a ten year old than to those narrated by an adult (Feshbach, 1978).
Klien (1970) also reports that racial similarity increases affective empathy scores.

More recently, Strayer (1987) found age differences for affective matching using
another self report measure, the Empathy Continuum (EC). This continuum incorporates

traditional scoring of affective empathy (as used with the FASTE) with its reported
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cognitive mcdiation. Subjects aged five to six, eight to nine and twelve to thirteen watched
a series of six emotionally laden videotaped vignettes and their responses were scored
using the EC. Of particular interest to the present discussion is the finding that affective
matching increased significantly with age. Taken together with the results of studies using
the FASTE, these findings suggest that the affective component of empathy increases
between the ages of four and thirteen.

Increases in empathic ability with age using self report measures may not be
indicative of developmental changes in the affective component of empathy despite the fact
that such methods require "affective matching”. The FASTE and the affective matching
portion of the EC were designed to measure affective empathy. However, such self report
measures necessarily include both cognitive and communicative components.
Kuchenbecker et al (1974) examined the role of social comprehension in empathy scores on
the FASTE and found that there is a close interrelationship between social comprehension
and empathy. Results from the Feshbach and Roe (1968) study indicate that variations in
empathy scores cannot be accounted for solely by the ability to recognize the affective
experience of others. Changes with age in empathy scores, using the FASTE, are thought
to reflect developmental changes in cognitive skills and communication abilities as well as
the enriched array of emotional experience that children accumulate with increased
interpersonal exposure and interaction (Feshbach, 1978).

An examination of the relationship between cognitive mediation and affective
matching for the EC also indicates that the two components are highly correlated across age
groups. Cognitive mediation, along with caring for the characters' feelings accounted for
76% of the variance in affective matching. Thus it is difficult to ascertain the extent to
which increases in empathy with age on measures involving self report are reflective of
increases in affective responsiveness, and the extent to which such increases are reflective -

of developmental changes in cognitive and communicative abilities.
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In addiﬁon to naturalistic observations, facial and gestural measures and sélf report
rheasures, researchers have used paper and pencil measures to assess affective empathy in
children and adolescents. Bryant (1982) developed a paper and pencil measure for children
based on an adult measure by Mehrabian and Epstein (1972). The scale was administered
to first, fourth and seventh grade children. A positive relationship between empathy and
age was documented. No age differences were found between first and fourth grade
children; however, seventh grade children had higher empathy scores than the two younger
groups. Eisenberg and Mussen (1978) used the original Mehrabian and Epstein measure
with adolescents in the ninth, eleventh and twelfth grades. In contrast, empathy scores for
these adolescents were found to be unrelated to age.

These studies and Hoffman's description of modes of empathic arousal provide
some insight into the affective component of empathy. Research provides evidence that
affective responsiveness is found across age groups. An early precursor of this response is
found in new born infants. Affective empathy appears to differ qualitatively and
quantitatively during childhood and adolescence. However, a clear picture of the
developmental progression of this component is not apparent. Studies using self report
measures indicate that affective empathy increases between the preschool years and early
adolescence. Adolescents also appear to experience greater affective empathy than younger
children on paper and pencil measures. Evidence for age related changes in empathy using
non-self report methods is, however, equivocal. Affective empathic responsiveness may
not in fact increase with age. Instead, the child's original empathic response may only be
mediated by increasingly complex cognitive processes as he or she grows older. On the
other hand, there is reason to believe that the enriched array of emotional experience that
children accumulate with increased interpersonal exposure and interaction with age, may
increase their affective responsiveness. Further research will be necessary to clarify the

extent to which the affective component of empathy follows a developmental pattern.
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The Cognitive Componen

Developmental researchers interested in empathy have also focused on the cognitive
processing of the response of the self to another's affect. Research on the cognitive
component of empathy is tied to broader thedretical interests in the development of social
cognition (Feshbach, 1978) and moral development (Eisenberg & Mussen, 1978; Smither,
1978). Researchers consider egocentrism and role taking or perspective taking to be two of
the most important cognitive processes involved in empathic development. Historically
these concepts have played a large role in both defining the cognitive component of
empathy and in determining routes of investigation.

Researchers have misconstrued nonegocentrism and role taking as identical
(Shantz, 1983). These concepts, although related, are different. Shantz points out that
nonegocentric functioning is a necessary but not sufficient requisite for role taking.
Nonegocentric functioning enables the child to recognize that another may think or feel
differently than the self. Role taking is an important inferential process that can be used to
gather information about another's perspective.

Piaget's (1967) model of egocentrism and Selman's (1980) model of perspective
taking is reviewed below to provide further insight into these two concepts and to provide a
context for a review of research pertinent to the cognitive component of empathy which
follows.

Piaget proposes that social awareness proceeds in a series of hierarchal stages.
According to Piaget, the child is primarily egocentric until about seven years of age. Piaget
describes egocentrism as a state of fusion or undifferentiation between the self and others.
In early infancy there is no differentiation of the self from the environment or wishes from
reality. In late infancy an awareness of the separateness between the self and the physical

world is achieved. During infancy, in the stage known as pre-operations, there is no
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understandingtqf the difference between the physical and the social worlds. The child is
"unconsciously centered upon himself" (p. 21) and is unable to take another's point of
view. At approximately six or seven years of age, with the advent of concrete operational
thought, Piaget proposes that there is a lessening of egocentrism. According to Piaget,
during this stage, which continues until approximately age twelve, the child becomes aware
that other people have different thoughts, feelings and perspectives. In adolescence, with
the advent of formal operational thought, recursive thinking becomes possible. The
individual becomes capable of thinking about thinking about oneself. Egocentrism
continues to lessen as children mature in their cognitive abilities and acquire greater
knowledge of other's thoughts, feelings and motives. Egocentrism does not diminish for
several more years. Elkind (1976) proposes that adolescence is characterized by a new
form of egocentrism which involves over-identification with a peer group and an over-
differentiation and pre-occupation with feelings of the self.

Selman (1975, 1980) proposes a model of interpersonal inference which outlines a
set of descriptive social perspective-taking stages. Each stage is seen as a necessary but not
sufficient condition for greater empathic understanding. Selman suggests that prior to six
years of age, the child is in a stage of egocentric social perspective taking. In this stage the
child assumes that the thoughts and feelings of others are separate but identical to the
thoughts and feelings of the self in the same situation. During middle childhood, between
the ages of six and ten years of age, the child achieves two important developments in
social perspective taking. In this stage, the child realizes that the self and others may view
the same situation in different ways. The child becomes capable not only of inferring
intentions, thoughts and feelings of others with greater accuracy but is also able to
understand that one's self and one's feelings and thoughts can be the object of another's
thinking. At approximately ten or twelve years of .age the child enters a stage of third

person or mutual perspective taking. The child begins to understand that each subject can
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be simultaneo'usly and mutually aware of another's subjectivity, thoughts, feelings and
motivations. In addition, the pre-adolescent is able to assume an impartial or third person
perspective.

Later, during adolescence, a fourth level, known as society or in-depth perspective
taking, is attained. Others are seen as having levels of awareness and relatedness.

Perspective-taking at this age can involve awareness of complex psychological systems and
relations of the self and others. In addition, the perspective-taking ability of the adolescent
extends beyond the two person level to the social system allowing for the attainment of
societal or cultural view points.

In addition to role taking and egocentrism, researchers consider projection,
introspection and stereotyping as viable mediators in the empathy process. A relatively
large number of research studies have investigated the role of these cognitive processes,
particularly those of role taking and nonegocentrism, in influencing, both qualitatively and
quantitatively, how a child understands another's emotional experience. The following is a
review of a selection of these studies and other findings concerning the nature and
development of the cognitive component of children's empathy.

Researchers interested in empathy, defined and measured in primarily cognitive
terms, have debated at what age children become capable of empathy. Historically,
researchers considered children under the age of seven to be primarily egocentric and
therefore unable to understand another's feelings. Research now suggests, however, that
children as young as three show an awareness and understanding of another's feelings. In
an early investigation of children's empathic understanding, Borke (1971), examined the
empathic capabilities of three to eight year old children. It was found that although social
sensitivity increases with age, children as young as three were aware that other's have
feelings and that these feelings vary in relation to the situation in which the individual finds

him or herself. These findings challenge Piaget's conclusions that children younger than
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the age of sevén, primarily egocentric in their orientation, are not capable of émpathic
uﬁderstandin g. Borke (1972) speculates that young children probably use projection or
stereotypical knowledge when attempting to understand another's feelings. She argues that
this constitutes a preliminary form of empathy that, although less developed than the
empathy described by Piaget which involves the ability to put oneself in another's place,
enables pre-school children to make a judgment that others have thoughts and feelings
different from their own.

Chandler and Greenspan (1972) argued against Borke's contention that preschool
children are capable of empathic understanding. In their study of children six to twelve
years old, they found that, although children could identify another person's affect using a
procedure similar to Borke's, the youngest children were not capable of differentiating their
own perspective from that of an unaware bystander. Their findings, they argue, suggest
that preschool children are able to identify a.nother's feelings though the use of projection or
stereotyping but that this is not indicative of true empathic understanding. An alternate
explanation of their findings may be that they underline the less sophisticated and less
accurate nature of empathic understanding mediated by projection and stereotyping rather
than decentration.

Further evidence that the capacity for empathic understanding develops at an early
age is provided by a cross cultural longitudinal study by Borke (1973) and a study by
Mood, Johnson and Shantz (Shantz,1975a). Recent research also supports the view that
young children possess cognitive empathic capabilities. Iannotti (1985), in structured and
naturalistic assessments of prosocial behavior, reports that children as young as three show
awareness and sensitivity to the needs and feelings of their peers. In addition, Denham
(1986) reports that two to three year old children can clearly demonstrate understanding of
another's feelings. Denham's study, in which measures of perspective taking were used

which minimized verbalization and processing demands, indicates that young children's
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understandingiqf another's feelings include the use of nonegocentric and referential
abilities.

Gove and Keating (1979) and Urberg and Docherty (1976) provide additional
knowledge about the early development of affective role taking abilities in three to five year
olds. Gove and Keating speculate that young children first consider emotion to be a part of
the situation itself. Role taking at this early developmental stage consists of simply reading
off the affective aspect of an event. At this age, children understand that others may have
different emotional responses to the same situation. ’ Later on, children come to understand
that emotions are psychological processes or events. Role taking begins to resemble
perspective taking as it is described in traditional developmental literature; the child
becomes more focused on the internal state of the other person. Similarities can be noted
between Gove and Keating's description of the development of affective role taking and
Borke's suggestion that early on projection and stereotyping are involved in children's
empathy and then later role taking .

Urberg and Doherty attempt to clarify the nature of changes in role taking abilities
by examining the performance of three, four and five year old children on tasks which
reflect increasingly more complex structural components and used the same affective
components. The youngest subjects were found not to evidence affective role taking
abilities. Two levels of role taking, sequential decenuaﬁon and simultaneous decentration,
were described as characteristic of four and five year old children respectively. In
sequential decentration, the subject was able to infer another's point of view if it could be
done by sequentially focussing on different aspects of the situation. In simultaneous
decentration the subject was able to infer another's point of view if it involved simultaneous

consideration of two aspects of the situation.
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Further knowledge about the developmental changes in processes involved in
cognitive mediation of empathy is provided by recent research by Strayer (1985a & 1987).
Strayer investigated empathy in three age groupsf five to six, seven to eight, and thirteen to

fourteen year olds. The Empathy Continuum (EC) scoring system was used which

integrates reported affective arousal with increasingly differentiated levels of cognitive

mediation. Of interest to this particular discussion is the finding that cognitive levels of
empathy increased significantly with age. These increases were most noticeable for the two
older age groups, namely seven to eight and thirteen to fourteen year olds, in which an
increased focus on the other person and an increased awareness of shared affect with them
was noted.

Strayer's 1987 study examined the role of cognitive mediation in empathy in greater
depth and reported that both projection and role taking were found to mediate empathy.
Strayer found that projective identification did not differ with age while role taking
increased significantly, particularly between five and eight years of age. Developmental
differences in the relative use of these processes in empathy were noted: projection was
found to relate more strongly to empathy for five to eight year olds than role taking, while
role taking was found to be significantly related to empathy for thirteen year olds. Strayer
indicates that imaginal processes linking the self to others and their situation appear
implicated in empathy, whether the direction of movement is egocentric or allocentric. In
addition, these cognitive processes are seen to play a defining role in how empathy is
experienced at different ages.

Hughes, Tingle and Sawin (1981) also investigated the developmental changes in
children's understanding of the emotions of others. In addition, they examined children's
understanding of their emotional reactions to others. It was found that between the ages of

five and eight, children become increasingly aware of the perspectives and personal and
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psychological éharacteristics of others in emotionally eliciting situations. Young children
were found to derive their understanding of their own emotional reactions and other's
emotions primarily from situational cues and salient events. Older children were more
likely to cite internal psychological reasons for other's emotions and their own empathic
reactions. Older children were also found to spontaneously engage in role taking. In
addition, children's thinking about their own reactions to affect in others seemed to
improve their understanding of other's experiences rather than increase the likelihood of a
more egocentric orientation. Youniss (1975) also reports that elementary school children
naturally reflect on their own thoughts and feelings to understand other's emotional
reactions.

Wiggers and Van Lieshout (1985) examined the development of recognition of
emotions in this same age group. Their findings reflect developmental trends from
recognizing simple emotions to recognizing complex emotions and from considering more
or less salient clues to considering both types of clues. The latter was interpreted as
reflecting the importance of the role of decentration in recognizing emotions.

Other developmental changes in empathic understanding in middle childhood are
noted by reviews of this subject. Shantz (1975) reports that in middle childhood, children
become capable of correctly recognizing emotions when judging people who are dissimilar
to themselves in unfamiliar situations. At this same age, children become aware that
situations can evoke several conflicting emotions (Harris & Olthof, 1982) and that other's
overt behavior displays may not match internal emotional experience (Strayer 1985b).

The aforementioned studies, together with Piaget's theory of egocentrism and
Selman's theory of role taking, provide an overview of the developmental changes which
occur in a child's ability to understand another's feelings as well as insight into the nature
of the cognitive processes involved. In summary, researchers have identified projection,

introspection, stereotyping, role taking and egocentrism in defining how empathy is
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achieved and experienced at different ages. Empathic understanding is evidenced by
children as young as two. As preschool children are primarily egocentric, affective
understanding appears to be mediated mainly by projection and stereotyping.
Understanding at this age, is thought to constitute a preliminary form of empathy which is
less sophisticated and less accurate than that achieved when role taking and nonegocentrism
become possible. Thus, young children's empathic understanding is more reliant on
similarity of the subject, familiarity and simplicity of the situation, and tends to be based on
situational rather than intrapersonal cues.

As the child grows older, empathic abilities continue to increase as changes in
cognitive processes allow for increased sophistication in the understanding of another's
feelings. These changes seem to be pronounced between the ages of five and eight as role
taking abilities increase. Projection also appears to be a primary mediator in the empathic
process at this age. Sometime during middle childhood, children begin to spontaneously
engage in role taking and this ability assumes a greater role in the empathic process.
Accuracy and sophistication of affective understanding increases as children become able to
identify emotions in unfamiliar subjects and in unfamiliar and complex situations.
Consideration of a number of cues, including psychological variables, becomes possible.

Increases in role taking ability continue through to adolescence with concomitant
increases in empathic understanding. It also appears that egocentrism may again play a role
in mitigating increases in affective understandings.

The literature suggests that cognitive empathy skills appear to develop throughout
childhood and adolescence and are mediated by processes such as projection, introspection,
role taking and egocentrism. However, precise understanding of the development of the
cognitive component of empathy is still lacking. Given the variety, interactivity and the
complexity of the processes involved in empathy, precise understanding may be difficult to

achieve. Goldstein and Michaels (1985) suggest that it will be necessary to develop new
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instruments that are more sensitive to the complexities of the cognitive processes involved
in empathy, and that allow young children to perform the required tasks. Thus further
investigation including longitudinal research using new measures will be necessary to
further understanding of the nature, development and interaction of cognitive processes

involved in empathy.

The Communicative Component

Unlike the affective and cognitive components of empathy, the communication
component of children's empathy has not been a major focus of investigation. A review of
the literature shows that very few studies have investigated children's ability to verbalize
their understanding of, or affective response to, another's feelings.

A few research studies on altruism and prosocial behavior touch on the earliest
developments of the communicative component of empathy in children indirectly
(Goldstein & Michaels, 1985). One such study conducted by Zahn-Waxler and Radke-
Yarrow (1982) examined the prosocial interventions employed by young children
confronted by another's distress. The subjects consisted of children between one and three
years of age. Findings suggest that prosocial interventions are present in children by about
one year. Interventions at this age were found to consist primarily of positive physical
contact. By the end of the second year, prosocial interventions were found to be more
specific and more diverse and included verbal sympathy, reassurance or concern and self-
referential communications. The latter, as suggested by Goldstein and Michaels (1985),
may include responses which would constitute empathic communication. These types of
prosocial behaviors may be the developmental antecedents of empathic communication.

Strayer (1980) made naturalistic assessments of empathic behavioral reactions in
preschool children. The responses conéeptualized as empathic in this study are similar to

the responses that Zahn-Waxler and Radke-Yarrow conceptualized as prosocial behavior in
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their 1982 stud'y.. Specifically, empathic responsés, observed 39% of the time, included
pérticipation in the affect display, comforting, helping and providing reinforcing
comments. Most empathic responses were spontaneous and not contingent upon a verbal
request. Strayer suggests that this indicates that young children try to interpret the feelings
of others spontaneously.

In addition, it was found that displays of happy emotion were more likely to elicit
empathic responses than displays of sadness, fear or anger. These findings concur with
the results of investigations by Feshbach and Feshbach (1969) and Levine and Hoffman
(1975) in which it was found that preschool children are more apt to give verbal empathic
responses to stories depicting children in happy situations than in stories of children in
situations depicting sadness, fear or anger. By six or seven years old this difference
appears to vanish. Hoffman (1977a) suggests that these findings may demonstrate a
developmental shift in the direction of greater sensitivity to negative affective states.

A recent naturalistic study by Dunn and Biethertan (1985), indicates that most
children are able to talk about emotional states in the second year and that mothers and their
two to three year old children converse about feelings (Strayer, 1985b). Studies by
Bretherton and Beeghly (1982) and Ridgeway and Burrows (1980) also indicate that
emotions and their causes are discussed with and by preschool children (Strayer, 1986).
These studies provide some very indirect evidence to suggest that early precursors to
empathic communication may be present as early as one year of age and that they are more
likely to occur in situations presenting positive affect.

The speculative nature of this interpretation of these findings in relation to empathic
communication is underlined by research which suggests that, even in older children and
adults, empathic communication may occur infrequently. For instance, Kallman and
Stollack (1974) examined the responses of first, fourth and fifth grade children and their

parents to children in need arousing situations (Goldstein & Michaels, 1985). The adults’
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and childrens' _responses were categorized as “effective" or "noneffective”
communications. The categories for effective communications included responses which
could be considered empathic communication. The results of the study indicate that the use
of effective communication by children was small and that parents engage in more
ineffective than effective communications. It shquld be noted that the children were not
asked how they would respond to the child in distress but how they would like their
parents to respond if they found themselves in the hypothetical situation. These findings
suggest that children of these ages infrequently engage in empathic communication.

Scores on measures of empathic communication in older children (Vogelsohg,
1978), adolescents (Haynes & Avery, 1979; Sprinthall & Erickson, 1974) and adults
(Carkhuff, 1971) prior to training interventions gives further evidence of the infrequency of
high level empathic communication.

Researchers have not investigated the developmental changes in empathic
communication skills in children and adolescents nor empathic communication to positive
or euphoric affect. Three studies have examined the developmental changes in empathic
communication to distressed affect from middle childhood through late adolescence.
Burleson (1980 and 1982) and Ritter (1979) examined the comforting and message
strategies of children and adolescents to descriptions of hypothetical situations involving a
distressed peer. Responses were coded according to a scale of empathic communication
strategies designed to reflect progressively higher levels of perspective taking ability.

Ritter, in her study of highschool students, found that older adolescents used more
sensitive communication strategies than younger adolescents when attempting to comfort
distressed peers. In addition, adolescents were found to employ higher levels of empathic
communication strategies when addressing a friend from within their immediate social

group than from outside that group.
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Burleson (1982) examined the comforting strategies employed by children and
adolescents in the first through twelfth grades. The number, variety and sensitivity of
responses were found to increase significantly with age. Older children and adolescents
were more likely to employ strategies that acknowledged and legitimatized the other's
feelings and perspectives. Younger children, on the other hand, had a tendency to deny the
feelings and individual perspectives of the distressed other. These results indicate that both
qualitative and quantitative changes in the ability to use empathic communication strategies
occur during childhood and adolescence.

Burleson (1980) also examined the rationales employed by children in the second
through eighth grades when explaining their choice of specific comforting messages. As
the age of the children increased, the rationales for their comforting messages reflected a
progressively greater integration of their awareness of the specific characteristic of the
distressed other and salient situational features in the comforting process, thus
demonstrating an increased capacity for higher level empathic communications.

The capacity for empathic communication continues to develop into late
adolescence, and probably throughout adulthood when substantial differences in such skills
are still apparent (Applegate, 1978). Adolescence is, however, often thought to be an
important period in the development of these skills (Haynes & Avery, 1979). Goldstein
and Michaels (1985) suggest that during adolescence iﬁdividuals may, for the first time,
become capable of high level empathic responses. However, Ritter (1979) suggests that
factors in adolescence such as the egocentrism proposed by Elkind (1967) may inhibit the
application of these skills. Elkind speculates that the individual enters a new kind of
egocentrism in adolescence which is characterized by an over-identification with a peer
group and an over-differentiation and preoccupation with feelings of the self. Thus,

although the adolescent may have acquired the cognitive and affective skills which are
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required for acéurate empathic communication, egocentrism may have a tendency to restrict
the adolescent's ability to employ such empathic communication strategies.

Ritter's investigation of communication by adolescents provides evidence to
suggest that egocentrism does play such a role. In addition, research by Vogelsong (1978)
suggests that training programs designed to deyelop empathic communication skills are
effective with children as young as ten. Furthcf research may indicate that late childhood, a
period prior to the development of this new egocentrism in which cognitive and affective
abilities necessary for the recognition and understanding of another's affect are maturing, is
a crucial time for the development of empathic communication.

Developmental changes in empathic communication skills are probably enhanced by
concurrent changes in cognitive and affective abilities and communication skills. As
previously discussed, the cognitive and affective abilities involved in recognizing and
understanding another's emotional state, which are requisites for empathic communication,
show marked developmental changes during late childhood and adolescence. These
changes probably enhance children's abilities to employ sensitive, helping intended
communications.

Children's communication strategies are also subject to qualitative and quantitative
changes with maturation. Hater and Alvy (1973) and Delia and Clarke (1977) observed
significant age and complexity related developments in children's abilities to recognize
psychological differences in others and adapt their messages to these characteristics.
Spivack and his collegues (1976) have also found that the number and relevance of
proposed solutions to interpersonal problems increase with age. Other researchers have
found age related developments in children's use of persuasive and referential
communication skills (Burleson, 1984).

These studies, although few in number and by no means comprehensive, provide

an overview of the developmental changes which occur in a child’s ability to verbalize
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acceptance and imderstanding of another’s feelings. In summary, rudimentary précursors
of 'empathic communication appear by the end of the second year of life, following the
appearance of other non-verbal prosocial interventions present at about one year of age.
Throughout the preschool years, the frequency of such communications remains relatively
rare, as children are developing their ability to behave prosocially. Until about age six,
empathic communication is more likely to occur in response to positive rather than negative
displays of affect. Empathic communication skills continue to increase throughout
childhood and adolescence as children develop larger repertoires of comforting
communications and give greater attention to personality and situational characteristics
when forming their responses. Such communications in young children tend to be
characterized by denial and reflect low perspective taking ability. By late adolescence,
empathic communications reflect a higher level of perspective taking ability and an ability to
acknowledge sensitively another's feelings. The concurrent changes in cognitive and
affective abilities and communication skills plays a significant role in the noted
developmental changes in empathic communication skills.

Although empathic communication skills appear to develop throughout childhood
and adolescence, precise understanding of how perceptive, cognitive, affective,
communicative and socialization processes contribute to the growth of these skills is still
lacking. Little is known about the precursors and early development of empathic
communication. It is also unclear whether there is a stage-like progression in the observed
developmental increases or a point or points when major changes occur. Knowledge of the
development of empathic communication to positive or euphoric affect is also needed.
Further investigation and longitudinal research will be necessary to clarify our present

understanding of the communicative component of empathy.
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The Relation Of \Empathy to Prosocial And Other Related Behaviors

Psychologists have frequently viewed children's capacity to empathize with the
emotional state of another as crucial to the development and maintenance of effective
interpersonal relations. Theorists have argued that empathy has an important role in the
enactment of prosocial behaviors (Barnett, 1982; Hoffman, 1982,1984; Iannotti, 1975,
1985; Mussen & Eisenberg, 1977; Stuab, 1978) and that empathy underlies, in part, the
development of socially competent and cooperative behaviors (Marcus, Telleen & Roke,
1979). It is generally believed that it is the observer's affective response to, rather than
cognitive understanding of, another's emotional state that is instrumental in impelling
prosocial and cooperative behaviors (Burleson, 1984; Hoffman, 1982). Affective empathy
is generally thought to motivate prosocial behavior by producing sympathetic concern for
another, aversive arousal within the self, or both (Eisenberg & Miller, 1987). For very
young children who are unable to differentiate their own internal states from those of others
and who have limited helping skills, an empathic response is likely to be experienced as
personal distress; however this is thought unlikely to lead to helping (Hoffman, 1984).
For individuals who can differentiate between their own and other's emotional states and
who have sufficient helping skills, altruistically motivated behavior is thought to result
from the anticipated cessation of the mutually experienced distress (Eisenberg & Miller,
1987) and/or from the anticipated vicarious pleasure following the prosocial act (Barnett,
1984). Altruistically motivated behavior is thought to result from sympathetic concern if
the costs for helping are not to high (Eisenberg & Miller, 1987).

It is usually difficult to ascertain whether a given prosocial act is motivated by
empathy, sympathy, personal distress or some other factor. Because of this, the
differentiations between motivational sources proposed in theoretical explanations tend not

to be reflected in research methodology.
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In the past decade, there have been several reviews of research on the relation of
einpathy to prosocial behavior. In 1978, Feshbach examined the results of five studies
relating empathy to aggression and prosocial behavior. In these studies the FASTE, a self
report, picture-story measure of empathy was used. Feshbach noted that the relaﬁonship
between empathy and aggression is influenced by gender and age and that empathy and
aggression are inversely related after the preschool years, particularly for boys. No
conclusions were drawn regarding empathy and prosocial behavior. It should be noted that
researchers have often erroneously interpreted an inverse relationship between empathy and
aggression as providing evidence for an association between empathy and prosocial
behavior. However, decreases in aggressive or antisocial behavior do not necessarily
result in concomitant increases in prosocial behavior.

In the early eighties, Underwood and Moore (1982) and Eisenberg (1983)
reviewed the empirical data on the relationship between empathy and altruism. Underwood
and Moore conducted a meta analysis of thirteen studies, the majority of which involved
children and used measures of empathy requiring self reports of emotions to picture-story
stimuli. No significant relationship was found between empathy and altruism. However,
Underwood and Moore suggest that a reliable association between empathy and altruism
develops over time and is found in adults. Eisenberg reviewed a larger body of literature,
but did not compute a meta analysis. She concluded thﬁt there was a significant positive
relationship between empathy and altruism for adults and for children when when empathy
was measured toward the recipient of the potential assistance.

Since 1983, the number of research studies in the area has grown considerably.
Recently, Eisenberg and Miller (1987) conducted a meta analysis of the empirical data from
investigations of the relationship between empathy and prosocial behavior for children and
adults. Low to moderate positive relations were found between empathy and prosocial

behavior. The method for assessing empathy was found to influence the strength of
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relations: self 'rcport to picture-story measures of empathy were not associated with
prosocial behavior, whereas all other measures were. The relationship between empathy
and prosocial behaviors was reported to stabilize over time such that stronger associations
were found for adults than children.

In the following section, a review of research which has investigated the
relationship between empathy and prosocial and related behaviors in children and
adolescents is presented. Published research studies and dissertations (as reported in
Dissertation Abstracts International) and some results of research presented at conferences
described by Eisenberg and Miller (1987) are considered. For a more complete review and
meta analysis which considers the results of studies with adults as well as children the
reader is referred to the recent review by Eisenberg and Miller (1987).

Research which has examined the relationship of empathy to prosocial behaviors
has tended to conceptualize and measure empathy in affective terms. Given the evidence
considered earlier that the different types of measures used to assess affective empathy are
not measuring the same thing, research reviewed is organized according to the type of
method employed (self report, questionnaire, non verbal and ratings by others).

A review of sixteen studies involving children ranging from two to ten years old
using picture-story measures indicates that there is no consistent relationship between
empathy and prosocial behaviors. (For a summary of thése studies, see Table 1, Appendix
I). Although some researchers report positive findings (e.g. Feshbach, 1982; Howard,
1983; Iannotti, 1985) the majority of studies have found that the FASTE (or modified
versions of it) are unrelated or negatively related to various indices of prosocial behavior
(e.g. Eisenberg & Lennon, 1980; Eisenberg & Carroll., 1986).

There are, however, some interesting findings embedded within the larger
inconsistent pattern of results. Researchers have noted gender differences (Cohen, 1974;

Miller, 1979) and age differences (Sawin, 1979, described in Eisenberg & Miller, 1987) in
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the relationshi'p\ between picture-story measures and indices of prosocial behavior.
Eisenberg-Berg and Lennon (1980) also found empathy to be marginally positively related
to requested prosocial behaviors but negatively related to spontaneously emitted prosocial

‘behaviors (Eisenberg-Berg & Lennon, 1980). However, Howard (1983) and Iannotti
(1985) found both modes to be unrelated to empathy. These findings are provide some
support for the notion that self reports of empathy in response to picture-story indices are
affected by social demands (Eisenberg & Miller, 1987) which may differentially affect
children depending on their age and gender.

Studies of empathy with children using self report indices to simulated experimental
situations have also revealed an inconsistent pattern of results. (For a summary of studies,
see Table 2, Appendix L) These studies differ from studies using picture-story methods in
that the participants are led to believe that the events and people involved in the stimuli are
real and not hypothetical. Nonsignificant relationships are reported by Brehm, Powell &
Cohen (1984) for donating and Peraino & Sawin (1981, cited in Eisenberg & Miller, 1987)
and Zahn-Waxler, Freidman and Cummings (1983) for helping.

Researchers using questionnaire indices report a more consistent relationship
between empathy and prosocial behavior. (For a summary of studies, see Table 3,
Appendix 1.) Positive relationships between empathy assessed using Mehrabian and
Epstien's (1972) scale of empathy are reported by Eiseﬂberg-Berg & Mussen (1978) and
Reed (1981) for helping and by Reichman (1982) for altruism and donating.

Positive relationships have also been found using Bryant's (1982) index of helping
(Barnett & Thompson, 1985; Eisenberg , Pasternack & Lennon, 1984; Sturtevant, 1985),
donating (Eisenberg, Pasternack & Lennon, 1984; Sturvent, 1985) and parent and teacher
ratings of prosocial behavior (Strayer & Roberts, 1984). Differences in results from self
report indices to picture-story and simulated experinﬁental situations and self reports to

questionnaires may reflect the fact that the latter tend to tap a broader range of reactions.
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Nonverbal indices of emotional arousal, such as facial, gestural and vocal indices of
enjpathy have also been examined in relation to prosocial behavior. (For a summary of
studies, see Table 6, Eisenberg & Miller, 1987.) Eisenberg and Miller performed a meta
analysis of eleven studies all conducted with children. Two patterns of results emerged: no
consistent relationship was found for studies in which reactions to hypothetical situations
were rated (e.g. Howard, 1983; Kuchenbecker, 1977); a positive and significant
relationship was found for studies in which reactions to "real life" situations were rated
(e.g. Lennon, Eisenberg & Carroll, 1985; Zahn-Waxler, Freidman & Cummings, 1983).
Eisenberg and Miller suggest that these patterns of results do not adequately reflect the
relation between facial reactions to another's distress and altruistic behavior.

Four recent studies have examined the relation to ratings of empathy by others to
prosocial behavior. All four studies involved children and either parent or teacher ratings
of empathy. (For a summary of studies, see Table 4 in Eisenberg & Miller, 1987).
Eisenberg and Miller conducted a meta analysis of these studies and report that the
association between other reported empathy and prosocial behavior was significant;
however, the percentage of variance in prosocial behavior accounted for was very small
(Iess than 3%). Correlations were high when the same person rated both the child's
empathy and prosocial behavior while correlations were moderate when data concerning
empathy and behavior were obtained from different sourcés.

Researchers have investigated the relation between empathy in children and
aggression, prosocial behaviors (including helping, sharing and donating) and altruism. In
all, research shows low to moderate correlations between empathy and prosocial behavior
and altruism, when empathy is conceptualized primarily in affective terms. Research also
indicates that there is an inverse relationship between empathy and aggression after the
preschool years. The types of measures used in research seem to influence results with

picture-story indices of empathy having the lowest relation to prosocial behaviors. In
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addition, the reiationship between empathy and prosocial behaviors appears to stabilize
over time such that stronger associations are found for adults than for children.
Researchers and theorists argue that empathy may have a causal role in the enactment of
prosocial and altruistic behaviors. The exact nature of this relationship will only become
clearer when research methodologies for assessing these behaviors improve. Until a
consensus is reached on what constitutes empathy and prosocial behavior one should

expect to find mixed results from such research in the literature.

Empathy Training Programs

Educators and psychologists have developed and researched a number of
psychoeducational programs to train children and adolescents in empathy. In the following
section, programs based on training models developed by Feshbach (1979; 1981) (The
Empathy Training Program), Guerney (1977) (Relationship Enhancement) Carkhuff
(1983) (Human Resource Development) and Goldstein (1981) (Structured Learning) will
be described. These programs have been designed for use with small groups of children by
a skilled leader (most often a counsellor) who has been trained in the particular approach to
interpersonal skills development. All four models have similar components and emphasize
the importance of modeling, practice, role playing, and feedback. The following section
examines these training programs and describes the results of research investigating their
effectiveness.

The Empathy Training Program (Feshbach, 1979; 1981), developed at the
University of California for elementary school age children in grades three to five is
designed to enhance empathy as a cognitive and affective skill rather than a communication
skill. The program contains thirty activities (20-30 minutes each) designed for use with
small groups of four to six children. The purpose of these activities is to increase the

students abilities to discriminate and identify emotions, to understand the perspective of

46



others and to inérease their emotional responsiveness. The activities, led by the'teacher,
ini'olve role plays and structured discussions of pictures, audio tapes and stories. The
effectiveness of the program was researched on two occasions. Results showed that,
following the program, students reflected a more positive self concept, showed greater
social sensitivity, an increase in prosocial behavioxjs and a lessening of aggression.

The Relationship Enhancement (RE) model developed by Geurney (1977) and his
research team focuses on empathy as a key interpersonal communication skill. The
program, designed to enhance skills in listening and speaking in dyadic interactions, uses a
structured learning approach to teach three behavioral modes: the expressive (speaker)
mbde, the empathic (responder) mode and the facilitator mode. Role plays, demonstrations
and modeling form the basis of the program.

Vogelsong (1978) studied the effects of a relationship enhancement program
(PREP) for upper elementary school students based on the work of Geurney (1977). A
structured learning approach was used in the training program to enhance the students’
roles as listeners and speakers. It consisted of five stages which included training in
identifying feelings, showing empathic acceptance, responding empathically and being
aware of one's own feelings. Vogelsong met with eight students from a grade five class
once a week for ten consecutive weeks to train them in developing empathic communication
skills. Prior to, and following the program, students in the training group and students in a
control group completed a measure of empathic acceptance which was scored using the
Acceptance of Other Scale (AOS). PREP was found to be effective in facilitating students
in their development of empathy skills; students in the training group were found to show a
significant improvement in their scores relative to the students who received no training.
Vogelsong's work provides evidence of the feasibility of training elementary school age

children in interpersonal communication skills.
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Haynes énd Avery (1979) also investigated the effectiveness of a training program
designed to facilitate students in skills of self disclosure and empathy. The program,
designed for highschool students, also used a structured learning approach which
incorporated both didactic and experiential training. Twenty three students participated in
the program which was led by two experienced facilitators. Students in the training group
and a control group completed an interview and a questionnaire requiring self disclosure
and empathic responses. Responses were coded on the AOS scale and a Self-Feeling
Awareness Scale. Results indicate that students who received training demonstrated
significantly higher self disclosure and empathy skills levels immediately following training
than did the control group. A follow-up study five months later revealed that the effects of
the training program were lasting (Avery, Rider & Haynes-Clements, 1981). Haynes and
Avery suggest that these skills could be successfully taught to even younger students and
maintain that this would be potentially more facilitative in aiding students in the
development of satisfying relationships.

Sprinthall and Erickson (1974) developed and researched the effectiveness of a
program designed to train adolescents to act as counselors for their peers. The program
was designed to promote the development of listening and empathic communication skills
and was given as part of a course entitled "The Psychology of Counseling" . Students
were taught about psychology and counseling and given practical peer counseling
instruction and experience. Prior to, and following the course, students completed an
assessment of their empathy skills. Responses were coded on a five point empathy scale
developed by Carkhuff. Pre-class scores averaged just above 1.0 (lowest range), typical of
scores of the general population, post-class scores averaged close to 3.0 (minimal level of
acceptable functioning) indicating that the program was effective in developing the students

empathy skills.
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Trainin'g‘programs for children and adolescents in interpersonal communication
skills based on a Human Resource Development (HRD) model developed by Carkhuff
(1983) and his collegues have also been designed and researched. This model,
theoretically founded on Carl Rogers' work, - uses a didactic-experiential approach and
focuses on empathy as a key interpersonal communication skill. Empathy is taught using
sequential activities. The first phase of the training is designed to enhance empathy
discrimination skills. This is followed by training in communicating empathic
understanding. This phase involves responding to taped materials, role playing and
practice. The leader plays an important role in the training process providing high levels of
facilitative functioning and offering performance feedback to the participants.

Carkhuff (1983) reports on the "living" and "learning" outcomes of thirty-five
studies involving the direct training of recipients in interpersonal communication skills
using the HRD model. Direct training of recipients was considered a "preferred mode of
treatment" over training professionals, who in turn, would offer their helping skills to
recipients. Five of the studies investigated the effectiveness of training programs for
children. Two studies investigating "living" outcomes reported significant positive changes
on four out of nine indices: Griffen & Carkhuff (1976) report a significant decrease in
behavior problems for ten children involved in an interpersonal skills program for children
and their parents; Leonidas (1976) report significant changes in popularity, behavior, and
happiness for a three month training program involving 141 children. Three studies
investigating "learning" outcomes reported a significant change in student achievement
(Aspy & Roebuck, 1984), student decency (Cohen, Cashwell et al, 1976) and
interpersonal skill levels (Wawrykow, 1978). Carkhuff (1983) concludes that direct
training in interpersonal skills for children and youth using the HRD model yield improved

functioning on a variety of physical, emotional , interpersonal and intellectual indices.
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Social Skills programs for adolescents have also been designed based on
Goldstein's (1981) Structured Learning (SL) model. The Structured Leaming model has
four components: modeling, role playing, performance feedback and transfer training.

The trainee is shown numerous specific and detailed examples of a person

performing the skill behaviors...; given considerable opportunity and

encouragement to rehearse or practice the behaviors that have been modeled;
provided with positive feedback, approval or behavior of the model; and
exposed to procedures that increase the likelihood that the newly learned

behaviors will be applied in...the real world. (p. 172)

This model has been used to teach a variety of social skills. Goldstein et al (1978) found
that training programs for delinquent adolescents in social skills using this approach are v
effective (Goldstein, 1981).

A number of other interpersonal skills programs, such as the Affective Education
Program (described in Minuchin & Shapiro 1983) and the Human Development Program
("Magic Circle") (Bessell & Palomares, 1969; 1970), do not teach communication skills
directly but use affective educational processes to encourage intrapersonal and
interpersonal development.

In the RE, HRD and SL models the leader plays an important role in the training
process by providing high levels of facilitative functioning and offering performance
feedback to the participants. By providing high levels of facilitative functioning, the leader
serves to enhance the participants acquisition of the interpersonal communication skills in
- two ways. First the leader provides a model of how and when to use empathy skills
effectively. Second, modeling empathy skills when a participant expresses his/her feelings
can help the participant to feel the benefits of the skills. This encourages participants to
value the communication skills and helps to provide a motivation to use the skills. In
addition to providing a high functioning model, the leader also provides feedback to the

participants. Hatch and Guerney (1975) emphasize that the group leader should initially

set expectations low and gradually increase them as the competence of the participants
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increases, alway's. setting expectations slightly higher than the level at which participants are
functioning. Goldstein emphasizes the use of social reinforcement (praise, approval and
encouragement) in performance feedback.

Goldstein (1981) points out that modeling and performance feedback are effective
and necessary for training in interpersonal éommunication skills but insufficient. Role
playing, and transfer training are also considered tb be necessary. These components play
an important role in the RE, HRD and SL models. Role playing provides participants with
the opportunity to practice their skills in situations which resemble real life. Hatch and
Guerney (1975) and Goldstein (1981) emphasize that the participants should be able to
choose whether or not to take part in a role play and choose the topic for discussion.

The main purpose of most training programs is to sustain changes in interpersonal
skills in real world contexts not just in the training context. It is thus important to build
components into the training program which maximize the transfer of skills outside of the
training situation. Goldstein (1981) indicates that training programs should include
elements which, as closely as possible, emulate real life contexts. Thus training programs
for children should take place at a school or other real-life setting in which children interact
and participants should be trained along with other individuals with which they ilnteract
regularly. Situations, experiences and encounters commonly faced by students should be
used as a primary resource in training materials and expeﬁences (Backlund, 1985; Hatch &
Guerney, 1975; Stevenson, 1985). In addition, Goldstein (1981) indicates that
reinforcement in real life situations is necessary for enduring use of skills. Many authors
stress the need for school and parental support for successful training of children in
interpersonal skills (e.g. Hatch & Guerney, 1975; Kalmakoff & Shaw, 1987). The RE
and HRD programs also give training to participants for evaluating their own skills and
help them to develop strategies for ongoing skill development to facilitate transfer to real

life contexts and maximize endurance of the skills.
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Reseai‘ch conducted on empathy training programs for children indicates that, even
though empathy appears to show advances with maturation throughout childhood and
adolescence, training in this skill can enhance its development. Research conducted by
Vogelsong (1978) and Feshbach(1979,1982), shows that training programs can be
successful in increasing empathic abilities in children aged eight to ten. Similarly, research
- conducted on the effects of training elementary school age children in interpersonal skills,
including empathy, based on the HRD model developed by Carkhuff, indicates that
students show improved functioning on a variety of physical, emotional and interpersonal
indices following training (Carkhuff, 1983).

Despite the success of these psychoeducational training programs in developing
empathy skills in children and adolescents they have not resulted in systematic curriculum

materials for use by teachers in a regular classroom situation.

Indications For Curriculum Development,
Implementation and Evaluation

The present review of theory and research concerned with the development of
empathy and prosocial behavior in children indicates that empathy is crucial to the
development and maintenance of effective interpersonal relations and may have an
important causal role in the enactment of prosocial behaviors (Barnett,1982; Hoffman,
1982,1984; Iannotti, 1975; 1985; Mussen & Eisenberg, 1977; Staub, 1978). However,
there is no clear consensus regarding the developmental course of empathy, or the
individual differences, situational parameters or antecedents affecting it. Despite this, key
components of the research on empathy can be identified for the development,
implementation and evaluation of curriculum materials designed to enhance the

interpersonal skills of students.
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| Research suggests that empathic responsiveness is present throughout childhood
but appears to differ qualitatively and quantitatively across age groups. Middle to late
childhood may be a crucial time for the development of empathic communication skills.
This age is marked by an increase in role taking abilities (Feshbach, 1978; Selman, 1980),
a lessening of egocentrism (Piaget, 1967) and an increase in communication skills
(Feshbach, 1978; Burelson, 1980, 1982; Delia & Clarke, 1977; Hater & Alvy, 1973).
With the onset of concrete operational thought in middle childhood children become aware
that others have different thoughts, feelings and perspectives. Children gradually acquire a
greater knowledge of others as they are able to employ role taking skills in addition to the
less sophisticated skills of projection, stereotyping and introspection. At approximately ten
or twelve years of age children's role taking abilities increase such that they become
mutually aware of the subjectivity, thoughts, feelings and motivations of others. Accuracy
and sophistication of empathy increases as children, at this age, become able to identify a
greater range of emotions (Wiggers & Van Lieshout, 1985), and give greater attention to
personality and situational cues (Hughes, Tingle & Sawin, 1981). In addition, they
become more able to judge emotions of people who are dissimilar or who are in unfamiliar
situations (Shantz, 1975). Together these changes in cognitive, affective and
communicative abilities enhance children's abilities to employ sensitive, helping intended
communications.

Peer relationships, at this age, also begin to assume a greater importance
(Thornberg, 1982; Dorman, Lipsitz & Verner, 1985; Chad, 1971). The development of
effective peer relationships is seen as a key factor in determining social-psychological
adjustment and self concept which in turn influence academic and social adjustment in the
school setting. Researchers have shown that there are strong relationships among

interpersonal skills, social development and mental health (Rotheram, 1980). All of these
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factors indicate that middle to late childhood is an ideal time to recognize and encourage
social development and interaction by facilitating the development of interpersonal
communication skills, particularly empathy and clarification (Manning & Allen, 1987;

| Pancer & Weinstien, 1987; Dorman, Lipsitz & Verner, 1985).

Teaching Methods

Research has documented the effects of affective educational processes in
promoting the interpersonal development of students. This underlines the importance of
teaching processes in curricula for developing inferpersonal communication skills and
indicates a need for consistency between teacher style, classroom and school climate and
curriculum materials.

Affective educational processes should be an integral part of curricula for teaching
empathy and clarification skills such that students are exposed, by their teachers use of the
interpersonal communication skills in daily classroom life, to effective, competent models
(Gulanick & Schmeck, 1977; Hatch & Guerney, 1975; Kalmakoff & Shaw, 1987;
Rotheram, 1980). Empathic communications enhance the social development of children
by making the perspectives, motivations, feelings and intentions of others salient.
Research shows that children exposed to such communications will be encouraged to focus
spontaneously on the feelings and needs of others in a‘ variety of contexts (Applegate &
Delia, 1980). In addition, children can be helped to improve their communication skills
and sensitivity to others by encouraging them to talk about their own thoughts and feelings
(Rogers & Ross, 1986). Research by Hoffman (1976) indicates that children who trust
that their own needs will be satisfied are more responsible to the needs and feelings of
others. Thus, teachers can encourage the development of interpersonal communication
skills in their students by using affective educational processes and interpersonal

communications that respond sensitively the needs of their students.
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As émpathy is thought to increase as children gain an enriched array of emotional
experience accumulated through increased interpersonal exposure and interaction
(Feshbach, 1978) materials should be structured in such a way as to encourage students to
interact. Stevenson (1985) suggests that "self directed learning approaches should be used

to enhance the learners pragmatic understanding of interpersonal communication".

Curriculum Content

The present review indicates that training for children in empathy and clarification
skills should include the development of self awareness, listening skills, discrimination
skills as well as skills in identifying feelings and ideas. Development of empathy and
clarification skills can be facilitated through the use of modeling, practice, role playing, and
feedback. In addition program components should provide students with concrete
strategies for transferring skills to real life situations and identifying ways to continue skill
development outside of training.

Research shows that it is important to encourage students to use affective as well as
cognitive role taking in identify the feelings and ideas of others; children who reflect on
their own feelings develop a greater understanding of the feelings of others (Hughes,
Tingle & Sawin, 1981; Rogers & Ross, 1986).

Research has also shown that children are mére likely to respond empathically to
others who are similar in race, sex and age to themselves. Thus examples in materials
should involve characters of various backgrounds who are similar in age to the students for
which the curricula are designed. In addition, situations, experiences and encounters
commonly faced by students should be used as a primary resource in curriculum materials

(Backlund, 1985; Hatch & Guerney, 1975; Stevenson, 1985).
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Program Evaluation

In the research, program evaluation has taken two forms: Evaluating the
effectiveness of a program in teaching interpersonal communication skills and evaluating
the effects that such a program has on the sfudents and their interpersonal relationships.
Clearly assessing student acquisition of skills is a first stage in evaluating a program.
Assessing the effects of the program on variables such as self concept, academic
performance, aggression, and prosocial behavior is a second stage in evaluating a
program. Goldstein (1981) stresses that of equal importance to the effectiveness of
interpersonal skills programs is the "pleasure, gratification or personal satisfaction" of the

participant .

Concluding Remarks

In reviewing the literature pertinent to the development and evaluation of curriculum
materials designed to facilitate the acquisition of empathy and clarification skills in children
in this chapter, the connection between this form of communication education and peace

education becomes even more apparent. Aspy (1975) suggests that:

in light of the destructive potential of our military weapons, the amelioration
of human tensions though increased levels of empathic understanding
appears to be one of the eminently sane alternatives to the holocaust. (p. 14)

The potential of such interpersonal communication skills can be seen for helping students

to become the kind of people who, in their day to day behavior, will show a deep and

compassionate concern for each other and the future of the world.
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CHAPTER III
METHODOLOGY

This chapter outlines the research design and discusses the methodology and

procedures used in this study. A description of the study sample, curriculum intervention, -

data collection process, instrumentation and data anlysis is provided.

The intent of this study was to develop a systematic communication skills

curriculum, operationalizing Rogers' theory of interpersonal communication, that would
facilitate students in their development of listening, empathy and clarification skills. The

main objective of this study was to assess the effectiveness of the curriculum intervention

in helping students to develop these skills. To achieve this purpose, methodology utilizing

a pre-test post-test control group design was conducted to test the following research

hypotheses.
1.

There will be a significant difference between the scores on post-intervention paper

and pencil measures of empathy and clarification skills for students in the training

group and students in the control group.
2. There will be a significant difference between post-intervention scores on paper

and pencil measures of empathy and clarification skills and pre-intervention scores

for the training group.
The effect of the curriculum intervention on the students and their interpersonal
relationships was also explored. To achieve this, students completed evaluations of the

curriculum and their learning and qualitative records were made by the investigator

throughout the implementation of the curriculum. The data are also used to make

recommendations for improving the training program and to assess whether such a form of

communication education is an effective means of educating for peace.
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The Study Sample

The study sample consisted of 57 grade five students, ages ten and eleven years,
from three classes at different schools in a large suburban school district in Burnaby,
British Columbia. The schools were located in neighborhoods which might be
characterized as lower middle class and were deemed to be similar in terms of the catchment
area for the students by the principals involved. Classes were comprised of approximately
the same number of girls and boys. The sample was determined by the voluntary
participation of students with parental consent and by the willingness of the school
principals and classroom teachers to participate in the investigation. Students participating
in the study were not preselected according to the quality of their interpersonal relations,
their abilities to communicate or any other criteria. Assignment of the classes as either
“training group" or "control group" was based on convenience. After sending out letters to
schools describing the nature and requirements of the study, contact was made with a grade
five teacher who was interested in having the curriculum become a part of his regular social
studies and drama programs. All of the 30 students in the class participated in the study.
Two other teachers volunteered to have their grade five/six classes participate as a control
group. Of the grade five students in these classes, 27 par;icipatcd.

The students in the training group met with the investigator for 40 minutes two to
three times a week over the course of twelve weeks and were trained in listening, empathy
and clarification through the implementation of the interpersonal communication skills
curriculum. The students in the control group were not exposed to any treatment
interventions and met with the investigator only to complete the communication skill

indexes.
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Curriculum Intervention

The curriculum intervention consisted of the implementation of a unit, written by
the investigator for children in the upper elementziry school grades, designed to facilitate the
development of communication skills that ericourage interpersonal understanding. The
unit, which operationalizes Rogers' theory of interpersonal communcation, focuses
specifically on issues that arise in children's relationships with others as a medium for
teaching skills in listening, empathy and clarification.

In the following section a general description of the curriculum is presented to
provide a framework for subsequent discussions. A copy of the goals of the curriculum,
an overview of the tasks, and teaching materials are included in Appendix C. |

The curriculum unit consists of two chapters: "Listening to Friends and Sharing
Feelings" and "Sharing Ideas". Interaction leaders, response formulation and a high
functioning model form the basis of the interpersonal communication skills curriculum.
The first chapter opens with a focus on listening. Reasons why people do and do not listen
are explored. Students are encouraged to develop their listening skills. Students are then °
given the opportunity to explore and identify their own feelings and the feelings of others.
Empathy, the ability to accurately perceive another person's feelings and to communicate
that understanding back to the other person, is then introduced. An important element of
this skill, being nonjudgmental, is presented. Students are given the opportunity to
develop this skill by examining responses to feelings and formulating their own empathic
responses.

The second chapter "Sharing Ideas" opens with a review of listening. Clarifying, the
ability to accurately perceive another person's opinions, attitudes or ideas and to
communicate that understanding back to tbhe other person, is then introduced. The

importance of being nonjudgmental is again emphasized. Students are given the
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opportunity to’ practice identifying what another is saying and to develop clariﬁcétion skills
By examining responses and formulating their own "thoughtful" responses.

In both chapters, students are encouraged to develop their communication skills
first through paper and pencil tasks and later through role playing. The tasks are designed
to take students through progressively more difficult applications of these skills; from
writing to speaking and from the use of single responses to sequential responses.
Appropriate uses of these skills are addressed and students are given the opportunity to
reflect on their effectiveness.

The unit consists of 30 tasks each designed to be completed in a 40 minute lesson.
The tasks involve the students in a variety of modes of communication: reading, writing,
speaking, role playing and drawing. They are designed so that students can work at their
own pace, alone or in co-operative learning pairs.

During the implementation of the interpersonal communication skills curriculum,
students were encouraged to take responsibility in pacing their own work and in completing
one task per class so that they could complete the unit in the time allotted. Students were
encouraged to share their work, although as the curriculum addressed personal issues, they
were also given the opportunity to keep their work to themselves. Opportunity was given
for self evaluation and for feedback from other students and the investigator. When
appropriate, reflective written and verbal feedback was provided so that the skills of
empathy and clarification were consistently modelled. Students were required to hand in
their folders regularly. Each time in addition to providing feedback on the students' task
work, the investigator wrote a short comment to the student on a "Messages" page. Many
students used this page to reply to comments and thus a dialogue was created between the

investigator and each student.
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At least once a week, the last ten minutes of class were used for a class discussion.
This provided a forum for students to discuss their understanding of the material, their
reaction to the task work and their experiences. During this time, when it was appropriate,
the investigator modelled the skills being taught. Role plays, and examples were also used

by the investigator to highlight content of the task work.

Description of Measures

Four measures were used in this study: a student evaluation of the curriculum, a
student self evaluation, an index of the students' abilities to respond with clarification, and
an index of the students' abilities to respond with empathy.

The Curriculum Evaluation (Appendix G), written by the investigator, was
designed to survey students' opinions about the interpersonal communication skills
curriculum unit. The first section consists of five statements concerned with the effects of
the curriculum on the students and their interpersonal relationships. Stuents are asked to
respond to each statement using a five point scale ranging from strongly agree to strongly
diagree. The second section consists of five statements concerned with the effects of the
curriculum on the students and their interpersonal relationships. Students are asked to
respond to each statement using a five point scale ranging from strongly agree to strongly
disagree. The second section consists of 22 open ended sentences aimed at getting
feedback on the tasks, class discussions, methods of evaluation and small group work.
Students are also asked to provide feedback on the usefulness of learning communication
skills. Opportunity to write additional comments is provided in parts of the evaluation.

The Student Evaluation (Appendix F), also written by the investigator, provides
students with the opportunity to reflect on their work, progress and learning during the
implementation of the interpersonal communication skills curriculum unit. Students are

asked to recall how many tasks they completed in each chapter and to rate themselves on a
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five point scalé, ranging from poor to excellent, and eleven criteria. They are asked to rate
the quality of their work, their understanding of the material, their ability to use the skills
and their effort.

The Empathy Skills Index and the Clarification Skills Index (Appendix D), written
by the investigator, used in this study were based on the Communication Index designed
by Kvatochuil, Carkhuff and Berenson (1969). The communication Index, intended for
use with teachers and parents, consists of nine statements to which subjects are asked to
respond to in as helpful a way as possible. Responses are then assigned ratings for
analysis. Modifications were necessary to simplify the index for assessing empathy skills
of upper elementary school students. A second index, modelled after the first, was
designed to assess clarification skills.

The Empathy Skills Index consists of six statements of shorter length than the
Communication Index. Statements reflect feelings and situations that upper elementary
school children are likely to discuss with one another. Students are asked to imagine that
they are talking with a classmate and to write helpful, sensitive responses.

The Clarification Skills Index consists of six statements of approximately the same
length as used in the Empathy Skills Index. Statements reflect thoughts, opinions, attitudes
and ideas characteristic of upper elementary school age children. Students are asked to
imagine that they are talking with a classmate and to write helpful, thoughtful responses.

The scales (Appendix E) used to rate the students' responses to the Empathy Skills
Index and the Clarification Skills Index were based on the global rating scale developed by
Carkhuff (1969), and two modified versions of this cale, Rater Modified Global Scale for
Rating Helper Responses (short and long form) developed by McAllister (1978).
McAllister's modification of the Carkhuff scale was used as the rating scale for the empathy
skills index with slight changes: "other person" was used instead of "helpee” and "not

helpful, nor hurtful”" was deleted from level three of the short form. This a four point scale
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ranging 1.0 (lowiv.or subtractive) to 4.0 (high or additive). Level 3.0 is considercd tobea
minimally effective empathic response. It contains both the main feelings and reasons for
those feelings. Below this level, feelings are ignored. Above this level, responses add to
the other person's expression, identifying a deeper level of feeling.

McAllister's scale was then modified for use with the clarifying skills index. This
was done by changing the focus from feelings to thoughts and ideas. Again a four part
scale ranging from 1.0 (low or subtractive) to 4.0 (high or additive) was used. Level 3.0 is
considered to be a minimally effective clarification response. It contains the main ideas,
opinions or attitudes. Below this level, ideas are ignored. Above this level, responses add

deeper meaning to the other person's statement.

Data Collection

Data were collected by the investigator in three phases. Prior to, and following the
curriculum intervention, a number of measures were used to assess the effectiveness of the
interpersonal communication skills program. In addition, throughout the implementation of
the program qualitative records were made by the investigator as a participant observer
about the curriculum experience. Records were also kept of the regular classroom teacher's
observations and impressions. Copies were made of the students' task work including
their written work and their video and audio tapes.

Students in both the training group and the control group completed a consent form
(Appendix B), a questionnaire requiring demographic information, and indexes of empathy
and clarification skills two weeks prior to the implementation of the curriculum
intervention. The investigator met with the participating students in their regular
classrooms. Students were first asked to sign a consent form which explained the nature of
their parﬁcipation in the study and to complete a form asking demographic information.

Verbal and written instructions were given for the completion of the communication skills
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indexes. The éqmmunication skills indexes were completed again by both groups, two
weeks following the completion of the program. In addition, students in the training group
completed a self evaluation and an evaluation of the curriculum. Students completed the
questionnaire, indexes and curriculum evaluation anonymously; forms were coded for
identification so that pre and post measures could be matched.

Throughout the implementation of the interpersonal communication skills
curriculum unit the investigator made notes following each lesson as a participant observer.
These records were kept in journal form. Particular attention was paid to the effectiveness
of the content and process of the tasks, group discussions, and group activities.
Observations were also made about the effects of the program on the students and their
interpersonal relationships. When possible, examples of the students comments or written

work were noted to illustrate the observations.

Data Analysis

Different scoring procedures were used for the two sections of the student self
evaluation. Mean number of tasks completed in each part of the interpersonal
communication skills curriculum were calculated. For the next section, in which students
rated themselves on a five point scale, ranging from poor to excellent, on eleven criteria, an
overall score for each student was calculated along with frequencies, modes and means for
the class on each individual item.

Similar scoring procedures were used for the two sections of the curriculum
evaluation. For the first section, frequencies, modes and means were tabulated for the
students' responses to each of the five statements, concerned with the effects of the
curriculum on the students and their interpersonal relationships were rated on a scale from
strongly agree to strongly disagree. For the second section, responses to the eleven open

ended statements aimed at getting feedback on the tasks, class discussions, and methods of
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evaluation, were grouped according to content and frequency counts were made. A similar
procedure was used for any additional comments which were made.

The Empathy Skills Index and Clarification Skills Index were scored by two
independent raters trained to use scales based on the Carkhuff global rating scale. Student
response forms, pre and post, from both groups were coded for indentification by the
investigator using random numbers and then shuffled together. Two independent raters,
trained by the investigator to use the rating scales then scored the students' responses to the
six statements comprising each individual index. Scores were then averaged for each index
to provide an overall score for each student of empathy skills and clarification skills. One
rater scored all of the students responses to both indexes. The other scored a random
selection to allow for the assessment of the reliability of the rating scales. Scores for
indexes scored by both raters were then averaged to provide the mean scores used in this
study.

Statistical analyses were conducted on the individual response ratings of the
empathy and clarification skills indexes to obtain inter-item and inter-rater reliabilities using
the inter-class correlation.

Average scores, pre and post on each of the indexes were computed for the training
group and the control group. A Multivariable Analysis of Variance (MANOVA) and
univariate analyses were computed to assess relative cﬁanges in scores from pre to post

between groups.
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CHAPTER IV
FINDINGS

The purpose of this study was to assess whether an interpersonal communication
skills curriculum would lead to increases in empathy and clarification skills so that students
might improve their interpersonal relationships. Two hypotheses were tested to evaluate
the effectiveness of the curriculum intervention in facilitating students in their development
of empathy and clarification skills. Communication indexes were administered to a training
group and a control group prior to and following the implementation of the program. Skills
of the training group and the control group were compared. Analyses were conducted to
assess the internal consistency and reliability of the communication skills indexes. These
analyses are considered first and this is followed by a discussion of results pertinent to the
hypotheses examined in this study. Results of student evaluations of the curriculum and
student self evaluations are then considered. Qualitative data, collected by the investigator
as a participant observer during the implementation of the program, are also\ presented.
Finally, revisions made to the curriculum, based on the findings of this study, are

summarized.

Results

The Communication Skills Indexes

The Empathy Skills Index and the Clarifying Skills Index, developed by the
investigator and used in this study were based on a Communication Index developed by
Kvatochil, Carkhuff and Berenson (1969). Modifications were necessary to simplify the
original index index, intended to assess empathic communication skills of teachers and
parents, for assessing empathy and clarification skills of upper elementary school students.

Each of the indexes consists of six statements to which the students were asked to write a
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response. The'students' responses were coded by two independent raters on a four point
scale, based both on the global rating scale developed by Carkhuff (1969) and two
modified versions of this scale developed by McAllister (1978) . Higher scores reflect
higher levels of these skills.

Statistical analyses were conducted to assess the internal consistency of the items on
these indexes and inter-rater reliabilities. Cronbach's alpha was used on the post test
scores to analyze the internal consistency of items. Both the Empathy Skills Index and the
Clarification Skills index were found to be highly reliable (x=.92 and .87 respectively)
indicating that the items on the indexes elicited equivalent responses for each subject.
Carkhuff (1969, pp 100) reports that on similar indexes, subjects communicating at low
levels did not give high level responses to any particular item, nor did subjects
communicating at high levels give low level responses to any particular item.

Inter-rater reliabilities of the communication skills indexes were assessed using
Pearson's r (See Table I). Strong correlations were obtained for inter-rater reliabilities on
the post-test for both empathy and clarification, while lower correlations were obtained on
the pre-tests. The difference in these correlations probably reflects that, after training,
student responses were more likely to "fit" the categories on the rating scale and thus were
easier to rate in a consistent manner,

Effectiveness of the Program in Developing Communication Skills

Mean scores and standard deviations for the training group and the control group of
the empathy and clarifying communication skills indexes are shown in Table II. Mean
scores on the communication skills idexes indicate that students in the training group and
students in the control group were functioning at similar levels of empathy (1.91 and 1.94)
and clarification skills (1.82 and 1.85) prior to training. In both cases, the students in the

‘training group were functioning at slightly lower levels than the students in the control

group.
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TABLE I

SUMMARY OF INTER-RATER RELIABILITY
COEFFICIENTS FOR COMMUNICATION SKILLS INDEXES

EMPATHY CLARIFICATION
PRE-TEST r=.65 r=.44
p<.05, n=17 ns, n=13
POST-TEST r=.95 r=.94
p<.05, n=9 p<.05, n=15
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At the post-test students in the control group remained at approximately the same
skill level as they did at the pre-test with scores dropping slightly for both empathy (by .02)
and clarification (by .04). In contrast, students in the training group showed an average
increase in empathy scores of .76, reflecting a change in responses from just below a level
2 (not helpful, ineffective) to almost a level 3 (helpful, facilitative) and an average increase
in clarifying scores of .43, reflecting a chénge from below a level 2 (not helpful,
ineffective) to above a level 2. Scores on the communication skills indexes for the training
group are shown in Table III. The smaller change in scores on the clarification skills index
for the training group is probably due to the fact that not all of the students completed the
tasks designed to teach clarification skills. Students completed the tasks at their own rate,
working through tasks designed to facilitate the development of listening skills, then
empathy skills and finally clarification skills.

To assess the significance of these differences multivariate and univariate analyses
of the results were performed. A multivariate analysis is indicated as empathy and
clarification skills are theoretically related; one would expect empathic communication skills
to be affected by and affect changes in clarification skills. Both skills are conceptualized as
the communication of one's understanding of another to that person. The difference
between these skills lies in whether that communication is in response to another person's
feelings, as in the case of empathy, or to another person's ideas, as in the case of
clarifying. Statistical analysis shows that, after training, empathy and clarifying skills are
in fact significantly correlated (r=.5569, p<.001). It should be noted, however, that a test
for homogeneity of dispersion matrices (F=3.385, p<.05) indicates that the data violate one
of the assumptions necessary for conducting multivariate analyses. Because of this, an

ANOVA was also computed on each of the dependent variables.
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TRAINING
n=27

CONTROL
n=26

-

TABLE 11

SUMMARY OF MEAN SCORES
ON COMMUNICATION SKILLS INDEXES

EMPATHY
Pre

1.91
s.d.=.223

1.94
s.d.=.240

Post

2.67
s.d.=.471

1.92
s.d.=.272
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CLARIFICATION
Pre Post
1.82 2,25
s.d.=.264 s.d.=.531
1.85 1.81
s.d.=.239 s.d.=.201
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PRE

2.33
2.33
2.25
2.25
2.17
2.08
2.08
2.08
2.08
2.00
2.00
2.00
1.92
1.83
1.83
1.83
1.83
1.83
1.83
1.75
1.67
1.67
1.67
1.60
1.58
1.50
1.50

TABLE III

TRAINING GROUP DATA

EMPATHY
POST

3.00
2.83
2.67
3.25
2.92
3.17
2.17
2.00
1.58
3.00
2.50
1.83
2.92
3.00
3.00
3.00
2.92
2.92
2.90
2.83
3.00
2.17
1.83
2.00
3.17
2.83
2.83

D

+0.67
+0.50
+0.42
+1.00
+.80

+1.09
+0.09
-0.08

-0.50

+1.00
+0.50
-0.17

+1.00
+1.17
+1.17
+1.17
+1.09
+1.09
+1.07
+1.08
+1.33
+0.40
+0.16
+0.40
+1.59
+1.33
+1.33
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PRE

1.50
1.33
1.50
1.92
2.00
1.58
1.83
1.67
1.83
1.33
2.00
1.90
1.50
1.50
1.92
2.00
1.67
1.67
1.83
1.83
2.10
1.83
2.00
1.50
2.00
1.58
2.42

CLARIFICATION
POST D
2.33 +0.83
2.25 +0.92
2.08 +0.58
192 e
1.33 -0.67
2.67 +1.09
1.50 -0.33
1.40 -0.27
1.83
2.83 +1.50
2.58 +0.58
1.83 -0.07
1.83 +1.33
2.33 +0.83
2.83 +0.91
2.83 +0.83
1.83 +0.16
2.13 +0.46
2.00 +0.17
1.83
2.17 +0.07
2.83 +1.00
200 -
1.83 +0.33
3.00 +1.00
2.80 +1.22
3.00 +0.58



A 2X2, last 2 repeated, multivariate analysis of variance was performed on the two
dependent variables, empathic and clarifying communication skills, measured on two
groups, the training group and the control group, prior to and following the implementation
of the iﬁterpemonal communication skills curriculum unit.

The SPSS MANOVA was used for the analysis. A total N of 56, reduced to 53
after the deletion of 3 cases containing missing data, was used.

With the use of Hotellings criterion, the combined DVs were found to be
significantly affected by both group (F(2,50)=16.15, p<.001) and time (F(2,50)=22.22,
p<.001) and by their interaction (F(2,50)=24.59, p<.001).

Univariate analysis on average scores showed a significant group effect for both
empathy (F(1,51)=27.5, p<.001) and clarifying (F(1,51)=8.64, p<.005). As an analysis
showed that the variance of the DVs were not equal, difference scores were used in the
univariate analyses of time and group by time effects. Again, significant results for time
were found for both empathy, F(1,51)=44.58, p<.001, and clarifying, F(1,51)=10.93,
p<.002. Significant results were also found for group by time for both empathy,
F(1,51)=48.25, p<.001, and clarifying, F(1,51)=15.14, p<.001. For a summary of these
results see Table IV.

Multivariate analyses indicate that there is a significant difference between the
training group and the control group on measures of empathic and clarifying
communication skills together over time. Univariate analyses show that this difference was
significant for both communication skills when considered separately. These analyses
indicate that the research hypotheses were tenable:

H1: The students in the training group received significantly higher mean scores on
post intervention paper and pencil measures of empathy and clarification skills

than the students in the control group.
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TABLE IV

- SUMMARY OF ANALYSES OF SCORES
ON COMMUNICATION SKILLS INDEXES

EMPATHY
&
CLARIFYING
F(2,50)

EMPATHY
F(1,51)

CLARIFYING
F(1,51)

MULTIVARIATE ANALYSES

GROUP TIME GROUP BY TIME
16.15 22.22 24.59
p<.001 p<.001 p<.001

UNIVARIATE ANALYSES

GROUP TIME GROUP BY TIME
27.5 44.58 48.25

p<.001 p<.001 p<.001

8.64: 10.93 15.14

p<.005 p<.002 p<.001
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H2: The students in the training group recieved significantly higher mean post
intervention scores on paper and pencil measures of empathy and clarification

skills than pre intervention scores.

The interpersonal skills training program was found to be effective in facilitating the
students' development of empathy and clarification skills.

Analysis of student evaluations of the curriculum intervention provide further
evidence of the success of the program and of its effects on the students' interpersonal

relationships. The results of these evaluations will now be considered.

Student Evaluations of the Curriculum

An evaluation of the curriculum which asked students to rate effects of the program on
them and their interpersonal relationships, and to complete eleven open-ended statements
aimed at getting feedback on the tasks, class discussions, small group work and methods
of evaluation were completed two weeks after the implementation of the interpersonal skills
training program. A summary of student ratings are provided in Table V. Student ratings
of the effects of the program were mostly positive. The majority of students reported that
the training program had helped them to know themselves better (40.7%), and to
understand (55.5%), listen (59.2%), and communicate (55.5%) with others more
effectively. In addition, 51.8% of the students felt that the program had helped make
school a better place to be. A little more than a quarter of the students reported that the

program had not had positive effects on them or their interpersonal relationships.
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RESULTS OF STUDENT EVALUATIONS

TABLE V

OF THE TRAINING PROGRAM

SA A ? D SD
This class has helped me to 29.6% 11.1% 29.6% 148% 14.8%
know myself better 40.7 % 29.6%
This class has helped me to 18.5% 37.0% 259% 14.8%  7.4%
understand others better 55.5% 22.2%
This class has helped me to 29.6% 29.6% 37% 148% 22.2%
be a better listener 59.2% 37.0%
This class has helped me to 259% 29.6% 14.8% 3.7% 25.9%
communicate better with 55.5% 29.6%
my friends and family
This class has helped make 22.2% 29.6% 11.1% 18.5% 18.5%
school a better place to be 51.8% 37.0%
N=27
SCALE: SA - Strongly Agree
A - Agree
? - Unsure
D - Disagree

SD - Strongly Disagree
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More sﬁiking than these clear-cut quantitative results were the written responses by
students on the curriculum evaluations. For example students thought that kids should
learn about empathy and clarifying because:

When they get older and have kids they will be able to tell them about it

It would make the world better.

In addition student comments about the program included:

This class was very important to people. It helped you to understand how
others feel and how people feel about you. It helped me alot.

I liked this (class) alot. It helped me to get along with my friends and
Sfamily better.

A summary of the students’ written responses to the eleven open-ended statements
contained in the curriculum evaluation can be found in Appendix H. In the following
section highlights of these data are presented.

Summary data indicate that 45.5% of the students reported that the most important
thing that they learned in the class was to listen to one another. Less than half as many
students cited either empathy or clarification on the same item.

Role playing, particularly using a tape recorder or video recorder, was considered
to be a favorite activity in the first section of the curriculum by 37.0% of the students and in
the second section by 45% of students. Activities which involved listening skills, empathy
skills and clarification skills were cited by 14.8%, 18.5%, and 20.0% of the students.
Other activities mentioned by two or more students included drawing cartoons (11.1%),
listening (7.4%), and being nonjudgmental (7.4%) in the first section , and filling in the

cartoons (10.0%) in the second section.

All but two of the students (93%) thought that the communication skills were

"helpful" and all but one (97%) thought that students "should" learn about empathy and
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clarification. In both cases the most commonly cited reason indicated by students was that it
helped them to understand others.

The majority of students were positive about the types of feedback used in the
prograrh: 73.1% gave positive comments about giving other students feedback about their
communication skills, and 76.0% gave positive comments about the feedback they received

from the teacher and other students. These types of feedback were considered helpful by
23.1 % and 32.0% of the students.

Eighty-nine percent of students gave positive comments about working in small
groups. Students reported that, in small groups, "if you needed help you got it", "you
[can] share your feelings with someone" and "we shared our ideas and that helped".
Summary data indicate that 32.1% preferred working in small groups over working in a
large group. This is supported by data which indicate that 42.9% of students made
negativé comments about the large discussion groups. Students reported that they found
the large discussion groups to be "boring", "hard" and "confusing". Students also
commented that they were noisy and made the class feel restless. Of the 57.1% of the
students who made positive comments about the class discussions, most cited some aspect
of being able to hear other students' ideas and feelings as their reason for liking the class
discussions.

Students were also asked to indicate what they would and wouldn't change about
the program. A third of the students reported that they wouldn't change anything, others
suggested changes in classroom management (14.8%) and making the classes or the
program longer (11.1%). Other suggestions mentioned by two or more students included
changing the fomat, changing class meetings, eliminating tape recording and using more
video recording. Tape recording was also something that 19.2% of the students indicated

that they wouldn't change. Other aspects of the program that students indicated that they
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wouldn't change included the pictures, the tasks, video recording and the small and large

discussion groups.

Student Self Evaluations

Students completed self evaluations following the implementation of the
interpersonal skills training program. Students were asked to rate themselves on a five-
point scale ranging from poor to excellent on eleven criteria including their understanding
and ability to use empathy and clarification. A summary of student ratings are provided in
Table VI. Mean scores on all eleven criteria were high, falling between 3 (good) and 4
(very good). On average, students rated themselves on their overall task work just below
"very good" at 3.9 and on their effort at 3.8. 70% of the students rated their task work in
the overall as "very good" or "excellent". The quality of their written work, discussions
with their partners, and evaluations of their skills received mean ratings of 3.2, 3.3 and 3.3
respectively. These three items all received lower mean ratings than the other eight items.

Students rated their understanding of clarification and empathy slightly higher than
their ability to use the skills (3.7 and 3.8 respectively compared to 3.6). Approximately a
third of the students rated their ability to listen, and use empathy and clarification skills as
"excellent". On average, students rated the quality of their tape recordings and role plays
just below "very good" at 3.7. While none of the students rated their understanding of
empathy and clarification as poor, 8% and 11% of the students rated their ability to use
these skills as poor.

When ratings on the eleven criteria are averaged for each student means range from
satisfactory (2.1) to excellent (5.0). Almost 50% of the students' average ratings fell

between three and four, 22% between two and three and between four and five.
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TABLE VI
RESULTS OF STUDENT

SELF EVALUATIONS

The quality of
written work

discussions with partner

skill evaluations

4%
7%

role playing & tape recording 4%

ability to listen
understanding of empathy
ability to use empathy
understanding of clarifying
ability to use clarifying

effort in class

overall

SCALE: 1 - Poor
2 - Satisfactory
3 - Good
4 - Very good
5 - Excellent

11%

8%

(n=27)

2
23%
11%
31%
15%
11%
15%

7%
15%
8%
19%

12%
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3
46%
37%
27%
15%
26%
19%
26%
23%
31%
22%

19%

4
8%
22%
19%
26%
33%
26%
19%
23%
23%
19%

35%

19%
22%
23%
41%
30%
41%
37%
38%
31%
41%

35%
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Qualitative Data

The data presented in this section are based on the investigator's observations
during the implementation of the program. While subjective, the data provide insight into
the effectiveness of the program and its effects on the students and their interpersonal
relationships. For clarity, the data are presented in three sections: (1) observations, (2)
modifications and (3) problems. This is followed by a description of revisions made to the

curriculum based on the data collected in this study.

Observations

Initially students approached the material enthusiastically. They were keen to be
doing something "different” and welcomed the opportunity to work independently. When
students first began working with the skills, they frequently commented that the responses
sounded phony. Students also questioned the usefulness of the skills. Class discussions
often focused on when use of the responses would be appropriate.

Students had to be encouraged to work though the parts of the tasks requiring
discussion with their partners. Many students would either rush though the material,
putting in minimal effort, or, skip over it, completing only the written parts of the tasks.
Students also needed to be encouraged to complete the activities that required them to
evaluate their own work or the work of someone else. The students seemed unfamiliar
with these types of activities and unsure of their value. This may be a result of the
emphasis that our school system has traditionally placed on teacher evaluations and on

writing rather than on talking.

During the initial stages of the program, it was observed that many students had a

need to express themselves and to be listened to. It seemed that only when they could trust
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that their owﬂ needs to be listened to would be met that they could begin to listen to others.
This emphasizes the importance of the teacher's interactions in facilitating the acquisition of
empathy and clarification skills: By sensitively and thoughtfully responding to the needs of
their students, teachers can help their students become more responsive to the needs of
others. Through such interactions teachers also provide students with effective models and
make the perspectives, motives, feelings and intentions of others salient.

Early on in the program, it was observed that the students' motivation to use the
skills had a strong influence on their participation in the program and their acquisition of the
skills. Strategies had to be developed to help to motiugte students to learn the skills.
Providing students with examples and role plays, and discussing the benefits of empathy
and clarifying were found to help students to value the skills. Modeling empathy and
clarification skills when students expressed their attitudes, opinions, ideas or feelings, was
observed to be the most effective way to motivate students to develop their skills. One
student, who was particularly disruptive in the class, often commented that the skills were
"stupid” and "useless". One day, just before class, the investigator found the student, who
had injured himself during P.E., waiting alone in the classroom for his mother to arrive to
take him home. He was quite distraught. The investigator responded empathically. The
following class a change in his attitude was observed. By the end of the program, the
student had acquired a high level of empathy and clarification skills.

Opportunities for the investigator to model the skills during the implementation of
the curriculum was limited to class time. It is expected that students would acquire the
interpersonal communication skills more easily if they were exposed to an effective model
over a greater period of time. Ideally, the program would be implemented following a
period of informal exposure to the skills. |

Integrating skills into daily life in the classroom was observed to help maximize the

transfer of skills outside of the training situation. It seems reasonable to assume that the
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more a teacher' can use, and encourage students to use, these skills on an informal basis,
the more likely it is that they will use them in their interpersonal relationships. By using
skills on a daily basis the teacher could help students to become more responsive to others,
provide .students with an effective model, and maximize the transfer of skills outside of the
learning situation.
| Students needed acknowledgment and affirmation of their learning and progress
throughout the unit to encourage them to develop their communication skills. This was
provided by the investigator's verbal and written responses. The investigator found that by
setting expectations low initially and gradually increasing them as the competence of the
students increased was an effective way of encouraging students to develop their skills.
The curriculum helped to develop a positive rapport between the investigator and
the students. One student commented that

When people listen to one another and use clarifying they get along better
because they trust each other and don't judge each other.

Over the course of the program, students began to explore personal feelings and issues:

I have really enjoyed your class because I could say and write what had
happened to me with knowing that nobody will laugh.

The nature of the investigator's written responses and interactions with the students during
class and on the "message" page helped to encourage this. Whenever possible, the
investigator's written comments were qualitative, encouraging students to reflect on their

own feelings and ideas and to deepen their understanding of the material.

As previous research would indicate, some students showed awareness and
concern about global issues. They expressed concern about world hunger and conflict and
violence in other parts of the world. They were also keenly aware of conflict on an

interpersonal level. Observations of the students indicated that they tended to éonceptualizc
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peace in terms of how people get along with one another. Verbal and written comments
made by the students which illustrate this include:

If you don't listen then everything would be in a mess. If we didn’t get
along in the world the world would be a mess.

Peace would mean no fighting.

It would be a better world if everyone listened to what people have to say.

Before students were able to use their skills in their daily interactions they first
showed an awareness of when the skills would be appropriate. For example, when two
students were having a disagreement, one student commented,

I know, I know. Empathy, empathy, empathy.

Students gradually became cognizant of their own interactions and began to notice when
they were giving advice, denying another's feelings or ideas, being judgmental etc..

By the end of the program, the majority of the students expressed positive attitudes
toward the skills and reported that they had been able to use the skills outside of the class.
On the curriculum evaluation, 55.5% reported that the class had helped them to
communicate better with their friends and family. Student comments reflect this:

I think empathic listening is a good way to communicate because you get to
know somebody and know their feelings.

I liked this social studies activity alot. It helped me to get along with my
Sfamily and friends better.

This class was very important to people. It helped you understand how
others feel and how people feel about you. It helped me alot.

Now that I've taken this class, I can see how other people feel and how to
make them feel better. Its great!

If we didn’t have empathy almost everyone would never get their feelings
out.

Not all of the students felt this way. Twenty nine percent reported that the program had not

helped them in their interpersonal relationships. Some reported that they had not been able
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to use the skills outside of the class and that the skills made them feel "weird", "fﬁnny" or
"uncomfortable". Two students reported that they didn't like the skills and found the
program "boring". ’

Finally, it was observed that the program had a positive effect on the students.
Students reported that the program had a positive effect on how they feel:

I feel good when I use empathy. I feel that I'm helping out the person.

Using the skills feels great and makes who I'm talking to feel good too.

Using clarifying skills makes me feel great and confident.

When I listen non judgmentally, I feel good because I'm not thinking

}vi%rfething bad about the person and I don't even think about running his
The program also seemed to have a positive effect on self awareness. Forty percent of
students reported that the curriculum had helped them to know themselves better. One
student reported that he had "learned to have feelings". Other students commented that the
program had helped them to be more compassionate and understanding:

I learned to care more.

Working in (this class) made me feel more understanding.

Modifications

A number of modifications were made to the curriculum during the time it was
piloted. These modifications included the addition of three tasks to each of the two sections
of the curriculum. Two tasks were introduced into each section of the curriculum when it
became apparent that intermediary steps were necessary to help students to make the
transition from using written responses to using verbal responses. Originally students had
been asked to develop single responses in their written work and then to use sequential

respohses in their role plays. This meant that, in addition to making verbal responses
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instead of wriftcn responses, they were required to generate statements to which their
partner could respond and to use responses sequentially. To make this transition more
manageable, two tasks were added in which students were asked to role play using single
responses. In the first task students practiced making responses to interaction leaders
provided on cards. In the second task students were asked to write their own statements
for use in their role plays. After the completion of these tasks students Wcrc ready to role
play using their own topics and to practice the use of their skills sequentially.

A task was also added to each of the two sections of the curriculum to give students
more practice in writing responses. The tasks contained six additional interaction leaders
and students were asked to record the main feelings and/or ideas and to write a response.

Changes were made to two tasks of the tasks which required students to record, in

writing, the ideas generated in their discussions.

Problems

During the implementation of the curriculum, it became apparent that there were a
number of problems with the curriculum as it was piloted. For example, to encourage
students to use personal examples which were relevant and meaningful a number of tasks
indicated that students could mark their work "private" and that their work would not be
read by the investigator or their teacher. When one of tfle students indicated in her written
work that she may be being abused by a family member, it became very clear that a
potentially difficult situation could arise if a child addressed a personal issue which required
teacher intervention, but had marked his or her work as "private". The option to mark
work as private was deleted from the revised tasks.

The majority of the problems which arose during the training involved the structure
or process of the curriculum rather than the content of the tasks. For example, the students

were expected to progress through the tasks at their own rates. This created a number of

86



problems. Fifs_t, it gradually became impossible for students to work withrdifferent
pé.rtners in each class. As a result most of the students worked with the same partner
throughout the program. The pairs tended to be made up by students with similar abilities
to communicate and to work independently.” As a result, students functioning at lower
levels of these skills did not benefit from working with students functioning at higher
levels. Second, as the students were all working on different tasks at the same time, it
became difficult to generate discussions during class meetings which were meaningful to all
(or even a majon'ty)»of the students. Third, this made supervision of the groups difficult.
The investigator often recorded that she felt "scattered" after the class from trying to work
with fourteen or fifteen different groups who were all working on different tasks. Finally,
if students were on the wrong track, and completed more than one task in a class, their
mistakes would accumulate. Students found this to be discouraging.

A final problem was created by providing each of the students with a copy of the
directions for the task work and materials for recording their written work: students had a

tendency to work in parallel, rather than co-operatively, with their partners.

The Revised Curriculum*

The curriculum was re-written using a cooperative learning approach to eliminate
the problems outlined above. In the revised program, students work in small cooperative
leaming groups consisting of four students of varying abilities. Students are taught the
roles of "Organizer" and "Encourager” to facilitate their functioning in their learning
groups. To encourage students to work together, each learning group receives only one

card describing each task. The group is responsible for its members' understanding of the

* The revised curriculum was published in January of 1989 by the Public Education For
Peace Society, Burnaby, B.C., under the title Understanding One Another: A Cooperative

Learning Curriculum for Creating A Peaceful Classroom.
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material. Even’when tasks (ie. role playing) require that students work alone orrin pairs,
théir learning is guided by the co-operative learning groups.

Instead of allowing students to work through tasks at their own rates, students
compléte one task in each class. Thirty minutes are given for task work, followed by 10
minutes for class discussion. The class discussion provides a forum for students to
discuss their understanding of the material, their reaction to the task work and their
experiences.

All of the tasks used during the time the curriculum was piloted are included in the
final version of the curriculum, however, the sequence of the tasks was changed. In the
revised curriculum, students work through tasks designed to develop listening skills,
clarification skills, awareness of feelings, and finally, empathy skills.

A teacher's guide was developed based on the experience gained during the
implementation of the curriculum. The guide provides objectives and background
information for each task along with suggestions for class activities that deepen and extend
the students' learning during task time. Included are suggestions of topics for discussions,
demonstrations, additional activities and role plays. Strategies to motivate students to learn
the communication skills, to help students to evaluate their skills and to encourage the
transfer of skills out of the classroom situation are described. The importance of providing
students with high functioning models is emphasized. Suggestions are made for setting
expectations, evaluating task work, forming co-operative learning groups, and encouraging

students to work cooperatively.

88



CHAPTER V
DISCUSSION, CONCLUSIONS AND IMPLICATIONS

This chapter discusses those results of the study which pertain to the effectiveness
of the curriculum intervention in facilitating the development of interpersonal skills. This
includes the results of analyses of scores on the communication indexes used to assess
empathy and clarification skills, student self evaluations, curriculum evaluations, and
anectdotal data collected by the investigator as a participant observer during the
implementation of the interpersonal communication skills curriculum. Exploratory data
concerning the impact of the curriculum on the students and their interpersonal relationships
are also discussed. The potential of interpersonal skills éducation as a means of educating
for peace is explored. Recommendations, based on the findings of the study, for the
development, implementation and evaluation of interpersonal communication skills
curricula for upper elementary school age students are presented. Finally, conclusions and

implications of the study are presented.

Discussion of Results

The purpose of this study was to develop a curriculum to help students to develop
their personal resources for living peacefully. To this end a curriculum was designed to
help students to develop communication skills which enhance understanding and reduce
conflict. Carl Rogers' theory of interpersonal commun.ication was used as a basis for the
program. The curriculum, found in Appendix C, was designed to facilitate the
development of listening, empathy and clarification skills. These skills émbody Rogers'
theoretical view of seeing another's thoughts and feelings from the others’ point of view

and provide a means for communicating that understanding to the other person. The
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curriculum was based on a review of existing training programs and theory and»research
concerned with the development of empathy and prosocial behavior in children.

Research, reviewed in Chapter II, indicates that empathy ius a key ingredient in the
development and maintenance of positive social interactions. It is thought to have an
important causal role in the enactment of prosocial behavior and in the reduction of
aggressive behavior. Empathic responsiveness is present throughout childhood and
adolescence but in middle to late childhood developmental changes in cognitive, affective
and communicative abilities occur which affect children's abilitites to employ sensitive
helping intended communications. At this age, children show increases in roletaking
abilities (Feshbach, 1978; Selman, 1980), a lessening of egocentrism (Piaget, 1967) and an
increase in communication skills (Feshbach, 1978; Burleson, 1980, 1982; Delia & Clarke,
1977; Hater & Alvy, 1973). These changes help children to become more aware of, and
able to respond to the subjectivity, thoughts and feelings of others. |

Research shows that training can enhance the development of empathy skills in
elementary and highschool students. Programs using small facilitator/student ratios
developed by Vogelsong (1978) and Feshbach (1979; 1982) for children aged eight to ten
have been sucessful in increasing empathic abilities. Research also shows that following
training in interpersonal skills including empathy, students show improved physical,
emotional and interpersonal functioning (Carkhuff, 1983).

Despite the sucess of these psychoeducational training programs, no systematic

curriculum materials for use by teachers in a regular classroom situation could be found for -

enhancing the development of empathy skills in children. This study was designed to
examine the feasability of such a training program. The interpersonal communication skills
curriculum was field tested with upper elementary school students. Changes in
communication skills of students in the training group, relative to a control group were

examined. Grade five students from three classes participated in the study. Students in the
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training group came from a single grade five class. Students in the control group came
from two grade 5/6 classes. By necessity, this was a "convenience sample"”, rather than a
random sample. Students participating in the study were not pre-selected according to the
quality of their interpersonal relationships, the level of their communication skills, or any
other criteria. The study controlled for the passage of time but did not control for the

possibility of Hawthorne effects.

Effectiveness of the Interpersonal Skills Curriculum

Prior to, and following the implementation of the interpersonal communication
skills curriculum, data were collected to evaluate changes in communication skills of the
training group relative to a control group. Students completed indexes of empathy and
clarification skills. To interpret the data multivariate and univariate analyses were
conducted. These analyses revealed that students in the training group showed a significant
improvement in empathy and clarification skills, when considered separately or together,
both over the course of training and in comparison with a control group.

Prior to training, students in the control group and the training group scored higher
than expected on empathy and clarification skills. On a four-point scale, scores for the
training group and the control group were 1.91 and 1.94 and 1.82 and 1.85 for empathy
and clarification respectively. These scores are higher than the average empathy scores for
the general population of 1.2 reported in the literature (Carkhuff, 1971) and higher than the
pre-training scores reported by Sprinthall and Erickson (1974) for adolescents of "slightly
above level 1". This is probably a function of the raters’ interpretation of the scales used
to rate the communication indexes: Level 1.0 was used only for harsh or critical responses.
This interpretation of the scale would have a tendency to elevate scores and to reduce gains

demonstrated by students in the training group.
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Followiﬁg training, students in the training group showed mean scores of 2.67 for
erﬁpathy and 2.25 for clarifying. The empathy score is lower than the score of "close to
level 3.0" for empathy obtained by Sprinthall and Erikson (1974) after training for
adolescents, and higher than the mean score for pre-service teachers of 2.57 obtained by
McAllister (1978). Both studies used similar indexes to those used in the present study and
responses were scored on the Carkhuff rating scale.

Significant increases in functioning were noted in the training group for the
communication skills: On average students showed an increase in scores of .76 for
empathy, with 55% of students showing increases of more than one skill level, and .43 for
clarification, with 19% showing increases of more than one skill level (see Tables I and II
in Chapter IV). After training, 67% of the students demonstrated skills in empathy close
(within .20) to the level 3.0 deemed "minimally facilitative" in Chapter II. Only 26% of the
students demonstrated skills in clarification at the same level. Smaller gains in clarification
skills may be accounted for by the fact that not all of the students completed the tasks
designed to teach clarification skills. Students completed the tasks at their own rates. All
of the students completed the section of the curriculum designed to teach listening and
empathy skills, while only 31% of the students completed the section of the curriculum
dealing with clarification skills.

Results also indicate that some students did not benefit from the program. An
examination of individual changes in scores on the communication skill indexes (see Table
III, Chapter IV) indicates that two students showed marginal gains (less than .10) in
empathy skills, three students showed decreases; and three students showed marginal gains
in clarification skills while four showed no change and four showed decreases. In
addition, twenty nine percent of the students indicated that the program had not helped them
in their interpersonal relationships. Moreover, eight and eleven percent of the students

rated their ability to use empathy and clarification skills as poor.
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Many féctors influence student aquisition of skills. Previous research indicates that
trainee gains and final level of functioning are related, in part, to initial level of functioning.
A face analysis of Table III in Chapter IV does not show such a relationship: initial levels
of funcﬁoning appear to be unrelated to student gains or final levels of functioning for both
empathy and clarification. The effectiveness of interpersonal communication skills training
for children is perhaps related more to motivation and openeness or resistence to training.

It is interesting to note that while some of the students rated their ability to use
empathy and clarification skills as poor, none of the students rated their understanding of
the skills as poor. This would seem to indicate that for some students the program was
effective in developing understanding of the skills but not in facilitating the use of the skills
in their interactions or in the transfer of skills outside of the learning situation. Clearly,
competence or understanding of empathy and clarification does not ensure that the skills
will be used. Students must also feel motivated to use the skills. Burleson (1984)
suggests that an individual's motivation to comfort another is primarily influenced by
personality traits, including values and prosocial orientation, and situational variables,
including helper responsiveness. Observations made in the present study suggest that the
responsiveness of a student was influenced in part by the extent to which the student's own
needs to be listened to were met. This suggests that teachers can help their students to
become more responsive to the needs of others by sensitively and thoughtfully responding
to the needs of their students.

Various strategies were developed to help motivate students to use the skills in their
interpersonal relationships. For example, skills were modelled whenever possible;
students were provided with examples and roleplays; and benefits of the skills were
discussed. The manner in which the program was implemented may have inhibited the
overall effectiveness of these strategies. The program was intense as the curriculum was

implemented over the course of ten weeks. In addition, as the investigator only met with
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the students duﬁng class time, opportunities to model the skills were limited. Perhaps the
curriculum would be more effective if it was implemented over a longer period of time by a
classroom teacher who could integrate the skills into the daily life of the classroom to allow
students more time to integrate the skills into their communication patterns. Under these
circumstances, the program could be initiated after a period of informal exposure to the
skills. This would enhance the students' pragmatic understanding of the interpersonal
communication skills and thereby provide students with a motivation to develop their own
empathy and clarification skills.

Openness or resistence to training also appears to affect student acquisition and
generalization of skills. For some students, communicating with others was not seen as
important. Two boys commented during the course of the program that they didn't "talk"
to their friends, they "just played soccer and stuff”. Another student noted that her parents
were always "too busy to talk anyway".

Motivation, and openness or resistence to training would appear to be affected by
the levels of functioning of teachers, school personnel and parents. Previous research
indicates that the involvement of parents, teachers and other school personnel is essential to
the sucess of interpersonal skills training programs (Kalmakoff & Shaw, 1987; Rotheram,
1980). Such involvement is thought to affect the durability of train'ing and maximize the
transfer of skills outside of the learning situation.

Further research is necessary to examine how motivation and openness or
resistence to training contribute to final levels of functioning and student gains. Such
research could contribute to the refinement of strategies used in the present study, or the
development of new strategies, for motivating students to use the skills .

For children of this age, developmental factors may also affect training outcomes.
Emapthy and clarification require the ability to recognize emotional states, understand

another's feelings and ideas from the others' perspective and communicate that
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understanding back to the other person. It is expected that readiness to aquire empathy and
clarification skills may be influenced, in part, by the development of social-cognitive skills
such as roletaking and perspective taking and by the changes in communication skills.
Developmental differences in these abilities would, quite clearly, affect an individual's
capacity to acquire and use empathy and clarification. Further research is necessary to
examine the influence of developmental factors on final levels of functioning and student
gains. Knowledge about the influence of cognitive, affective and communicative abilities
on an individual's readiness to acquire interpersonal communication skills may provide
insight into when interventions for developing interpersonal communication skills can be
most effective.

It should be noted that the communication indexes used in the present study to
assess the students' empathy and clarification skills are limited by the fact that they are
paper and pencil measures that ask students to make responses to hypothetical situations.
Statistical analyses indicate that the indexes were reliable (see Chapter IV). However, their
validity for predicting interpersonal functioning is unknown. Previous research indicates
that similar measures to those used in the present study have validity in predicting
functioning in real life situations. Studies investigating the validity of the communication
indexes designed by Carkhuff for parents and teachers, on which the present indexes are
based, have shown positive correlations between levels of written responses and
functioning in real life (Carkhuff, 1969a). MacAllister (1978) also reports a strong
correlation (.83) between paper and pencil measures and audio taped ratings of gains in
empathy as a result of training.

Communication skills used in response to hypothetical situatibns are, however,
frequently more sophisticated than those used in real life situations where people are subject
to time pressures and contextual restraints, stress, and anxiety (Applegate, 1980; Burleson,

1982; Selman, 1980). To assess the validity of the communication skills indexes it will be
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necessary to cbmpare levels of empathy and clarification skills displayed by children in
natural situations with performance levels on the indexes. Until such research is conducted
to determine the validity of the communication skills indexes used in the present study,
scores should be regarded as a maximum level of functioning, rather than the average or
typical level.

Measures used in the present study are further limited by the fact that students were
asked to write responses which they would make to a "friend". This factor may also have
influenced results by tapping into the individual's maximum level of functioning. Research
by Ritter (1979) provides evidence that adolescents employ hvigher levels of empathic ’
communication strategies when addressing a friend from within their immediate social
group than from outside of that group. Further research will be necessary to determine how
students would respond to significant target others such as teachers, classmates, siblings,
or parents.

It is difficult to asses the extent to which experimentor demand may have influenced
the students' scores on the communication skills indexes. In an attempt to minimalize
these effects the indexes were completed anonymously and students were encouraged to
write whatever response they would make to a friend.

In light of these limitations, results obtained on'the communication skills indexes
are interpreted as providing evidence for the feasibility of training uppér elementary school
age students in interpersonal communication skills using a systematic approach in a regular
classroom situation. Analyses of scores on the communication skills indexes reveal a
significant improvement in empathy and clarifying skills when considered separately or
together, for students participating in the program both over the course of training and in
comparison with a control group. Final levels of functioning and average gains suggest
that the program was effective in facilitating the development of these skills in the majority

of students. Observations made by the investigator during the implementation of the
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curriculum and results of student evaluations support this interpretation. Results are

consistent with the findings of previous research.

Effects of the Curriculum On Student Functioning

Data were collected to examine the effect of the interpersonal communication skills
curriculum on students and their interpersonal relationships. Findings, although
exploratory, indicate that the majority of students were able to use empathy and
clarification skills to improve their interpersonal relationships both in and out of the
classroom situation. The majority of students reported that the program had helped them to
understand (55.5%), listen (59.2%) and communicate with others (55.5%) more
effectively. Ninety-seven percent of the students thought that students "should" learn about
empathy and clarification. The most commonly cited reason indicated by students for this
was that the program had helped them to understand others. Over half of the students rated
their ability to listen and use empathy and clarification skills as "very good" or "excellent".
In addition, the majority of students reported that they had been able to use the skills
outside of the class. Findings also indicate that the program had a positive effect on
intrapersonal varibles. Forty percent of the students reported that the program had helped
them to know themselves better. Some students indicated that the program had positive
effects on how they feel.

Previous research has also documented positive effects for training in interpersonal
communication skills on intra and interpersonal variables. Carkhuff (1983) reports that
children and adolescents show improved physical, emotional and interpersonal functioning
following training in interpersonal skills. Similarly, teachers trained in interpersonal
communication skills, including empathy have been shown to help to promote self esteem
(Newbweg & Love, 1982; Rogers, 1983; Carkhuff, 1987), higher order thinking

capacities (Raths, Wassermann, Jonas & Rothstein, 1986), the development of moral and
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ethical behavfor (Raths, 1971; Raths, Harmin & Simon, 1966,1978), the nufturing of
creativity, imagination and feelings (Ashton-Warner, 1963; Combs, 1982; Rogers, 1969,
1983; Wassermann, 1985), and the development of interpersonal skills (Carkhuff, 1982;
1987; Aspy & Roebuck, 1982; Wassermann, 1985) including cooperation, sharing and
problem solving in their students. Positive results for achievement have also been
documented (Aspy, 1975; Aspy & Roebuck, 1977; Carkhuff, 1982, 1987). Facilitating
students, as well as teachers, in the development of interpersonal communication skills may
prove to enhance these effects.

The pleasure, gratification and personal satisfaction of the trainee are also
considered to be important goals, of equal importance to effectiveness, of interpersonal
skills training programs (Goldstein, 1981). In this regard, the training program was highly
sucessful. Student comments revealed their enjoyment of the program:

I have really enjoyed your class because I could say and write what
happened to me with knowing that nobody will laugh.

Now that I've taken this class, I can see how other people feel and how to

make them feel better. Its great!
Other comments revealed that students valued the program:

This class was really important to people...

Kids should learn about empathy and clarifying because when they get older

and have kids they will be able to tell them about it.

Although the present study provides preliminary evidence which indicates that the
interpersonal skills curriculum had positive effects on the students and their interpersonal
relationships, further research is necessary before conclusions regarding the impact of the
curriculum on intra and interpersonal functioning can be drawn. Findings and previous
research indicate the need to investigate the effect of training on self esteem, self

awareness, peer interactions, prosocial behaviors such as cooperation and sharing, and
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aggression. As exposure to a high functioning model is an important component of
interpersonal skills training, it will be necessary to examine whether changes in intra and
interpersonal functioning are enhanced by training students as well as teachers in

interpersonal skills or whether they are primarily a result of teacher interactions.

Communication Education as Peace Education.

Results of the present study allow for the examination of the interpersonal skills
curriculum within the broader context of peace education. The curriculum intervention was
designed to help students to develop their personal resources for living peacefully; to
facilitate the development of interpersonal communication skills which reduce conflict and
increase understanding. In Chapter One, criteria for the development and implementation
of peace education programs were identified. It was suggested that (1) the content of peace
education curricula should be developmentally appropriate; (2) teaching processes should
be consistent with and model this content; and (3) a balance should be acheived between
learning concepts, content and skills and affective involvement. These criteria were
encorporated into the content and process of the interpersonal skills curriculum.

Interpersonal skills education appears to be a developmentally appropriate form of
education for upper elementary school age children. It provides a logical extension of the
conception of peace held by children of this age. Prelirrﬁnary evidence of this is provided
by observations made by the investigator during the implementation of the curriculum. As
previous research would indicate, these students were developing concern and awareness
about global issues affecting peace. Joyce (1972) indicates that students conceptualize
peace in various personal, social, cultural and global contexts. Observations suggest that,
for the grade five students involved in the training program, awareness was on a personal
level. Peace tended to be conceptualized in terms of their abilities to get along with their

friends and families.
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Teachi'n\g processes were consistent with and modelled the conteht of the
éurriculum. Students were given opportunities to influence their learning; the tasks were
designed so that students could work independently and opportuhities were provided for
self evaluation. In addition, students were encouraged to take responsibility for their
learning and the ongoing development of their communication skills. Finally, development
of interpersonal skills was balanced with opportunities for students to deal affectively with
the information through discussion and the sharing of ideas and feelings in small group
work and class meetings.

It is the investigator's belief that to make the program a more effective means of
educating for peace, materials need to be included in the curriculum which directly relate the
development of interpersonal communication skills to the achievement of peace. This could
include an examination of "peacemakers" and the role of the individual in the peace process
through active participation at community, society and global levels. By exploring the
relationship between communication and peace, students can be encouraged to adopt a
more active, positive vision of peace.

Findings of this study do not allow for conclusions regarding the effectiveness of
interpersonal skills education for helping students to develop their personal resources for
living peacefully. This study is a first stage in investigating interpersonal skills education as
a means of educating for peace. Results of the indexes used in the present study to assess
empathy and clarification skills suggest that the curriculum intervention was effective in
developing the interpersonal communication skills of upper elementary school age students.
Previous research points toward the potential of such training for fostering understanding
and reducing conflict on a personal level. However, further research is necessary to
examine the impact of the curriculum on the interpersonal functioning of students in real life
contexts. The contribution of training in listening, empathy and clarification skills for

helping children to become the kind of adults, who in their day to day behavior, show a
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deep and combassionate concern for each other and the future of this planet has hardly
begun to be explored.

This study also indicates the need for research which comprehensively and
systematically examines how children of different ages relate to peace, the extent to which
they are aware of issues that affect peace, and the extent to which they are able to deal with
such information both cognitively and psychologically. This is an important task for peace
educators to undertake so that materials can be designed in ways that are developmentally
appropriate and address the needs and concerns of the students for whom they are

intended.

Recomendaﬁons for the Development., Implementation and Evaluation of Interpersonal
Communication Skills Curricula

Anecdotal records made by the investigator as a barticipant observer during the
implementation of the interpersonal communication skills curriculum provided insight into
the effectiveness of the content and process of the curriculum. These records considered
along with evaluations of the curriculum completed by students in the training group led to
some important revisions to the materials and the development of a teacher's guide.
Changes made to the curriculum include structuring the tasks so that students could work
independently in small cooperative learning groups. This included making provisions for
teaching students to use the roles of organizer and encourager in their learning groups. A
greater emphasis was placed on class discussions. New strategies were developed to help
students evaluate their communication skills and to motivate students to learn these skills
and encourage their transfer outside of the classroom situation. The importance of

modeling the skills when interacting with the students and evaluating their work was
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confirmed. The teacher's guide, reﬂectihg these changes, includes suggestions for setting

expectations, evaluating task work, and forming cooperative learning groups.

Experience gained through the implementation of the curriculum allows for the

following recommendations for the development, implementation and evaluation of

interpersonal skills curriculla designed to enhance the development of empathy and

clarification skills in upper elementary school age students:

1. Teaching methods should be consistent with and model the content of the

curricula. Consistency is needed between teacher style, classroom and scool

climate and curriculum materials.

2. Materials should:

()

(i)

(i)

@iv)

be structured in ways that encourage students to interact to enhance their
pragmatic understanding of the interpersonal communication skills;
involve characters of various backgrounds who are similar in age and
sex as the students for which the curricula are designed;

use situations experiences and encounters commonly faced by students
as a primary resource;

move students through progressively more difficult applications of the
skills (ie. from writing to speaking, from the use of single responses to

the use of sequential responses).

3. Program components should:

()

(i)

facilitate the development of self awareness, listening skills, and
discrimination skills;

facilitate students in identifying the feelings and ideas of others by
encouraging students to develop affective as well as cognitive roletaking

skills;
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(iii) include opportunities for modeling, practice, roleplaying and feedback;

(iv) emphasize self evaluation skills;

(v) include concrete strategies for transferring skills to real life situations
and identifying ways to conﬁnue skill development outside of training;
4. Evaluation:
(i) Students should be provided with ongoing acknowledgement and
affirmation of their learning and their progress;
@ii) Expectations should initially be set low and gradually be increased as the

skills of the students increase;

(iii) Written and verbal feedback should be reflective so that students are

encouraged to reflect on their work and deepen their understanding of

the skills.
5. Modeling:
@ The interpersonal skills should be integrated into classroom life so that
students are exposed on a daily basis to effective, competent models;
(i) Evaluation skills should also be modeled (ie. identify what was effective

about a response, identify problems and formulate strategies for

improvement).

Summary

In this discussion of findings quantitative and qualitative data concerning the

effectiveness of the interpersonal communication skills curriculum, and exploratory data
concerning the effects of training on students and their interpersonal relationships have
been examined. The findings of the study have been interpreted as indicating that the

interpersonal skills curriculum was effective in facilitating the development of empathy and
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clarification skills in upper elementary school age students. Factors which may have
limited the effectiveness of the curriculum were also considered. This included a discussion
of motivational factors, developmental factors affecting student "readiness", and student
openness or resistence to training. Although no hard and fast conclusions can be drawn,
results of the study point to the positive impact of the program on intra and interpersonal
functioning. The potential of interpersonal skills education as a means of educating for
peace was explored and further avenues for research identified. Finally, recomendations
based on findings of the study were made for the development, implementation and -

evaluation of interpersonal skills curricula.

Conclusions
With respect to the purpose of the study, it can be concluded that the interpersonal
communication skills curriculum was shown to be effective in facilitating the development
of empathy and clarification skills in upper elementary school age students as assessed by

paper and pencil measures of these skills.

Implications Of the Study

This study has evaluated the effectiveness of a curriculum for upper elementary
school age students designed to facilitate the development of listening, empathy and
clarification skills, in a regular classroom situation. The study was a first stage
investigation and was limited by the fact that the possibility of Hawthorne effects and
experimentor demand were not controlled for. The results of the study nevertheless

underscore the feasibility and potential benefits of training elementary school students in
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interpersonal skills and supports future research in this area. The following implications

emerge from the study:
1. Importance of Training. This study has indicated that grade 5 students can be

3.

trained in the development of the interpersonal communication skills of empathy
and clarification. In so far as (i) previoﬁs research indicates that middle to late
childhood may be a crucial time for the devlopment of_ affective and cognitive
abilities which affect children's abilities to employ sensitive helping intended
communications, and (ii) previous research and exploratory findings of the
present study indicate that such skills may enhance intra and inter personal
functioning, it would seem appropriate that upper elementary school age students
be given formal educational opportunities to develop their interpersonal

communication skills.

Intra and Interpersonal Functioning. Exploratory findings provided by anectdotal

data and student evaluations suggest that over the course of training, the majority
of the students were able to use empathy and clarification skills to improve their
interpersonal relationships. Students showed greater understanding of the
feelings and ideas of others. In addition, studeﬁts reported that the program had
positive effects on their self awareness and self esteem. These findings point to
the positive impact of training students in interpersonal communication skills on

intra and interpersonal variables.

Effect of the Facilitator. Research was reviewed which underlines the importance
of high functioning models and affective educational processes in promoting

student functioning in interpersonal communication skills. Exploratory findings
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4.

of th(e&present study provide further evidence of this. This emphasizes the
importance of the role of facilitator in the sucessful implementation of curricula
designed to enhance the development of interpersonal communication skills. It
appears that by sensitively and thoughtfully responding to the ideas and feelings
of students a teacher can help students to become more responsive to the needs of
others, provide students with an effective model and maximize the transfer of

skills outside of the learning situation.

Teacher Training. Given the importance of the teacher's role for the sucessful
implementation of interpersonal skills training programs it would seem
appropriate that teachers recieve appropriate training in interpersonal
communication skills either prior to or along with the implementation of such

curricula with their students.

. Student "Readiness”. Some students did not benefit from training. There may be

identifiable factors which affect a student's readiness to acquire and use empathy
and clarification skills. Developmental differences in cognitive, affective and
communicative abilities, motivation, and openness to training may affect gains
and final levels of functioning resulting frofn training in interpersonal skills.
Indentification of such factors could lead to the refinement of curricula for

developing interpersonal skills in students.
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Implication for Further Study

The results, discussion, and implications of this study suggest the need for further

research which;

1. Tests the validity of the communication indexes used in the present study and/or

contributes to the development of new measurement instruments. In this regard,
the present study indicates the need for behavioral measures which go beyond the
limits of written indexes to determine the actual use of skills in real life contexts.
With such measures it will be possible to assess more accuratately the

effectiveness of interpersonal skills training programs.

. Explores factors which affect an individual's readiness to acquire interpersonal

communication skills so that the content and processes used in training programs
can be refined. Studies which examine the role of motivation, openness to
training, and the influence of cognitive, affective and communicative abilities on

final levels of functioning and student gains seem especially warranted.

. Assesses the extent to which students generalize skills and examines the durability

of skills over a long term period.

. Examines the impact of interpersonal skills training on the intra and interpersonal

functioning of students and on learning outcomes. Studies which directly
examine the impact of such training on intra personal variables such as self
concept and self awareness and on peer interactions, prosocial behaviors such as

cooperation and sharing, and aggression seem especially warranted.
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5. Explores the potential of training in listening, empathy and clarification skills for
helping children show in their day to day behavior, a deep and compassionate

concern for each other and the future of the world.

6. Clarifies what is encompassed by the term "peace education" and identifies
specific areas for curriculum development and implementation. In this context, it

will be necessary to explore the relationship of interpersonal skills education to

peace.

7. Comprehensively and systematically examines how children of different ages
relate to peace, the extent to which they are aware of issues that affect peace, and
the extent to which they are able to deal with such information both cognitively
and psychologically so that peace education materials can be designed in ways
that are developmentally approriate and address the needs and concerns of the

students for whom they are intended.
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SIMON FRASER UNIVERSITY

BURNABY, BRITISH COLUMBIA
CANADA V5A 156
Telephone: (604) 291-4152

VICE PRESIDENT
RESEARCH AND INFORMATION SYSTEMS

February 20, 1987

Ms. Alison Walkley
Faculty of Education
Simon Fraser University
Burnaby, B.C.

V5A 156

Dear Ms. Walkley:

Re: Facilitating the Development of Peaceful
Interpersonal Communication Skills _in_Children

This is to advise that the above-referenced application has been
approved on behalf of the University Ethics Review Committee conditional on
your receiving permission from the School Board and schools involved. When
written permission is received, please forward a copy to this office.

Sincerely,

Thomas W. Calvert, Chairman
University Ethics Review
Committee

 /bjr

cc: S. Wasserman
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Schou Education Centre - School District No. 41 - Burnaby

4041 CANADA WAY GURNABY 3 V%) 16

1987-02-23

Ms. Alison Walkley,
Graduate Student,
Education Department,
Simon Fraser University,
Burnaby, B.C.  V5A 156

Dear Ms. Walkley:

This is to advise you that your research proposal
re: "Educating for Peace Research Project" has been reviewed
and permission has been granted for you to approach elementary
schools with a view towards obtaining student participation.

Please be advised that this permission to approach
schools does not obligate either students or staff to
participate. Involvement 1in research studies of this
nature are always done on a voluntary basis.

I would appreciate an abstract of your findings
when they become available.

Good luck with your project.

Yours truly,

Dr. Blake Ford,
Supervisor - Staff Development and
Program Inservice

BF :da
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Consent Forms
Training Group Permission Letter

Dear Parent,

I am a teacher and a graduate student at Simon Fraser University who is very
interested in the field of peace education. I have created a program to help children develop
effective interpersonal communication skills. I believe that these skills can help our
children live peacefully together. I would like to research the effectiveness of this program
in your child's class and would like your permission for your child to participate.

This project is under the supervision of members of Simon Fraser University's
Faculty of Education. It has been approved by the university's ethics committee, the North
Vancouver School Board and your school's principal.

I will be teaching the interpersonal communication skills program three times a
week over the course of ten weeks beginning in March. During this time the children will
be learning ways to listen to and understand one another.

In addition to learning some important communication skills I would like all of the
children to complete a few simple questionnaires. I will also tape some of the classes and
copy some of the children's task work so that I can assess the effectiveness of the program.
The questionnaires, tapes and task work will be treated very confidentially. None of this
material will be seen or heard by any school personnel. If any of this material is reported in
the research findings it will be done so in such a way that anonymity is assured.

I am looking forward to working with your child's class and helping them learn
ways of listening to and understanding one another.

I would greatly appreciate it if you would sign the consent form below and return it
to the school with your child. If you have any questions or concerns I would be more than
happy to discuss them with you. I can be reached at (§79-7642), or you can leave a
message for me at the university (291-3395) or at the school ( - ) and I will get back to
you as soon as possible.

Thank you for your kind cooperation.

Yours sincerely,

Alison Walkley

............................................................................................................

I give my child .....ccccovvnivnniininnnnnns permission to participate in the research
project.

Signature of parent or guardian
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Training Group

Permission Form for Students

I know Alison Walkley is doing a project with my class.

I know she will be doing the following activities with my class:

- get us to fill out a short questionnaire about sharing ideas and feelings in our class.
- get us to fill out our responses to some statements a friend might say to us.

- meet with our class to teach us some communication skills.

- she will tape record some of our classes.

- she will not play any of the tapes for any teacher or parent or for any other person in
the school.

- she will copy some of our work to help her with her project.

- if any of this material is reported in her write-up it will be made anonymous so that no
one will know it was mine.

-she can destroy the tapes and copies of our work when the project is over.

I fully understand that I can choose not to take part, and that it is OK, and will not be
bad for my marks or my report card. And, I can stop taking part anytime I want.

I am willing to take part in the activities.

Signed

Student's Name
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Control Group Permission Letter
Dear Parent,

I am a teacher and a graduate student at Simon Fraser University who is very interested
in the field of peace education. I have created a program to help children develop effective
interpersonal communication skills. I believe that these skills can help our children live
peacefully together.

I am researching the effectiveness of this program and would like the children in your
child's class to complete a few simple questionnaires. I am seeking your permission for your
child to participate.

This project is under the supervision of members of Simon Fraser University's Faculty
of Education. It has been approved by the university's ethics committee, the North Vancouver
School Board and your school's principal.

The questionnaires are short and simple. The children will be asked to write their
responses to statements that a friend might say and to give their attitudes about sharing in class.
This material will be treated very confidentially. It will not be shown to any school personnel.
If any of the material is reported in the research findings it will be done so in such a way that
anonymity is assured.

I would greatly appreciate it if you would sign the consent form below and return it to
the school with your child. If you have any questions or concerns I would be more than happy
to discuss them with you. I can be reached at home (879-7642), or you can leave a message
for me at the university (291-3395) or at the school ( - ) and I will get back to you as soon
as possible.

Thank you for your kind cooperation.

Sincerely,

Alison Walkley

.................................................................................................................

I give my child ....ccocccniiriiinnnninnnanee. permission to participate in the research
projects.

Signature of parent or guardian
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Control Group

Permission Form for Students

I know Alison Walkley is doing a project with my class.

I know she will be doing the following actiQitics with my class:

- get us to fill out a short questionnaire about sharing ideas and feelings in our class.
- get us to fill out our responses to some statements a friend might say to us.

- If any of this material is reported in her write-up it will be made anonymous so that no
one will know it was mine.

I fully understand that I can choose not to take part, and that it is OK, and will not be
bad for my marks or my report card. And, I can stop taking part anytime I want.

I am willing to take in the activities.

Signed

Student's Name
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Curriculum Goals

Learning Skills

Students will develop their abilities to:
learn cooperatively in small and large groups.
work independently.
monitor their own progress.

Evaluation Skills

Students will develop their abilities to:
evaluate their own work.
provide other students with feedback.

This includes:
appreciating the work.
identifying the parts they liked best.
identifying and defining problems.
formulating strategies for improvement.

Communication Skills

Clarification:
Students will develop their abilities to:
understand how what they say affects another person.
listen nonjudgmentally to another's thoughts.
understand another person's attitudes, opinions and ideas.
formulate responses that attend to what another has said
thoughtfully using their knowledge of clarification.

Empathy:
Students will develop their abilities to:
understand how what they say affects another person.
listen nonjudgmentally to another's feelings.
identify feelings.
understand another person's feelings.
formulate responses that attend to what another has said
sensitively using their knowlege of empathy.
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LISTENING
Task 1:

Task :

Task 3:
Task 4:

Task 5:

Task 6:
Task 7:

Task 8:

EMPATHY

Task 9:

Overview of the Curriculum

Part One

LISTENING TO FRIENDS AND SHARING FEELINGS
Introduction

When Someone Doesn't Listen
"How it Feels When Someone Doesn't Listen"

When Someone Doesn't Understand
"Feeling Misunderstood"

Being Nonjudgmental

When it is Difficult to Listen
"Some Reasons Why People Don't Listen"”

Ways to Show That You are Listening
"How To Show That You Are Listening"

Feeling Words

Recognizing Feelings
Writing Feeling Statements: "I Feel..."

Facts About Feelings

Empathy
"More Sensitive / Less Sensitive Responses”

Task 10: Writing Empathic Responses

Responding Using Empathy

Task 11: Practicing Empathy

Task 12: Responding Using Empathy

Task 13 1/2: Roleplay I: Empathy (Using "Feelings" Cards)

Evaluation: "Using Empathy"

Task 13 3/4: Roleplay 1l: Empathy (recorded) (Creating

feeling statements)

Evaluation: "My Empathy Skills"

Task 14: Roleplay 1ll: Empathy (recorded)

Task 15:

Evaluation: "My Empathy Skills"

Reflection
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Introduction
CLARIFYING
Task 1:

Task 2:
Task 3:
Task 4:
Task 5:

Task 6:

Task 7:

Task 8:

Part Two
LISTENING TO FRIENDS AND SHARING IDEAS

Clarification
"More Thoughtful / Less Thoughtful Responses”

Writing Clarification Responses I
Practicing Clarification
Writing Clarification Responses II

Roleplay I: Clarification (Using "Ideas" cards)
Evaluation: "Using Clarification"

Roleplay H: Clarification (recorded) (Creating idea
statements)
Evaluation: "My Clarification Skills"

Roleplay III: Clarification (recorded)
Evaluation: "My Clarification Skills"

Reflection
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Student Materials
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Listening to Friends
and Sharing Feellngs

Alison Walkiey
© 187
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The activities in this chapter will give you a chance to think about:
~how it feels not to be listened to. .
~feelings.

-why people don't listen

The activities in this chapter will help you develop vour abilities to:
—tecognize and identify feelings.
-show that wou are listening
~listen non judgmentally
—-respond sensitively to another person's
feelings using a communication skill called
EMPATHY.

Listening and understanding can help people to get along with one
another.

There are 1S tasks in this chapter. You will be able to work on these
tasks on your own or with a friend at your own pace.

You should try to complete one task in each class.

There will be opportunities at the end of some of the classes to
share your work and ideas if you want to.

If vou don't want to share '_y'dur“ written work you rmay rmark
your paper PRIVATE. if vou do, no one else will read your
work, not even your teacher.
You can hand in your folder at the end of each class for feedback.
Try to participate in these activities to the very best of your ability.

Help wourself to grow in your abilities to listen and understand ——
so that you may learn more about getting along with others.
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Task One When Someone Doesntt Listen

Say Amber, | think I'm
getting the measles.

That's too bad.
Let's go play ball.

potian

i

Y. )
Work with a friend. Look at the cartoon above.

Talking : * Talk about what you think is happening in the cartoon.
How do you think Potien is feeling? _
How clo you think Potien felt about Amber's reply?

* Work together and discuss how it feels when you are
talking and the other person is-not listening.
Has this ever happened to you?
If so, tell about the situation. -
Explain how it made you feel

Writing. *How does it feel when you are talking and no one is
listening?
working alone, write about it.

*f you wish you may exchange papers with your friend
and talk about your stories. .

*If you don't want to share your story, mark your paper

“PRIVATE!
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How it Feels
‘When Someone Doesn't Listen

(f you don't want to share your work, mark your paper
PRIYATE.)
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Task Two

When Someone Doesn't Understand

The worst thing happened-
oy harmster died.

Yuck !
i hate those
rat-like things !

work with a friend. Lock at the cartoon above.

Taking.  *in your opinion, what kind of feelings are being expressed
by Amber?

How do vou think Myra's response made Amber feel?
Discuss your ideas.
Writing  #*Has there ever been a time when you tried to tell someone

how you were feeling and found that they just dldn t
understand you ?

working alone, write about what happened to make
you feel misunderstood.

What did they say?
How did it make you feel?

write about it.

*If there is time you may exchange papers with your friend and
talk about your stories.

*If vou don't want to share wyour story, mark your paper
PPRIVATE!
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Feeling Misunderstood

-what happened ? -how did you feel ?
-what did they say ? '

(f you dont want to share your work, mark your paper
PRIVATE)
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Task Three

Sometimes when we are listening to someone else we may
JUDGE what they are saying.

The judgment may be positive:

You are right. That's & good idea.
a g
d
'0,..‘\\’
7 4) 5

or it may be negative:

@J've got the wrong ’ @
idea.
l
= [

*when we judge another person's ideas or feeings

~we stop ourselves from fully understanding
what they are saying.

-they may become angry ‘
(especially if our judgment is negative). .

~conflict. ¢cAn arise
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work with a friend. Look at the following cartoon.

if | had the opportunity
to travel into outer
space I'd go. | think
inter-planetary travel
would be exciting.

it would not- ANl that time
new planets to

You're crezy !
it would be
BORING.

Taking *How do you think Amber felt when Myra judged what she was
saying? '
What happened? .

why do you think Myra judged what Amber was saying?

Discuss your ideas.

*Try and think of times when someone ]udged what you
were saying.
what happened?
How did you feel?
Tak about yvour experiences.

*What effect does judging have on understanding?
Discuss your ideas.
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if | hed the opportunity

to travel into outer Sounds like Yeah | would. There's a lot of
space I'd go. | think you would reaslly new planets to exciting things
inter-planetary travel like to go. discover. . about space

would be exciting. strange creatures. travel.

Murg

Yeah. i'd like 10 be an
asironaut when i'm older.
I like to read everything
| can about space.

Space 12 somethicg
you are really
interested in . . .

Taking *How do you think Amber felt when Myra responded
non judgmentaily?
What happened?

Discuss your ideas.

Writing *what effect does being nonjudgmental have on understanding?
Working together make a list of as many effects
as you can.
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Being Non judgmental

Being inonjudgmental is not always easy when you are listening
to someocne else’s ideas and feelings.

Remember: Being nonjudgmental does not mean that you have

to agree with someone else’s ideas and feelings -
just that you try and understand them.

Being nonjudgmental means keeping an open mind.

S
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Task Four

when it is Dif ficull to Listen’

| think kids should
be able to watch as much
T.¥. s they went.

Yesh. Heve you seen

Amber lately 7

Miaat

Potian

Work with a friend. Look at the cartoon above,

Talking:

Writing.

-

Drawing:

* Talk about what you think is happening in the cartoon.
What message is being given to Nigel?
How do you think this makes Nigel feel?
Discuss your ideas.
*Why do you think Potien said "Have you seen Amber lately?'?
*¥Wwhen is it difficult to listen to someone else ?

Discuss your ideas.

*Working with a friend, write down all of the reasons that you
can think of that people don't listen to one another.
Write as many reasons as you can.

*Choose one of your "reasons” and make a cartoon, like the
one above, to illustrate it.

132



Some Reasons Why People

Dont Listen
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Task Five

work with a friend

Talking:

writing:

*This is a roleplaying excersize. You will be taking turns being
the "talker" and the "listener”. Decide who will be first to
be the "talker" and who will be first to be the "istener".

*'Talker™ Your job is to talk for at least two minutes.
Try and think of a topic which you feel comfortable talking
about.
You could talk about:
your feelings about giris playing in a boys
hockey league. . .
how you feel about. ..
a time that you felt angry. ..

*'_istener': your job is to listen to your friend's story.
Do your best to show that you are interested,

*When you are ready- :
"Talker": Share your story. Spend at least two minutes
doing this.
"Listener™ Do your best to listen.

*when you are finished, switch roles and try the roleplaying
excersize again.

*Discuss the roleplay.
Tell how it felt to be listened to.

*working together, make a list of the ways people can show
that they are listening.

*If there is time, get together with another group and share

your ideas about listening. (Practice listening to the other
group.)
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Howy T =hceee That o Fay L‘iE;ter‘|ir'||;;
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UNDMDED
ATTENTION

& @ - HEART

The Chinese character that makes up the verb
, "to listen"
can tell us something about this skill

EAR [:C__::_—Jj @ EYES

\J
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Task Six

i can hardly wait-
My Grandmother is coming

to wisitl

Monigue

T

Feelings

Sometirnes | think about
running away from
home.

M~

Jessia

Sometimes when people are talking they will say something that tells

wvou how they are feeling.

work with a friend, Look at the cartoons above.

Talking:
by Morigue?

*¥n your opinion, what kind of feelings are being expressed

wWhat word could be used to describe how Monigue is feeling?

*In your opinion, what kind of feelings are being expressed

by Jessie?

What word could be used to describe how Jessie is feeling?

Discuss your ideas with one another.

Wiriting:

*working together, make a list of all the words that you can

think of that describe a feeling.
List as many words as vou can.

*If you wish, when you are finished, get together with another
group and share vour list of feeling words.

Perhaps they will have some feeling waords that you
hadn't thought of or perhaps you will have feeling
words that they hadn't thought of.

Collaborate.
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Task Seven

Recognizing Feelings
work with a friend. '
When people are expressmg thelr feehngs they don't always
come out and say: 'l feel.

It is important to learn to recognize what someone is
feeling by looking at clues.

We can listen to what the sound of their voice can tell us -
not just the words they use but how they say them.
Yoices can sound tired, happy, tense, relaxed, hurried .
Yoices can express marny emotioins.

*Working together, try to say the following sentences as
many ways as you can.
Each time, try to decide what feeling is being expressed.

"Hi. How are you?"
'l had a wonderful time "

We can also look at facial expressions.

*Talk together and discuss what feelings you think
are being expressed by each facial expression.
what is it about the expression that shows that
feeling?

(Feelings are sometimes hard to recogmze. An expression

can show more than one feeling. If you don't agree on
what feeling is being expressed - that's OK.)

140



We can also look at "body languége".

*Working together, try and decide what feelings are being
expressed by the "body language” in each picture.

Of course
-words
-the sound of the voice
—facial expressions
& "body language”

all work together to express feelings.
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if you want to be really clear when YOU are expressing an emotion,
you can label that emotion:
"l feel "

Writing  *working alone, fill in the page titled " Feel .. "
Try to complete the statements with something that
you would feel comfortable sharing with a friend.

‘when you have completed the statements:
Taking Work with a friend.

*Share one of your feeling statements with your friend.
work together and identify the
-sound of the voice
-facial expressions
& "body language”
which help to communicate the emotion.

*Take turns sharing your feeling statements and identify

the soursEJ of the voice, facial expressions and "body
language" that help to communicate those feelings.
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| feel happy

"1 Feel..”

| feel angry

| feel content

| feel uncomfortable:

| feel confident

| feel jealous

| feel

[ feel
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Task Eight

Facts About Feelings

People can feel differently about the same things.

| love birthdays-

birthdey parties, proesents.
It's great to be with
family and friends!

especially birthdsy parties.

| hate birthdeys -

All that attention.
makes me feel nervous.

Birthdeys make me feel
special. v
4

20!
Taking Work with a friend. )
*Talk together for a few minutes and see if you can find
something that you feel differently about.
You could talk about how you feel about:
-acting in a school play -math
-jogging -riding a horse
-writing letters -getting up in the morning
-singing a solo -flying in a plane

People can feel more than one feeling at a time:

I'm still angry at | really wis | was nominated | hope | can
Myra for breaking | hadn't yelled class president. handle it.
my skatebord. at her. I'm so thrilled | | feel nervous.
could. burat.
]
(g j

AR

Taking  *Think of times you have felt more than one feeling at a time.
Share your experiences.

Wrive coouwxr ¥
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Feelings are different than actions.

Saying "'m so mad | could punch you." is a lot different than
actually doing it.

Letting someodne know how you feel gives you the opportunity
to explore your feelings:. It does not mean that you have
to “act out” your feehngs.

Taking *Have you ever felt like doing something but knew you
wouldn't do it.
(like strangling your little brother. ..
screaming at your teacher. ..
taping shut your talkative friend's mouth .. )

Share your experiences.
Wrike obour v
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Task Nine

EMPATHY is a communication skill which can help us respond
to someone else's feelings in a sensitive way.
it can help us understand what they are feeling.

*The {irst step of empathy is to listen nonjudgmentally
to what the other person is saying.

You will have to use all that you have learnt about
listening
and being nonjudgmental
when you use empathy

My Dad never pays
any attention to rre.
He's always busy working.
| wigh | saw more of him.

*The second step of empathy is to decide what the main

feelings are. Feelings:

sadness
sorrow

My Dad nver pays
any attention to me.
He's always busy working.
| wish | saw more of him.
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*The third step of empathy is to decide what the main
ideas are

Fealings:

sadness
S0rrow

My Dad never p aus Main ideas:

any sttention to me.
He's slweys busy working.
| wish | saw more of him.

-no attention
-misses his Dad

M-

f il
*The foirth step of empathy is to put together a response

which contains both the main feelings and the main ideas.

Response:

My Dad never peys
any attention to me.
He's always busy working.
| wish | ssw mare of him.
N

It makes you feel
aad that you don't
see rnore of your
Dad.

{11,

*As vou can see Monique reflects back the main feehlngs and
ideas that Jessie has expressed.
Her response is reflective.

It is sensitive . Monique's response shows that she has
listened to and thought about what Jessie is feeling.

Monique is trying to understand what Jessie is feeling.
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Sometimes | feel like
locking my brother
in the bathroom.

work with a friend. Look at the cartoon above.
Taking.  *n your opinion, what kinds of feelings are being expressed
by Nigel? 4
what is there about Potien's response that is hurtful

to Nigel?
Discuss your ideas.

*Using your knowledge of empathy:

Talk about what Potien could have said that would show
Nigel that he heard and understood what he is feeling.
why do you think those responses would be more

sensitive and caring?
Discuss your ideas.

Remernber. . .
to respond using empathy:
First- listen nonjudgmentally
Second- decide what the main feelings are
Third- decide what the main ideaa are
Fourth- put the main feelings end ideas together to meke & response.

Talking and Writing :
*Now, working with a friend, look at the following list of

responses. Don't be stupid.
You'd be sorry.
You sound like you are very angry at your brother.
Your brother has really gotten to you.
Don't do it.
Sometimes | feel that way to.
Tell me what happened.
what if your parents found out?

*Talk together and decide if the responses are
MORE SENSITIVE or LESS SENSITIVE. }
*Make a list of the more sensitive responses and a list of the

less sensitive responses. N
*Do your own responses fit into the "more sensitive” group ?
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More Sensitive Reponses Less Sensitive Responses
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Being noniudgmental is not always easy when you are listening
to someone else's feelings.

Remember: Being nonjudgmental does not mean that you have
to agree with the other person's feelings

- just that you try to understand them:. :

Being nonjudgmental means keeping an open mind.

S~
p
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Task Ten Responding Using Empathy

in this activity you will have the opportunity to practice
your empathy skills.,

wiork with a friend. Look at the cartoon belowy.
' Feelings ‘
st ond Main Ideas:

Ny

Your Response: <O

| feel so happy.
I asked Ashley to

a8 movie and she said

"Yas" |

Q
S

”
Nieat

Taking  Using your knowledge of empathy:
*Think about what Nigel is saying.
what are the main feelings that Migel is expressing?
Discuss your ideas.
Record your ideas in the space provided.

*what are the main ideas that Nigel is expressing?
Discuss your ideas. .
Record your ideas in the space provided,

*what could vou say to Nigel that would tell him that you
have heard and understood what he is feeling.
Discuss vour ideas.
Record your response in the space provided
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Repeat the same process for each of the follovwing

F eelings
Main ideas

Your Response ' ?

My brother hasn't written
to me since he left for
coilege. | miss him.
I know he's busy but |
wish he'd angwer my letters,

S
=

Feelings

Main ides?

Your Response P

My Mom and Dad are
always fighting.
It scares me.
Sometimas | think that
they might get a divorce.

S
S
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Feeiinga

Main Ideas

Your Response’ ?

My Mom is always bugging
me to clean up my room.
| wish she'd just lsave
me alone | :
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PRACTICING EMPATHY

My Mom is going away on business again. She is always working. | miss

her so much. ! liked it better when she had her old job and didn't have to go

on business trips.
Main feelings
Main ideas:

Your response:

I'm so happy. My Dad is taking me fishing this weekend,.just my Dad and I.
| love it when we get to spend time together.
Main feelings
Main ideas:

Your response:

| don't think Amber wants to be my friend any more. She's always playing
with other kids these days and when | try and talk to her she just ignores me.

Main feelings
Main ideas:

Your response:
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4. | thinl_< that there should be limits on how much people can drive. Cars cause air
poliution and our area is getting too polluted. If there were limits on driving | bet
there wouid be less air pollution.

Main ideas:

Your response;

5. Peacs is really important. | think everyone shouid do as much as they can to work
towards peace. That's why | go on a peace walk every year.

Main ideas:

Your response:

6. 1don't think parents should teil their kids when to go to bed. How do they know if
their kids are tired? Kids should be allowed to decide for themselves when to go
to bed.

Main ideas:

Your response:

When you have finished, evaluate your work:

* Working with a member of your group, tell each other what you
like about each of your responses.
Use your knowledge of clarification to make suggestions if you
think improvements could be made.
Discuss each others work critically but with respect.
Try to listen to what each other has to say so that you both
feel "heard".
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Task TW@UV@ Responding Using Empathy

I can hardlu believe 1t !
| got 9B% on my
Math test |

Look at what the barber
did to my hair i

How can | go to school

looking ke this 7

Work with a friend. Look at the cartoons above
Talking: Using your knowledge of empathy:
*what could you say to Amber that woud tell her that you
understood what she is feeling 7

*what could you say to Migel that would tell him that you
understood what he is feeling 7
Discuss your ideas.

Writing.  *Now working alone, write a response to Amber that would
show her that you have understood what she is feeling.

*Write a response to Nigel that would show him that you have
understood what he is feeling.

Taking  *Evaluating your work:
Working with a friend, tell each other what you like about
each of your responses.
Use your knowledge of empathy to make suggestions
if you think improvements could be made.

Discuss each other's work critically but with respect.

Try to listen to what each has to say so that you both
feel "heard",
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Your Response:

| can hardly believe it |
| got 98% on my
Math test |

Your Response:

Look at what the barber
did to my hair |

How can | go to school

looking like this ?
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Task Thirteen

Writing  *working alone, write a response to each of the statements
on the following pages. Use your knowledge of empathy.

Rernember. ..
to respond using empathy:
First - listen nonjudgmentally
Second - decide what the main feelings are
Third - decide what the main ideas are
Fourth - put the feelings and the main ideas
together to make a response.

Taking  *Evaluating your work:
working with a friend, tell each other what you like about.
each of your responses.
Use your knowledge of empathy to rmake suggestions if
you think irmprovements could be made. /

Discuss each other's work critically but with respect.

Try to listen to what each other has to say 50 that
you both feel heard.
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Your Response

I'm 90 behind in Math
| dom't know
what to do. | work
as hard as | can but |
just keep getting further
behind |

Your Response

My piane examinatio
are just twg wesks a'::eu
I'm sg Nervous. . . what if .
| make o mistake,
teacher would n

forgive me,

ever
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Your Response:

| can't believe it -
my family is moving again.
| Teel as though | just
settled in here and now
we'te moving again. |
can't handle another move.

Your Response:

Yahoo!
| made the track
team ! &N of my hard
work paid off |
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Task Thirteen and a Halif

Here's your chance to put your empathy skills to work. This is a
role playing exercise.

"

You will be taking turns being the "talker" and the
"empathic listener". Decide who will be first to be the
"talker". You will need two FEELING cards for this task -
Card A and Card B.

"Talker": Choose either Card A or Card B.
Your job is to act out each "feeling" statement.

"Empathic Your job is to really listen to your friend.

Listener": Use your knowledge of empathy to do your best to
show him or her that you understand his or her
feelings.

When you are both ready:

"Talker":  Share one of the feeling statements
"Empathic Do your very best to respond using your
empathy

Listener": skills.

After you have responded take time to evaluate the
response:

Did the "empathic listeners" response contain the main
ideas and feelings? :

Did the "talker" feel understood?

What was good about the response?

What could be done to improve the response?

Repeat this process with each of the statements.
SHARE ... RESPOND ... EVALUATE

When you have finished, switch roles and repeat the
process using the second card.

Writing: *Work alone.

* Complete "Using Empathy".
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Using Empathy

What happened when you used empathy?

How did it feel when you used empathy?

What happened when your partner used empathy when you were
sharing your feelings?

How did it feel when your partner responded with empathy when you
were sharing your feelings?

Does listening to one another's feelings and using empathy help
people to get along?
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Task Thirteen and Three Quarters

* Once again, this is a role playing exercise. This time you will be
sharing your own feeling statements. You will also be tape
recording the role play.

Begin by writing three feeling statements . Each statement
should be two to four sentences long. Try to write something
that you feel comfortable sharing.

* When you have both finished writing your feeling statements,
decide who will be first to be the "talker" and who will be first
to be the "empathic listener".

* When you are ready - turn on the tape recorder.

"Talker":  Share your ideas statements, one at a time.

"Empathic
Listener": Do your very best to respond using your empathy
skills.

* When you are finished, replay the tape. Listen to the first
response. Working together, decide whether or not the
response is an empathic response.

- If you think the response could be improved, talk about it.

* Continue listening to the tape, talking about each response.

* Switch roles and repeat the exercise.

Writing:Complete the page titled "My Empathy Skills".
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My Empathy Skills

Were you able to keep an open mind?

if not, what happened?

Were you able to understand the main ideas and feelings?

If not, what happened?

When it comes to empathy I'm good at ...

I'm not so good at ...

One way to improve my empathy skills would be ..
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My Emathy oKkl

*when it comes to empathy, |ar good at.

-

* arn not 50 good at. ..

*One way Lo improve my ermmpathy skills would ke, .
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Task Firteen

Reflection

Here's a charce for you to ref léct on some of the
things that yvou have learnt in this chapter.

work with a friend.
Taking  *How effective do you find empathic listening as a way of
communicating?

*Have yvou been able to use yvour empathy skills cutside
of this class?
What effect did it have?

*How does it feel to use empathic responses?

*How does it feel to listen nonjudgmentally 7

*What effect does listen to one another's feelings have on
how people get along?
Discuss your ideas.

Writing.  *working alone, write about it.
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Empathy
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Task One:

Task Two:
Task Three:

Task Faur:

Task Fiwve:

Tesk Six:

Tagsk Seven:

Taslk Eight:

Teslk Mine:

Tesk Ten:

Student Checklist

Read "Introduction”

Discussed "when Someone Doesn't Listen”
Completed "How it Feels When Someone Doesn't
Listen"

Discussed "“when Someone Doesn't Understand”
Completed "Feeling Misunderstood”

Discussed '"when Judging Interferes With Listening”
Cornpleted "Being Nonjudgmental”

Discussed "When it is Difficult to | isten”
Completed "Some Reasons Why People Don't Listen™
Cartoon

Completed Roleplay ‘Listening” -as Listener
-as Talker
Completed "How to Show That “ou Are Listening”

Discussed "Feelings”
Completed "Feeling Words"

Discussed "Recognizing Feelings™
Completed 'lFeel..”

Discussed feeling statements
Discussed "Facts About Feelings"

Read "Empathy”
Completed "More Sensitive / Less Sensitive”

Completed "Responding Using Empathy"
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ST

Task Elgwem: Completed "Respondinig lising Ernpathy”
Completed Evaluation.

Taek Twelve: Completed "Responding lUsing Empathy”
Completed Evaluation

Attended "Introduction to Roleplaying”
Tesk Thirteen: Completed Roleplay "Empathy”

-as Empathic Listener
-as Tallker

Completed "When Someone Really Listens”

Task Fourteen: Completed Roleplay "Show “Your Stuff"

-as Empathic Listener

-as Talker
Completed "My Empathhy Skills"

Tesk Fifteem: Discussed '"Reflecting on Empathy"”
Completed "Empathy”
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Listening to Friends
and Sharing ldeas
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The activities in this chapter will help you develop your abilities to:
—-show that you are listening,
=listen non—judgernentally.
-respond thoughtfully to another person's
ideas using a comrunication skill called
CLARIFYING.

Listening and understanding can help people to get along with one
another.

There are 7 tasks in this chapter. You will be able to work on these
tasks on your own or with a friend at your own pace.

You should try to complete one task in each class.

There will be an opportunity at the end of each class to share
your work and your ideas if you want *o.

You ¢an hand in your folder at the end of each class for feedback.

Try to participate in these activities to the very best of your ability.
Help yourself to grow in your abilities to listen and understand —-
so that you may learn more about getting along with others.




Task Cne

CLARIFYING is a communication skill which can help us respond
to someone else’s ideas ina thoughtful way.
It carihelp us understand what they are saying.

*The first step of clarifying is to listen nonjudgementally
to what the other person is saying.

You will have to use all that you have learnt about
listening
and being nonjudgemental
when you clarify.

| don't understand why
we have to study history.
What's past is past. I'd
rather study the future.
t's more important to me.

U
%The second step of clarifying is to decide what the main
ideas are -

| don't understand why
we have to study the past.
Yhat's past is past. Id
rather study the future.
That's more important to me.

-history is past.
-rather study the
future,
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*The third step of clarifying is to formulate a response
which contains the main idea

| don’t understand why
we have to study history.
‘What's past is past. I'd
rather study the future.
It's more important to me.

You'd much rather
study the future than
the past.

22

* As you can see Monique's response is reflective. That is
it reflects back the main ideas that Jessie has expressed.

It is thoughtful. Monique's response shows that she has
thought about what Jessie has said.

Monique is trying to understand what Jessie has said.
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My Dad wants my sister
to take ballet lessons.
She wants to take hockey.
I think that she should be
aliowed to choose.

Work with a friend. Look at the cartoon above.
Taking  *in your opinion, what N are being expressed
by Myra?
what is there about Monique's response that is hurtful

to Myra?
Discuss your ideas.

*Using your knowledge of clarifying: '
Talkk about what Monique could have said to Myra that would

be more thoughtful and caring?
Why do you think those responses would be more
thoughtful and caring?
Discuss your ideas.

Taking and Writing:
© *Now, working with a friend, look at the following list of
responses. Don't be stupid.

Your Dad knows best.
You think your sister should make her own decision.

Your sister likes hockey? | don't.
| think your sister should take hockeuy.
Kid's should be allowed to make their ovwn choices.

My Dad wants me to take ballet too.

*Talk together and decide f the responses are
MORE THOUGHTFUL or LESS THOUGHTFIL.
*Make a list of the more thoughtful responses and a list of the

less thoughtful responses.
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More Thoughtful Responses
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Less Thoughtful Responses




Task Two

N thao actraby you wall have the oppartumty to practice your
clarifying skills. _

Femermber when wou are rmaking a clarfying response

)

First: Keep an open mind. K Main_|deas
Second.  Decide what the main ideas are. s

. . . .. Main
Third:  Make a response which contains the main ideas.

*When you are practicing clarifying wvou might want to start your
responses by saying:

Yaou believe that, . |

In WOUPr inion, \
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wehork wibh @ triend. Look at the cartoon below.

Y

) Main ldeas:

Your Responses:

My friend plays with
“war” toys. | think

all "war" toya shouid
be banned.

Taking  Using your knowledge of clarifying:
*Think about what Nigel is saying.
what are the main ideas that Nigel is expressing?
Discuss yvour 1deas.
Record vour ideas in the space provided.

#*what could you say to kligel that would tell him that »ou
understand what he is saying.
Disciuss your 1deas.
Recorc) wour response in the space provided,
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Frp each of the Fedray i

Cepeat The SaMe procesas
4ain 1d23%

Youur Re3ponse:

N

ity Hlorn zaus that my
sistar has to wait until

she's 16 before she can date,
t don't think that's tair.

Main ideas:

Your Response:

If girls can play on
boys’ ice hockey tesms
I think boys should play
an girls’ grass hockey
teams. ’
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Main 1deas.

vour Response:

My teacher says that
if 3omeone from another
country came to our class
'we 3hould try and be
Triends. | agree, but that's
not eaay if you don't
3peak the same language.
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Task Three

PRACTICING CLARIFYING

*working alone, write a clarifying response to each of the following
statements. Try to remember to keep an open mind. Begin by
recording the rmain ideas. Then put the main ideas into a clarifying
response.

. In Social Studies we've been learning about people from other countries. | think
that there are alot of exciting places to travel It would be interesting to meet
other kids from all over the world.

Main ideas

Your response

[

| think kids should be free to spend their allowance however they like. Afterall,
once a parent gives the money to the child the money becomes the child's.

Main ideas

Your response

N

I dor't think teachers shouid be allowed to give kids homevork. we spend enough -
tirne in school doing our work. ‘we should be able to do what we want afterschool
and hot do homework.

Main ideas

Your response
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there weowld be less air poliution.

{ think that there should be lirmits an oy ruch people can |jf-i'\-'a. Cars cauze ar
pollution and our area is getting too polluted. 1T there were lirmits on driving | bet

MAain ireas .

YOUr respons

e .
S.  Peace is really important. | think everyone should do as much as they can to work
towards peace. That's why | go on a peace walk every year.
Main irfeAas

Your response

6.

I don't think parents should tell their kids when to go to bed. How do they know if
tn herl

their kids are tired? Kids should be allowed to decide for themselves when to go
Main ifdrAs

Your response

*when vou have finished, evaluate vour Work: ‘
working with a friend, tell each other what you like about
each of wour responses.

Use vour knowledge of clarifying to make suggestions i

wou think irmprovernents could be rmade.

Discuss sach others work critically but with respect. ]

Try o lisben to what each other has to say 50 that you
baoth feel "heard”
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Task Four

I've heard that somse places
have curfews for kids under 16,
They have. to be home by

ten o'clock.
That's not fair.

Nowadays, being able to
use & computer is reslly
important.
| think everyone should
learn how to use one.

Work with a friend. Look at the cartoons above.
Taking:  Using your knowledge of clarifying:
*what could you say to Amber that woud tell her that you
understood what she is saying ?

*What could you say to Jessie that would tell him that you
understood what he is saying ?
Discuss your ideas.

WHILING  *Now working alone, write a response to Amber that would
show her that you have understood what she is saying.

*Write a response to Jessie that would show him that you
have understood what he is saying.

Taking. *Evaluating your work:
Working with a friend, tell each other what you like about
each of your responses.
Use your knowledge of clarifying to make suggestions
if you think improvements could be made.

Discuss each others work critically but with respect.

Try to listen to what each has to say so that you both
feel "heard”.

183




Your Response:

Nowadays, being able to

use 3 computer is really
important.

| think everyo ne should

learn how to use nne.

Your Response:

I've heard that some places
have curfews for kids under 16.
They have to be home by
ten o'clock.
That's not fair,
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Task Five
Here's your chance to put your clarifying skills to work.

*This is a role playing exersize. You will be taking turns being the
"taker" and the “clarifier”. Decide who will be first to be the
"talker”. You will need two IDEAS cards for this task - Card A
and Card B.

*Taker" Choose either Card A or Card B.
Your job is to act out each "ideas” statement.

*Clarifier™ Your job is to really listen to your friend.
Use your knowledge of clarifying to do your best to
show him or her that you understand his or her ideas.

¥ When you are both ready:
“Talker™ Share one of the ideas statements.
“Clarifier”: Do your very best to respond using your clarifying
skills..

After you have responded take time to evaluate the response:
Did the "clarifier's” response contain the main ideas?
Did the "taker” feel understood?
What was good about the response?
What could be done to improve the response?
Repeat this process with each of the statements.
SHARE. .. RESPOND. .. EYALUATE

*¥when you have finished, switch roles and repeat the process using
the second card.

Writing.  *work alone.
Complete the page titled "Using Clarifying”.
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Using Clarifying

What happened when vou used clarifying responses?

Fow did it feel when you used clarifying responses?

what happened when your partner used clarifying responses when
you were sharing your ideas?

How did it feel when your partner responded with clarifying when
you were sharing your ideas?

Does listening to one another's ideas and using clarifying help
people to get along?
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Task Six o
Here's your chance to show your clarifying skills.

*Once again, this is a roleplaying exersize. This time you will be
sharing your own ideas statements. You will also be tape
recordng the role play. .

Begin by writing three ideas statements in the space
provided Each statement should be two to four sentences
lorg. Try to write something that vou feel comfortable
sharing.
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*When you have both finished writing your ideas statements, decide
who will be first to be the "talker" and who will be first to be the
"clarifier”. ‘

*when you are ready - turn on the tape recorder.
"Taker™ Share your ideas statements, one at a time.
“Clarifier™. Do your very best to respond using your clarifying
skills.

*When you are finished, replay the tape. Listen to the first
response. Working together, decide whether or not the

response is a clarifying response.
-If you think the response could be improved, tak about it.
*Continue listening to the tape, taking about each response.
*Switch roles and repeat the exercise.

*Work alone.
Compl ete the page titled " My Clarifying Skills”.
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My Clarifying Skills

How many responses did you make?

How many of these were clarifying responses?

were you able to keep an open mind? _

If not, what happened?

wWere you able to understand the main ideas?

If not what happened?

when it cornes to clarif ving, m good at. . .

frr not =0 qood at. ..

Ore way Lo impm\ke my clarifying skills would be. . .
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Task Seven

Here's your chance to show your clarifying skills

*Once again, this is a roleplaying exersize. This time you will
be tape recording your roleplay You will be taking
turns being the “talker” and the “clarifier”. Decide who will
be first to be the "talker".

*'Talker": Your job is to tak for at least two minutes.
Try and think of a topic which you feel comfortable talking
about. You could talk about.
something that you think is unfair. . .
YOUr views on a new movie. . .
your thoughts on. . .

*"Clarifier™. Your job is to really listen to your friend.
Use your knowledge of clarifying to do your best to show
him or her that you understand his or her ideas.

*When you are both ready-turn on the tape recorder.
"Talker": Share your story, piece by piece. Spend at least
two minutes doing this.
"Clarifier': Do your very best to reflect the ideas
that your friend is sharing.

*Wwhen you are finished, replay the tape. Listen to the first
response. Working together decide whether or not the
response was a clarifying response.

- If you think the response could be improved,
talk about it.

*Continue listening to the tape, talkking about each response.

*Switch roles and repeat the exersize.

Writing  *work alone.
Complete the page titled "My Clarifying Skills”.
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*yfhen it comes to claritying, am good at.

* arn not so good at. .

*Ome way bo mpeowe oy Clarifying skalls weould e
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Task Eﬂght Reflection

Here's a chance for wou to reflect on some of the
Lhings that wou have learnt in this chapter.

Wwiork with a friend, |
Taking  #*How effective do yvou find clarifying as a way of
comimuricating?

*Have you been able to use your clarifying skills outside
of this class?
what effect did it have?

*How does it fesl Lo use clarifying responses?

*How does it feel to listen nonjudgernentally?

*Does listening to one another's ideas help people to
get along-
Discuss your ideas.

Wiriting  *working alone, wrrite about it.
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Claritying
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Messages
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Additional Teaching Materials
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Card A
Feelings

What a total drag. | have to spend the whole weekend heiping
my Mom and Dad clean up the yard.

Yesterday, when | went to my piano lesson, my teacher gave me a
new book. He said that I'm ready for more difficult music.
That made me feel really good.

All right! 1| got an "A" on my science project. | even did better
than that smart kid Marion. Wait ‘till |1 tell my folks.

My best friend and | got in trouble in gym yesterday. She says
that it is my fauit and won't talk to me anymore. | feel terribie.

My older brother and my Dad are always doing things together.
They never ask me to join in. If | talk to my Dad about it he just
jokes around and says, "We do things together. Quit being a baby."
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CardB
Feelings

| try as hard as | can but | just don't seem to be able to get all of
my work done in class. And then | have to stay after school to
finish. | guess I'm just slow.

I've got a picture of my new baby sister with me. She's really
neat. Want to see? | just love having a sister!

My Mom is working again today so no one is going to be home when
| get home from school. | hate having to go in to an empty house.
it makes me feel scared.

My older brother is so weird. He started wearing this weird hat.
Everyone looks at him as if he's strange. It's embarrassing to be
with him.

i feel overwhelmed. My Dad wants me to take guitar lessons, my
Mom wants me to go to gymnastics, and my teacher wants me to
join orchestra. How can | ever fit it all in?
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Card A
IDEAS

When I'm a parent Im going to let my kids listen to whétever- music
they want. | think kids should be allowed to make their own choices.

My Mom says that | can only watch one hour of TY. a day. That's not
fair. My friend gets to watch as much T.Y. as he wants.

| think everyone in a family should have certain chores to do. That
way the work gets shared evenly.

If 1 saw a friend stealing something | wouldn't tell anyone. | wouldn't
want to get a friend in trouble.

If 1 had twenty four hours to live Id want to be with all the people
I love most. Being with people who | care about is really important
to me. « .
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CARD B
IDEAS

We are working in groups in Social Studies right now, | don't Tike it

[d rather work alone. It seems like we are always having to wait
for the slow people to catch up.

My Dad is always bugging me to clean up my room its my room.
I should be able to keep it how | like it.

| don't think its right that some people have more money than
others. | think that everyone should share all the money in the
world That would be far.

{ don't think we should let any more people come into our country.
There arent enough jobs to go around as it is. We have enough
people here already.

{ don't understand why we all have to study French at school My
family is Spanish and I'd rather learn how to speak Spanish than
French
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Roleplay: Empathy

I've had it. | just can't keep up with everything.

You feel exhausted.

| sure do. Yesterday | had my piano lesson, today there is choir
practice after school, tomorrow | have soccer and | have all of
this homework to do.

It seems as though you feel overwheimed by all of the things that
you have to do. ,

Yeah. Its like | try my best to keep up but | just can't. It makes
me feel like giving up and quitting.

You wish you could just give up.

Yeah. No more piano, no more choir, no more soccer and no more
homework.

You feel like quitting everything.

| sure do., But | also like doing all of those things. If | quit
I'd miss them. Maybe if | take things one step at a time I'll
be able to keep up.

It doesn't feel so bad now. You feel as though you can cope if
you take things one step at a time.
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Roleplay: Empathy

My Mom is going away on business again. She's always working.
It seems like | never see her anymore.

You really miss your Mom when she's away.

Yeah, | do. Its bad enough when she works long hours but now
she has to go away on these trips and sometimes she's even
gone on the weekends.

You feel pretty down about your Mom being away on weekends as
well. |

Its this stupid new job of hers. She never had to go away when

she had her old job. Sure she'd work alot, but we'd still get time
together on weekends.

Before you'd still see her, but now it seems like she's always
busy and that hurts.

it sure does. And it makes me angry to. She could say to her

boss, "No. | won't go." but instead she says to me,"Sorry, we can't
go out again this weekend.”

That really bugs you when she says that she won't be around.
Yeah. lts like work is more important than me.

Its like you don't count so much.

Yeah, it does feel that way - but you know | still count alot. She

really does care about me.. She says she has to go away on these
trips. Its part of her job. And this new job means alot to her.
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Roleplay: Claritication
| think its unfair that my parents decide what | can and can not
watch on T.V..
You think that you should be able to decide.
Yeah. They let my older brother watch whatever he wants even
if it is gory or scary. But I'm only allowed to watch "nice"

programs that they choose.

it seems even more unfair when your brother gets to watch
whatever he wants.

| know that I'm younger than him but that doesn't mean that |
can't make wise choices about what | watch.

You could make your own choices.

Yeah...If only my parents would give me a chance. What is

" really unfair is that they haven't even given me a chance to
show themthat | can be responsible about my own T.V.
watching.

They don't even give you a chance to show them that you can
make choices for yoursef.
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Roleplay: Clarification

My Dad always pays my sister for mowing the lawn. | don't
think that that is fair. He doesn't pay me for any of the chores
that | do. '

It doesn't seem right that she should get money when you don't.

My Dad says that my pay for doing my chores is my allowance,
but my sister gets an allowance too.

Getting your allowance doesn't make things egual.

No, it sure doesn't. | know mowing the lawn takes a long time.
Longer than any of the other chores. So in some ways | can
understand why she gets paid extra for doing it.

It sort of seems fair.

Yeah, | guess it does. Maybe there is something that | can do to
make some extra money too. Like washing the car. That takes

a long time and its not one of my regular chores. | think I'll
talk to my Dad about that.
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Feeling

Main Ideas

Your Response OQ

Look at what the barber
did to my hairl
How can | go to school
looking like this? | couid die
of embarrassment.
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Feelings

Main Ideas \

Your Response OQ

| feel overwheimed. My Dad
wants me to take guitar
lessons, my Mom wanis me to
go to gymnastics and my
teacher wants me to join the
orchestral | can't do
everything.
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Main ideas

My sister thinks that it is
cruel to keep animals in a
zoo. | think it is important
for people to be abie to see
all kinds of animals from all
over the world.
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Your Response

When I'm a parent I'm going
to let my kids wear
whatever they want to. |
think kids shouid be allowed
to make their own choices.
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APPENDIX D
Communication Skills Indexes:

Empathy
Clarification
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Empathy Skills Index
The following statements are examples of feelings that a classmate might share with you.

Try to imagine that a classmate is saying each statement to you. Write what you would say
to someone making each statement.

Try and make the responses helpful to the person who is talking to you. Try to make your
responses sensitive.

1. Ifeel so bad - I have no friends. I try to be nice but nothing seems to work. Nobody
likes me.

2. Ifeel really good. Iscored the winning goal in the game today. I can't wait to tell my
Mom and Dad.
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. Ijust don't know what to do. I try so hard in school but nothing seems to make sense.
I guess I'm not very smart

. I'm mad. My brother took my baseball again. Now I can't play with the other kids.
Sometimes he makes me feel like screaming.

. My best friend from Quebec is coming to visit. I can hardly wait. We are going to
have so much fun.

. My Mom and Dad can't relate to me anymore. They still treat me like a baby and I'm
almost a teenager. I wish they would notice that I'm growing up.
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Clarifving Skills Ind

The following statements are examples of thoughts, ideas, attitudes or opinions that a
classmate might share with you.

Try to imagine that a classmate is saying each statement to you. Write what you would say
to someone making each statement. :

Try and make the responses helpful to the person who is talking to you. Try to make your
responses thoughtful.

1. Idon't think its fair. I get to stay out until 9:30 but my friend has to be home by 8:00.
Her parents says it's because she's younger but I don't see what that has to do with it.

2. Tknow that most people if they won a million dollars, would spoil themselves rotten;
but, if I won a million dollars I'd give it away to hungry children all over the world.
That's what I'd do.
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. I think that it's wrong for people to steal no matter what the circumstances are. If
someone gets caught stealing they should go to jail.

. Whenever we pick teams someone ends up being' last and that makes them feel bad. I
wish my teacher would find some other way of forming teams.

. Our social studies teacher says that everyone all over the world is basically the same. I
think that we are all different - each and every one of us.

. Schools are behind the times. For instance, I don't know why we have to practice our
Math skills at school. I have a calculator that can do those questions better and faster
than I can.
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APPENDIX E
Rating Scales For Communication Skills Indexes:

Empathy
Clarification -
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LEVEL 1.

LEVEL 2:

LEVEL 3:

LEVEL 4:

Rating Scales For Communication Skills Indexes

Empathy Responses*

NOT HELPFUL: HURTFUL
Ignores what the other person is saying.
Ridicules the other person's feelin gS.

Imposes his/her beliefs or values on the other
person in a way that denies.

Dominates the conversation

Challenges the accuracy of the other person's
feelings.

Critical.
NOT HELPFUL: INEFFECTIVE

Partial awareness of the other person's surface
feelings.

Responds in a casual or mechanical way.
Rationales witholding involvement.

Ask questions to gather more data.
HELPFUL: FACILITATIVE

Reflects accurately and completely the surface
feelings and communicates acceptance of the

other as a person of worth.

Response is interchangable with the other
person's statement.

HELPFUL: ADDITIVE

Demonstrates a willingness to be a friend, and
accurately understands and responds to the
underlying feelings.

Goes beyond a level 3 response and suggests
underlying feelings as well as adding new
content.

Ignores feelings

-critical

-shifts from or denies

reality.

Partial Awareness

-disallows ideas

-moralizes

-advises

-questions

-tells how he/she
feels

Communicates
understanding of what
was said

Reflects surface feelings

Adds new meaning

*  based closely on the global rating scale developed by Carkhuff (1985)
and two modified versions of this scale developed by McAllister (1978).
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DIRECTIONS:

Higher scores reflect higher skill levels. A level 3.0 is considered to be a "good" empathy
response. Score each response and then average scores to get an overall score of empathic
communication skills.

When the initial sentence is a level 3.0, but the following sentence reduces to a level 2.0
(advice, questions) the score is 2.5.

When the initial response is 1.0 and subsequent sentences are a level 2.0, rate the response
as 1.0. -

Level 2.0 followed by a 1.0 tends to be a 1.0.
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LEVEL 1:

LEVEL 2:

LEVEL 3:

LEVEL 4:

-

Scale for Rating
Clarifying Responses
NOT HELPFUL: HURTFUL
Ignores what the other person is saying.
Ridicules the other person's thoughts/ideas.

Imposes his/her beliefs or values on the other
person in a way that denies.

Dominates the conversation

Challenges the accuracy of the other person's
Critical. |
NOT HELPFUL: INEFFECTIVE

Partial awareness of the other person's surface
ideas.

Responds in a casual or mechanical way.
Rationales witholding involvement.

Ask questions to gather more data.

HELPFUL: FACILITATIVE

Reflects accurately and completely the surface
thoughts/ ideas and communicates acceptance of the

other as a person of worth.,

Response is interchangable with the other
person's statement.

HELPFUL: ADDITIVE

Demonstrates a willingness to be a friend, and
accurately understands and responds to the
underlying thoughts/ ideas.

Goes beyond a level 3 response and suggests
underlying thoughts/ ideas as well as addin
new content. -

Ignores thoughts/ ideas
-critical

-shifts from or denies
reality.

ideas.

Partial Awareness

-disallows ideas

-moralizes

-advises

-questions -

-tells how he/she
thinks

Communicates
understanding of what
was said

Reflects surface content

Adds new meaning

* based on the global rating scale developed by Carkhuff (1985) and two
modified versions of this scale developed by McAllister (1978).
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DIRECTIONS:

Higher scores reflect higher skill levels. A level 3.0 is considered to be a "good" clarifying

response. Score each response and then average scores to get an overall score of clarifying
skills.

When the initial sentence is a level 3.0, but the following sentence reduces to a level 2.0
(advice, questions) the score is 2.5.

When the initial response is 1.0 and subsequent sentences are a level 2.0, rate the response
as 1.0.

Level 2.0 followed by a 1.0 tends to be a 1.0.
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APPENDIX F

Student Evaluation
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Listening to Friends
and Sharing Ideas and Feelings

Student Evaluation

The purpose of this evaluation is to give you an opportunity to think about your work and

progress in this class.

THIS IS NOT A TEST

Please rate each of the following. Keep this scale in mind.

The quality of:

your written work

your discussions with your group
your evaluations of your skills
your role playing and tape recording
your ability to listen

your understanding of clarifying
your ability to use clarifying

your understanding of empathy
your ability to use empathy

your effort in this class

Overall how would you rate your
work in this class?
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1-Poor
2-Satisfactory
3-Good
4-Very good
5-Excellent
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APPENDIX G

Curriculum Evaluation
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Listening to Friends
and Sharing Ideas and Feelings

Curriculum Evaluation

The purpose of this evaluation is to find out how you feel about this program.
THIS IS NOT A TEST
As your honesty is important
this evaluation is anonymous. Please do not put your name on this paper.

Please read each statement, Circle the response which shows how you feel about each
statement. Please keep this scale in mind. ,

SA - Strongly Agree

A - Agree

? - Unsure

D - Disagree

SD - Strongly Disagree

This class has helped me to know SA A ? D SD
myself better.

This class has helped me to SA A ? D SD
understand others better.

This class has helped me to be a SA A ? D SD
better listener.

This class has helped me to SA A ? D SD
communicate better with my
friends and family.

This class has helped make school SA A ? D SD
a better place to be.

Comments
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Please complete the following statements.

The most important thing that I learnt in this class was. . .

My favorite activity in the first section was. . .

because. . .

My favorite activity in the second section was. . .

because. . .
I find that these communication skills are because. . .
(helpful/ not helpful)
I think kads learn about empathy and clarifying because.
(should/ should not)

I found giving other students feedback on their communication skills. . .
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‘I found the feedback I got from other students and the teacher. . .

I found working in co-operative learning groups. . .

I found the large group discussion. . .

If T was the teacher and could change anything about the program

Id. ..

One thing I wouldn't change would be. . .

Other comments. . .
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APPENDIX H

Curriculum Evaluation:
Summary of Written Responses
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Curriculum Evaluation
Summary of Written Comments*

TOTAL
(% of responses)
The most important thing that I learnt in this class was. . .

to listen to one another (6)
to listen nonjudgmentally (2)
to listen to the other person first (1)
to listen closely to other people's comments,

suggestions, ideas etc. (1) 45.5%
empathy (1) and clarifying (3)
clarifying (1) 18.2%
to understand each other (2) '
to understand others and be able to help them (1) 13.6%
to get along with each other (1)
to get along better with family and friends (1) _ 9.1%
to talk properly (1) 4.5%
to share (1) 4.5%

Total responses n=22
No response n=

*Similar written responses have been grouped together.
(#) indicates the number of students making each response or portion of the response.
For example,
empathy (1) and clarifying (3)
indicates that one student reported "empathy" and three students reported "empathy
and clarifying".
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TOTAL
\ (% of responses)
My favorite activity in the first book was...
because....

tape recording (roleplaying)
it was neat listening to myself (2)
I can hear what I said (1)
it was fun (3) and normally we don't use recorders
in school (1) '
you got to know your partner better and what they
were like (1)
role playing
it helped me to understand what I could do to help
my skills in empathy (1)
it helped me say things better (1) 37.0%

empathy
it was more mterestmg (D
it helped me to understand people's problems (1)
it was fun (1)
I like to give responses (1)

it was easy for me (1) 18.5%
drawing the cartoon

I like to draw (3) 11.1%
listening

it was fun and easy to do (2) 7.4%
being nonjudgmental

its fun and easy (1)

it started well (1) ~ 7.4%
the first task \

you were getting introduced to your new subject (1) 3.7%
filling in the cartoons

it helped me to use the skills that I learnt (1) 3.7%
the writing activities -
it made me feel comfortable working on that. I felt
uncomfortable talking. (1) ; 3.7%

answering questions
I'like answering questions and helping people (1) 3.7%

working on the feeling word chart
I was good at it (1) 3.7%

Total responses n=27
No response n=2
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My favorite activity in the second book was...

because...

tape recording (role playing) (1)
it was neat listening to myself (1)
you can say what is true in your life (1)
fun and easy to do (1)
role playing
it helped me with my clarifying skills (1)
you could say what you felt (1)
video recording (role playing) (1)
helped me to learn how I could improve (1)
then I could see things I do wrong with empathy
or clarifying (1)

clarifying
it was fun (1)
it was neat (1)
I understand it (1)
I like it more than empathy (1)

the cartoons that you fill in
lots of fun (1)
it made me feel a little happier (1)

making responses
I like listening to what people have to say (1)

making chart words :
I was good atit (1)

task 7 (rcﬂcctlon)

it was easy and I knew what I was doing (1) 5.0%

"In your opinion..."

I didn't need to think of what to say in the beginning(1)

the writing activities

it made me feel comfortable working on that. I felt

uncomfortable talking. (1)

Total responses
No response
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TOTAL
(% of responses)

45.0%

20.0%

10.0%

5.0%

5.0%

5.0%

5.0%



-
4

TOTAL
(% of responses)

I find that these communication skills are because...
(helpful/ not helpful)

helpful
it helps you to understand others (5) feelings (1)
it helps you to understand yourself better (1)
it helps me (1)
you learn (3) more (1)
learn something new (1)
when someone needs comforting you can help (1)
you know what to say to someone who expressed their feelings (1)
it helps solve problems (1)
it is easier to communicate (1)
you can have friends (1)
helps you get along (1)
you get to know people better (1)
it helped to work on responding (1)
it is easier (1)

I knew some of this already (1) e 93.0%
not helpful

I don't use them (1)

repeating what the other person says is dumb (1) 7.0%

Total responses n=27
No response n=2
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TOTAL
v (% of responses)
I think that kids learn about empathy and clarifying
(should/should not)
because...
should

it helps you understand better (7)

it helps you to understand others feelings (1)

you learn about others (1)

it helps them learn about it (1)

it is helpful (1)

it helps people to care (1)

it is not harsh on the person (1)

you can be better friends (1)

it would mean no fighting (1)

it would make the world better (1)

when they get older and have kids they will be able
to tell them about it (1) '

it makes people better (1)

it helps people to be better listeners (1)

fun to know (1)

it is good to know them (1) 96.0%

should not
its dumb...you tell them what they feel (1) 4.0%

Total responses n=26
No response n=3
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TOTAL
(% of responses)

I found giving other students feedback about their communication skills...

(POSITIVE) (73.1%)
would help them learn more (1)
helpful to make the next time they wrote something better (1)
helped them understand if they are doing the right thing (1)
helpful - they found out what they were doing wrong (1)

helped them (1) on what they are doing wrong (1) 23.1%
made me feel helpful (1) 3.8%
easy since I learned empathy and clarifying (1) 3.8%
good because we don't fight as much (1) 3.8%

very interesting (1), O.K. (1), neat (1), better (1),good (3), fun (3)

(NEGATIVE) (15.3%)
hard (1) 3.8%
dumb (1) 3.8%
boring (1) : 3.8%
was funny - like you were the teacher (1) 3.8%
(NEUTRAL)
703) 11.5%
Total responses n=26
No response n=3
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TOTAL
(% of responses)

I found the feedback that I got from the other students and the teacher...

(POSITIVE) (76.0%)
helped me to realize that my responses were not as dumb as I thought (1)
helped my to improve my work (1)
made me feel someone is assuring me and telling me I'm making
progress or how I can improve (1)
helpful (1) - I found out what I was doing wrong and how to improve it (1)
helps me alot than just me working alone (1)
helped me to learn what to say for all different problems (1)

neat because they told me what I did wrong (1) 32.0%
made me feel good to know they cared (1) |

it made me feel better (1) 8.0%
told me someone was listening to me (1) 4.0%
were really telling me something I have to do again (1) 4.0%
students' were good but the teacher's were great (1) 4.0%
were better than the first time (1) | 4.0%

fun (1), O.K. (2), good (2)

(NEGATIVE) (8.0%)
stupid (1) 4.0%
boring (1) 4.0%
(NEUTRAL)
?74) ‘ 16.0%

Total responses n=25
No response n=4
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P

I found working in small groups...
(POSITIVE) (89.3%)

better than working in big groups (6)
easier than large groups (3)

easy (1) if you needed help you gotit (1)
easy bepause it was easier to talk to the person (1)

good because you share your feelings with someone (1)
good because we share our ideas and that helped improve it (1)

better than alone (1)
helps me learn more (1)
you get more chance at participating (1)

great - I like it cause you can just work and feel good (1)

interesting (1), quiet and peaceful (1), helpful (2),fun (3)

(NEGATIVE) (10.7%)
weird(1)

hard (1)
less helpful (1)

Total responses n=28
No response n=1
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TOTAL
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32.1%

10.7%

71.1%

3.6%

3.6%

3.6%
3.6%

3.6%
3.6%
3.6%




TOTAL
(% of responses)

I found working in large discussion groups...

(POSITIVE) (57.1%) _
great because I learnt alot and heard their stories (1)
good because I know how other people feel(1)
good because we got to talk about clarifying together and found out how
others felt about it(1)
fun to share your feelings(1)

14.3%

helped to learn (1) alot of things like clarifying, empathy
and understanding(1)

7.1%
neat cause more answers(1)

3.6%
was good too (1)

3.6%
better than a small group (1)

3.6%

O.K. (1), interesting (1), exciting (1), very good (1), easy (1), helpful (2)

(NEGATIVE) (42.9%)
harder than small group (2)
worse than a small group (1)
10.7%

hard (1) I couldn't think of anything to say (1)

7.1%
bad!! Because they were boring. They also made the class feel restless (1)

3.6%
kind of confusing (1)

3.6%

stupid (1), too noisy (1), boring (1), no good (2)

Total responses n=28
No response n=1

233




TOTAL
(% of responses)

If I was the teacher and could change anything about the program, I'd....

change nothing (9)

33.3%
get the children to work quietly (1)
be more strict so that the kids would listen better (1)
let them do what they want to do (1)
make every kid learn (1) 14.8%
longer period (2) v
make it longer (1) 11.1%
(change) empathy (1) | 3.7%
supply more tape recording (1) ' 3.7%
use more videotaping (1) | 3.7%
take more work off instead of piling it on (1) 3.7%
make it in a different format (1) 3.7%
make it more interesting (1) 3.7%
make games out of the work (1) 3.7%
change class meetings (1) 3.7%
put some other kinds of questions not involving empathy
and clarifying (1) 3.7%
?7(1) 3.7%

Total responses n=27
No response n=2
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TOTAL
(% of responses)

One thing I wouldn't change would be...

nothing (8) ‘ 30.8%
tape recording (5) 19.2%
book working (2) , | 7.8%
the teacher (2) 7.8%
the pictures (2) : 7.8%
the tasks (1) 3.8%
video recording (1) 3.8%
keep the groups (1) 3.8%
responding (1) 3.8%
the discussion group (1) 3.8%
peacciulness (1) 3.8%
communicating (1) 3.8%

Total responses n=26
No response n=3
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Other comments...
"This class was very important to people. It helped you to understand how others
feel and how people feel about you."

"I liked this social studies activity alot. It helped me to get along with my family
and friends better."

"I wish we did this socials project all year round."

"Empathy and clarifying were alot of fun to learn about because they helped me to
improve my skills."

"I think this class was better than [what we normally do]."

"You're a nice teacher and we are gonna miss you."

"This class was the greatest."

"T will miss the program. It taught us something new."

"T like doing [the program] alot."

"T don't like this school."”

"You are a great teacher. Your class helped me alot."

"T'll miss you."

“The program was the greatest."

"I think empathy is easier than clarifying because I had it longer."

"T found this socials project fun and good to learn about. I'm very glad you made
this project up. It is very good and fun. But after a while, I found that I was

getting behind and [found] things building up on me. Otherwise I loved it."”

"T learned alot about communication and understanding people's feelings. I would
like to say thank you for teaching us empathy and clarifying."
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Study
Cohen (1974)

Eisenberg & Lemon
(1980)

Fay (1970)

Feshbach (1982)

Howard (1983)

Iannotti (1975;
Eisenberg & Miller,
1987)

Iannotti (1985)

Iannotti &
Pierrehumbert,
(198S; Eisenberg
& Miller, 1987)

Kameya (1976;
Hoffman, 1982)

Age. N
Pand 62

girls, 36
boys, 36

girls & boys 72

P, 51

6-8, girls 30

6-8, boys 30

634, 100

P, 35

boys
girls

Kand 63 boys
60

P, 52

2 year olds
(retested at
age 5 for
empathy),44

P, boys
109

TableT"

S chavi

Measure of Empathy
Affect Matching

Modified FASTE
verbal report

nonverbal report

FASTE

Affect matching

Affect matching

Emotional matching
Situational matching
(incongruent stimuli)

Emotional matching
(incongruent stimuli)

Emotional matching

Situational matching
(incongruent stimuli)

FASTE

* Excerpted from Table I in Eisenberg & Miller (1987)
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Relation of Self Reports to Picture/Story Measures of Empathy

Measure of Prosocial Behavior

Teacher rating of
consideration for others

Observational indices
-spontaneous behavior
-requested behavior
-spontaneous behavior
requested behavior

Sharing with unknown
recipient

Sharing with peer
Sharing with unkown
recipient

Sharing with peer

Teacher and peer ratings of
prosocial behavior
Helping

Observation of helping
(high.low)

Observation of comforting

Sharing candy

Observation measure
Helping lab task
Sharing lab task
Teacher ratings

Observation in peer play
at age 2

Picking up paperclips
Candy donation
Volunteering to color for
sick children

=29
r=+.11
r=—41
r=+.25

r=+.04
r=.05
r=+.09
r=-02

r=+.27

-.45
+.14

+.20
+.19
+.02
-.08

-02

Baa

+.0+ . ++

+

. o+ +

+

o+ + +

SO0



Knudson & Kagan
(1982)

Kuchenbecker (1976)
Lennon, Eisenberg
& Carroll (1986)

Levine & Hoffman
(1975)

Marcus, Telleen
& Roke (1979)

Miller (1980)

Panofsky (1976)

Sawin (1976;
Eisenberg & Miller
(1987)

Staub & Feinberg
(1980; Eisenberg &
Miller, 1987)

P & 62,
88

4-5&7-8
P, 35

P, 32

P, 32

64
girls, 27
boys, 39

62,96

61, girls, SO
63, girls, SO
61, boys, 32
63, boys, 33

63&4
girls, 26

boys, 20

Affecting matching

FASTE

FASTE

FASTE

FASTE

Affective matching

Affective matching

FASTE

Affective matching
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Knight and Kagan ns
Social Behavior Scale

Sharing with peer -27

Helping -10
Private donations -.03
Public donations -17

Observational measure

of cooperation ‘ns
game measure of

cooperation ns

Observational indice of

cooperation ns
Teacher & observer rating

rating of cooperation

Donating candy
+.38
-.10

Helping
Sharing

Donating +.19
Teaching rating ns
Donating -.26
Teaching rating +.41
Donating +.28
Teaching rating ns
Donating -.16
Teacher rating ns

Observational indices
Helping

Requested sharing
Spontaneous sharing —-.38
Helping ns
Requested sharing -.63
Spontaneous sharing ns

+ .

+ . o++, 0+

S O OO0



Prosocial Behavior
Table II*

Relation of Self Report Indices of Empathy to Prosoeial
Behavior in Simulation Experiments

Study AgeN Measure of Empathy Measure of Prosocial Behavior
Breham, Powell & 61,67 Report of negative Donating money to a
Coke (1984) ' affect poor child
Peraino & Sawin 61, girls, 58 Nonverbal report Sharing a toy
- (1981; Eisenberg of affect Putting away toys for peer
& Miller, 1987) Latency to calling for
help for peer being bullied
Zahn-Waxler et al P, K, G1, Report of sympathy Helping a crying baby
(1982) 62,65 in reaction to a
C6,60 crying baby

* Excerpted from Table III in Eisenberg and Miller (1987)
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Study

Bamett &
Thompson (1985)

Eisenberg,
Pasternack & Lennon
(1984; Eisenberg &
Miller 1987)

Eisenberg-Berg &

Mussen (1978)

Reed (1981)

Reichman (1982)

Rothenberg (1984)

Strayer & Roberts
(1984; Strayer 1983)

Sturtevant (1985)

AgeN
64-5, 116

62, 14

64,34

69, 611 &
612

girls 37
boys 35
13-18 yrs.

boys JD, 52

65-6, 85

G6, girls
88

6-8, 33

G406, 161

-

i ehavio

ble

Measure of Empathy

Bryant Scale
(high/low empathy)

Bryant Scale

Mehrabian and
Epstein

Modified Mehrabian
and Epstein

Modified Mehrabian
and Epstein

Bryant Scale
Bryant Scale

Bryant Scale

* Excerpted from Table II in Eisenberg & Miller (1987)
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Relation of Questionnaire Indices of Empathy and Prosocial Behavior

¢ of Prosocial Behavior

Teaching rating of helpfulness

when

-a peer is in obvious need ns

-a peer is in subtle need sig

Helping adult pick up r=+.19

paper clips and toys

Donating money to r=+.46

needy children

Helping adult pick up r=+.24

paper clips and toys

Donating money to r=+.15

needy children

Volunteering to help the

experimentor with a

boring task =02
r=+.40

Hefping to score

questionnaires

-number scored r=+.21

-accuracy of scoring r=+.14

Peer and teacher rating

of altruism, anonymous

donating behavior

Helping hospitalized sigr

children at cost to oneself

Parental ratings +.32

Teacher ratings ns

Helping behavior

donating behavior
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