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Multiple Ways of Using the Book, the Cases, and the DVVD

This learning system can be used in a wide variety of ways. Instructors can select the pieces of
the learning system that best suit their course objectives and teaching philosophy and style. Here
is a quick overview of some of the possible ways to use this multiple learning method. More
detailed suggestions are provided in each section of the Instructor’s Manual.

The Textbook and Test Questions

e The competencies listed at the end of each chapter can be used as class objectives.

e Depending on the level of mastery you expect from your students and whether you are
using other textbooks, the textbook can be used over 1 or 2 semesters.

e Some of the test bank questions can be given to students to help them prepare for
exams.

e Short tests can be given weekly to encourage students to carefully read the chapters, or
you can use longer, less frequent exams.

Homework Exercises

e You can assign all or only some of the homework exercises. You can also adapt the
homework exercises to meet your objectives by adding more questions or tasks.

e The homework exercises can be part of a reflective journal turned in occasionally
during the course or turned in each class period.

e Homework exercises can be used to stimulate small group, partner, or class discussion.

e Homework exercises can be graded or not graded. If graded, you can choose to give
letter grades or grade them as completed or not completed, or satisfactory or
unsatisfactory.

Practice Exercises

e We hope that you have your students complete all the practice exercises, because this is
an excellent way for them to develop their skills. You might ask them to do the skill
exercises outside of class or allow class time for skills exercises.

e We recommend that you have students in the role of client talk from their life
experience, but you can have them role play a client.

e \We suggest that students do at least one videotape demonstrating their use of skills, that
each student evaluates his or her videotape, and that the instructor goes over the tape
with each student.

e If you have students videotape their skills at the end of the class, you might use a
“trained client” to present a pre-determined client situation so that students have “an
even playing field” to demonstrate what they have learned.

Cases

e Modified problem-based learning is an excellent way to help students learn to think like
professionals, but depending on your course structure, you may choose to only use the
case in the textbook or to skip using any of the cases.

¢ You could have each person work on a case individually or have the students work in
groups on the cases.

e You could have the whole class work on the same case or assign different cases to
student groups or to individual students.



¢ You could have individual students or student groups present their case information to
the whole class and discuss it as a class.

DVD and Transcript

e The DVD includes a demonstration of using the skills discussed in the book with an
individual, a family, and a psycho-educational support group. Seeing skills used by
different practitioners with different clients helps students understand how to use skills.
We encourage you to have your students watch the DVD.

e You can watch sections of the DVD in class and then discuss what the practitioner did
and alternative skills that could have been used.

e You could have the students watch sections of the DVD as an assignment and then
discuss it in class. Students could work on their own with the DVD and transcript and
be asked to name each intervention and/or evaluate the work of the practitioner.

e You could discuss any section of the DVD in class using the questions we suggest or
questions you develop.

e Of course, you can select which sections of the DVD you want your students to see.
You could just use all the sections related to the individual, the family, or the group or
use the sections that you think best demonstrates what you want your students to learn.



Using Homework Exercises

The purpose of the homework exercises is to enhance student learning by inviting students to
think about the concepts that are being introduced. There are many good ways to use the
homework exercises. Here are some ideas about the different ways that instructors have used the
homework assignments:

e Assign all of the exercises in each chapter;
e Select those exercises most relevant for specific learning goals;

e Turn in the homework exercises each class or the week the related chapter is assigned.
This system encourages students to complete the reading in a timely manner;

e Have the students put homework exercises in a learning journal that is turned in several
times during the semester;

e Grade all homework assignments separately;
e Grade the entire chapter of homework assignments together;

e Grade using a pass/fail; complete/incomplete; or satisfactory, unsatisfactory, superior
grading system; or letter grades;

e Discuss the homework as a class or in small groups unless the homework material is
too personal for the students to share;

e Give students the option of not sharing personal information in homework that they
turn in and only require the students to turn in those parts that are not considered too
personal.



Using the Practice Exercises

Beginning with Chapter 5, there are practice exercises that give students the opportunity to
practice the skills presented in the chapter. In this section we have included tips for using the
practice exercises, different ways to teach and demonstrate the practice skills, points to
emphasize, and our experiences related to helping students master particularly difficult skills.
The practice exercises in the book simulate work with an individual client because this is easiest
for students. As students gain confidence using the skills with individuals, they can move on to
using the skills with families, groups, communities, and organizations. The DVD that
accompanies this book shows the use of the skills with an individual, a family, and a group. The
example case in the book is with an individual client. The cases in this Instructor’s Manual
include work with families and a community. Using this learning system, you can focus on basic
skills across various system sizes or focus on work with a particular type of client.

Practice Exercise Roles

Prior to introducing the first practice exercise, you should thoroughly discuss each of the roles
that students will be assuming in the exercises.

The Client Role

In the role of client, students can discuss issues from their own personal experience, role play a
client situation proposed by you, or role play someone they know well. The caveat when role
playing another person is to remember that the purpose of the role play is to give the practitioner
practice — not to be a difficult client. At some time during the course, you might want to provide
students with role playing scenarios that give them the opportunity to be in the role of clients
whose experiences are different from their own. To accomplish this, you might have the students
identify various scenarios or behaviors that they believe might be particularly difficult for them
and try working with that type of client (Briar, 1979).

As students share something of their own quandaries, problems, or questions as the client, they
begin to get a better sense of the struggles that clients go through as they share their experiences
and express what has meaning in their world. In the role of client, students may realize the
significance of being understood and conclude that empathizing with significant aspects of their
client's personal world is more important than thinking about the particular theoretical
orientation or meaning that the practitioner might cast upon an event (Lax, 1992). By being
invited into an experience that parallels the experiences of clients, students acquire a greater
respect for the importance of an empathic connection with clients (White & Epson, 1990).

The Practitioner Role

There is a vast difference between “knowing about” and “knowing how” to do something
(Bamberger & Schon, 1991). Research has consistently shown that practice skills are best
learned in relationships using hands-on experience rather than from either information in texts or
paper and pencil exercises (Stone & Vance, 1976; Vinton & Harrington, 1994; Vodde & Gallant,
1995). In the role of practitioner, the student has the chance to actually practice with a client
(albeit another student) the various skills that s/he is being introduced to didactically. As discreet




skills are practiced, students experience the process of becoming a practitioner. Their fears of
making a mistake, doing harm, or exposing what they do not know are minimized by working
with other students until basic competencies are achieved (Hanley, Cooper, & Dick, 1994).

The Peer Supervisor Role

We know that direct observation is more powerful and effective than self-reporting (Muslin,
Turnblad, & Meschel, 1981), that supervisor-reinforced groups perform more effectively than
self-reinforced groups (Kelley, 1971), and that good supervision is invaluable to the learning of a
new task. Two of the most valued qualities in supervisors are giving specific information and
feedback (Matarazzo & Patterson, 1986). Immediate feedback has been found to be more
effective than feedback that is delayed (Bernotavicz, 1994; Doyle, Foreman, & Wales, 1977;
Matarazzo & Patterson, 1986). Of course, the problem for instructors is that you cannot be
supervising and giving immediate feedback to everyone at the same time. Using this method,
students learn to supervise and provide feedback to each other. As peer supervisors, students
have the opportunity to heighten their ability to observe the interaction between the practitioner
and the client and to learn to give specific, respectful, and correct feedback. This role also helps
them to strengthen the professional characteristics of empathic attunement, genuineness, and
self-confidence and to become more conscious of the new knowledge they are gaining (Hanley,
Cooper, & Dick, 1994). The experience of being a peer supervisor encourages them to validate
what is going well, as well as what they think did not work as well. As the instructor, it is
important for you to reinforce the importance of being an effective peer supervisor. Although the
students are beginners, by following the guidelines for peer supervisors in the book, they can
effectively supervise each other and begin to learn to effectively supervise their own work.

Points to Cover about Peer Supervision
e Give constructive, accurate feedback. It is important for students to realize that as peer
supervisors they should reflect back to the practitioner both his or her strengths and
areas for growth. Saying only positive things is not an accurate reflection. Ask students
to think about whether they want to be told about problems so they can improve.
Encouraging students to give two or three clear areas of growth and five or six areas of
strength can help them to balance their feedback.

e Give specific, positive, and corrective feedback. Sometimes students give general rather
than specific feedback. Helping them understand the value of detailed, specific
feedback is important.

e Focus on the behavior, not on the person. Again, students will appreciate examples of
focusing on the behavior they might change. It can be helpful if the peer supervisor
states what might have been done instead.

e Use the evaluation form in the practitioner’s book. Students need to be reminded to do
this so that the person in the role of practitioner will have his or her own evaluations to
review later. As important as immediate feedback is, sometimes students cannot hear
all of what is being said. Having a written evaluation of their work allows them to think
about the implications of what was said by their peer supervisor at a later time.
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(Note to Instructors) An additional method that can be useful in teaching peer supervisory skills
is for the instructor to provide “supervision” to the peer supervisor. Either as a demonstration for
the class or by rotating from one group to the next, you can provide feedback to the peer
supervisor. This is an excellent way to model the use of good feedback or supervisory skills. It is
important to direct the information to the peer supervisor, not the practitioner, so that the peer
supervisor’s position is not minimized.

Practicing the Skills in Small Groups

Working in small groups allows students to learn in the style that is most comfortable for them,
using personal experience, observation, and practice. As outlined in the book, students rotate
through the roles of peer supervisor, client, and practitioner during each practice session. Each
participant has the opportunity to practice the skills and receive feedback from the client and the
peer supervisor, be a client and give feedback to the practitioner, and be the peer supervisor who
uses the evaluation form as a guide to giving feedback to the practitioner.

Since students work in groups, you need to decide which of the many possible alternatives for
forming groups to use. It is preferable to have groups that are as diverse as possible since this
offers students the broadest learning opportunities. Possible ways to form practice groups:

e Assign student to groups;

¢ Allow students to select their own group;

e Allow students to select their own group but encourage diverse group membership;

e Have students change groups in every class so they get feedback from different people
and work with different people in the role of client;

e Have students stay with the same group and rotate who they work with during each
class meeting.

e Starting with the practice exercise in Chapter 11, the exercises require students to
continue a meeting starting where they ended in the previous role play. They can do
this with a new group by having the client summarize what was covered, or they can
continue with the same person in the role of client.

Each instructor has to decide how and when to fit in time for practice exercises. If possible, it is
good to allow class time for students to work on practice exercises so that you can move around
and observe each group of students and give them feedback. Students often feel awkward and
uncomfortable with the skills until they have had adequate time to practice them. Providing
students with ample time to practice the skills increases their confidence and ability to use the
skills appropriately and naturally.

Evaluating the First and Final Video

A possible assignment related to the practice exercises is to have students complete a video early
in the semester. In this video s/he plays the role of practitioner and then changes to the role of
client to allow his or her partner to be in the role of practitioner. At the end of the course ask the
students to evaluate this beginning video using the same evaluation system they have been using
with all the practice skill exercises. As part of this assignment asks them to identify

11



improvements they have made since the beginning of the semester. Students can complete a final
video demonstrating all of the skills they have learned. For the final video we have used
advanced students simulating a client or had students continue to work together taking turns
being client and practitioner. Ask students to evaluate their final video using the same evaluation
system they have been using. Students appreciate seeing the differences between their first and
last tape.
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Practice Exercise 1: Attending, Observing, and Listening, Chapter Five

Points to Emphasize

e In this exercise the only words the practitioner can use are minimal encouragement.
Rather than thinking about what to say to the person in the role of client, the
practitioner should focus on attending, observing, and listening.

¢ After this and all the following practice meetings, the client will give feedback to the
practitioner, the practitioner will evaluate his or her use of practice skills, and the peer
supervisor will give the practitioner feedback on his or her use of practice skills.

e For this exercise, the peer supervisor will ask the practitioner to describe each of the
items under observing. When describing what they observed, students should be
encouraged to use descriptive words rather than evaluative words that indicate a
judgment (e.g., sad, tired, good, bad, etc).

e The peer supervisor will also ask the practitioner to summarize the main points of the
client’s story and describe the client’s style of speaking (e.g., clear, direct, narrative,
confused, easy to follow, logical, rambling, etc.), volume, and speed of speaking. With
students in the role of client, the volume is usually appropriate, the speed is not too fast
or slow, and the speaking style is narrative, logical, and easy to understand. However,
in meetings with clients this is often not the case and noting such things as the fact that
the client spoke very softly, slowly, and in a convoluted style is important. Consider
doing a role play of a client so the students can hear different styles of speaking.

(Note to Instructors) Students should be discouraged from taking notes during the role play as it
distracts them from observing the client. Students quickly find they are capable of remembering
much more than they initially thought.

Practice Exercise 2: Opening, Listening, and Closing, Chapter Six

Points to Emphasize
e Initially, the beginning statements may sound rote, but with practice, students learn to
communicate the necessary information in ways that sound natural and connect with
their client.
e It is important to cover all the points related to beginning a meeting. However, students
can select a couple of the possible ways of closing the meeting, finding what they feel
comfortable using and what fits a particular situation.

Practice Exercise 3: Expressing Understanding, Chapter Seven

Points to Emphasize
e Students often are comfortable asking questions but are very hesitant to use reflecting
skills. Students often feel awkward using reflecting responses because these types of
responses are not often used in everyday conversations. Students may assume that
clients know they are listening and understanding. Remind students that the only way
clients will know they understand is if they reflect the main points of what the client
has said.

13



e Reflecting feelings requires self-awareness and tolerance for possible discomfort on the
part of the client and can be difficult for students. Some students think reflecting
feelings is intrusive. They do not realize that inviting clients to express how they feel or
expressing understanding of clients’ feelings may reduce the intensity of the feelings.
Simple sentences such as “You are really hurting,” or “You said you were feeling
angry,” “It looks like you are feeling sad,” are indications of an empathic connection.
This requires awareness by the practitioner of his or her own feelings in order to gauge
unspoken, nonverbal feelings of the client.

e The sense of intimacy implied by reflecting feelings may be counter-cultural or counter
to familial expectations. If the feeling is not expressed directly and is in any way
difficult to discern, students will need to have practiced sentences that give adequate
space for a client to correct the practitioner's interpretation. For example, the
practitioner might say, “You seem like you might be angry,: or “You feel sad?” Many
clients have difficulty with naming feelings and the suggestion of feeling words can aid
in their facility in this area. Helping students learn to propose feelings as a hypothesis
rather than a fact is very important.

e Reflecting content enables practitioners to learn what they may have missed, to express
what they have heard, and to convey understanding of the information that the client
has attempted to share.

e Students need to master reflecting feeling and content before speculating about the
meaning of the message.

e Since a goal of reflecting is to let the client know that the practitioner is listening and
understanding what s/he is communicating, it is important to match the client’s way of
expressing his or her reality. Whether the client’s phrasing indicates internalizing (“I
feel sad when...”) or externalizing (“My daughter makes me sad”), it is important to
keep the same type of phrasing.

Exploring Meaning

e Helping students understand that problems and situations have different meanings to
different clients should help students understand the importance of reflecting their
understanding of the meaning of a problem or situation to a client.

e Students often want to expand the meaning of what the client has said when they are
practicing the basic reflecting skills. At this stage, students should be encouraged not to
modify the message but to make equivalent reflections. Some clients don’t feel
understood unless the exact words are used. Others feel heard when the practitioner
uses synonyms such as “glad” for “happy” or “frustrated” for “irritated.” Students can
be encouraged to observe how the client responds in order to decide the client’s
preferences.

Summarizing

e Students often think they will not remember enough to summarize accurately, but when
encouraged to try summarizing larger sections of a meeting, they generally find that
they are able to remember a significant amount.

e In this practice exercise the practitioner has a chance to more actively verbally interact
with the client. However, the practitioner should be directed to use reflecting and

14



summarizing skills only. This will push the practitioner to use these skills rather than
questions.

e The peer supervisor should write down everything the practitioner says after the
beginning process. The peer supervisor may have to abbreviate, use shorthand, or just
write down the first few words. Whatever s/he gets down will help him or her give the
practitioner clear and specific feedback. Reviewing this sketchy transcript allows the
peer supervisor to identify times when the practitioner reflected content, reflected
feelings, and/or reflected feelings and content, summarized, and/or explored meanings.

Warmth and Empathy
e The Warmth and Empathy Evaluation Scales are introduced at this time as another facet
of the practitioner’s work. Encourage students to be aware of the many ways that they
may communicate warmth and empathy. It is helpful if you
e demonstrate or ask students to demonstrate each point on the scale,
e invite discussion of the homework exercises on warmth and empathy,
e show segments of the DVD for the students to identify ways that the
practitioner demonstrated warmth and empathy,
e ask the students to evaluate the level of warmth and empathy demonstrated by
the practitioner on the DVD using the Warmth and Empathy Scales.
These same approaches can be used when the remaining interpersonal scales, respect
and genuineness, are added to the practice exercises.

Practice Exercise 4: Using Questions to Explore and Expressing Warmth, Empathy, and
Respect, Chapter Eight

Points to Emphasize

e Students should be encouraged to begin each interaction with their clients by using a
reflecting statement to show understanding and then move on to the use of a question.
Before beginning the exercise, consider asking students to think about occasions when
it would be appropriate to use different types of questions. Role plays, sharing vignettes
from your experience, or using the demonstration cases on the DVD can further clarify
the many ways questions can be used effectively.

e A special emphasis on the use of “why questions” is helpful. These types of questions
can contribute to clients feeling defensive or judged. Ask the students to role play using
questions that begin with “why” and discussing their feeling reaction to being asked
"why.” It may be helpful to practice ways that information can be acquired by turning a
“why” question into a “how,” what,” or when” question.

e “What,” “how,” and “when” questions tend to elicit more information and generally are
more positively received than “why” questions.

e “What” questions will elicit factual information more specifically. “What happened
next?” “What did you think?”

e “How’" questions are more open-ended. “How did that happen?” “How does your
family feel about this?”

e “When” questions can help the practitioner to acquire a clearer temporal understanding
about the difficulty under discussion. “When did this start?” or “When will you be able
to do that?”

15



e Multiple questions: Consider asking students how they would feel if someone asked
two or more questions without waiting for an answer. This type of communication is
used more often than the students may have noted, so raising their awareness about this
IS important.

e We have found that it is important to tell students that it is not appropriate to thank the
client for sharing. “Thank you for sharing,” implies that the client is doing them a favor
rather than accepting that communicating information is an expected part of the
process.

e Encouraging awareness of a questioning style of interaction can also be useful at this
point. Some students are so anxious to “get all the facts” that they can sound like they
are doing a legal deposition rather than forming a relationship with a client.

e The evaluation process for questioning skills is similar to that used for reflecting skills.
If the student uses open-ended questions, one question at a time, and/or close-ended
questions, they receive one point for each type of question used.

e Since students in the role of client are often much more verbal than are real clients,
remind students that in the role of client they should talk rather briefly and stop. Their
job as client is to give students in the role of practitioner an opportunity to practice their
skills.

Respect
Demonstration and examples of each point on the respect scale is very useful to students.
Students may fail to understand that supporting the client’s strengths is a way of showing
respect.

Practice 5: Seeking Clarification and Further Understanding: Chapter Nine

Points to Emphasize

e Reinforce what the students have learned about seeking clarification by giving the
students example client statements and ask them to identify what information is
missing. For example:

e The client says, “I got so angry.” Missing information would involve: “About
what?” “Toward whom?” “When?” “Is this a frequent occurrence?
“How 1is anger viewed in your family or culture?” “Expressed in what ways?”
“Experienced how?” “And then what happened?”

e Or: “I know he is going to leave me.” Probe for the basis of that conclusion by
asking: “What has happened that makes you think that?”” Seeking clarification
about what feeling words mean can be more difficult because it is easy for
students to assume they know what :upset,” “bad,” or “good” means. Responses
such as, “You feel upset. Can you tell me more about that?” are useful to model
for the class.

e Clients sometimes briefly mention something to see if the practitioner is interested or
comfortable with the topic (e.g., substance abuse, sexual abuse, domestic violence,
suicidal thoughts). Clients may be subtly asking for further attention to that topic or
“checking-out” to see how reactive the practitioner is about the topic. The client may
also be uncertain about what s/he feels or thinks and needs encouragement to explore
further.
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e Skillful clarification with clients increases the efficacy of the time spent together.
Sometimes it may be useful to work from the concept of starting with issues “outside”
the client (such as who is it that supports him or her) before moving to “inside” issues
(such as how it feels to be supported), or moving from how the problem affects others
to how it affects the client. Other questions students might ask themselves are, “Why is
this a problem for the client?” “What's the problem I need to work on with this client?”

e The peer supervisor completes an evaluation related to seeking clarification and to

whether the practitioner explored the areas of the person, problem(s)/challenge(s), and
situation adequately. The practitioner receives a point if the topic is covered by the
client even if the practitioner did not have to ask any questions about the topic.

(Note to Instructors) Students may find it helpful for you to share case vignettes and to have the
students determine when the issues relate to the person, when they relate to the
problem/challenge, and when they relate to the situation. The cases demonstrated on the DVD
may also be useful. The following case examples will help students gain an understanding of the
differences in these areas and the importance of each one:

Case Example: “I came today because my husband has been drinking (problem) a lot lately. | am
worried (person) that he will lose his job (situation), and | don't know what will become of me
and the children (situation). I can’t seem to stop crying (person), but my friend (situation) said
that you could help me because you helped her (person).”

Case Example: “My mother (situation) told me I had to come to see you (problem) because I got
kicked out of school for fighting (problem and situation) with another kid. I’ve had lots of fights
(problem), but they are not my fault (person). The other kids are always picking on me (problem)
because I am smaller (person) than they are.”

(Note to Instructors) Students may feel discouraged or overwhelmed with this exercise because
there is so much to remember. Remind them that the earlier exercises appeared difficult at first
and now they can do those skills much more easily. It is also important to encourage students to
do extra practice meetings if they are having trouble mastering the skills.

Practice Exercise 6: Identifying Problems and Challenges, Chapter Eleven

Points to Emphasize

e The ability of students to use advanced reflecting varies widely depending on their level
of self-awareness and requires trusting their own intuition.

e Students need to understand that their advanced reflecting statement may be accurate,
but the client may not be ready to move forward. If the client is not ready to accept an
advance reflecting statement, s/he will probably let the practitioner know this by
becoming resistant in some way. If this happens, students should learn to back down
the scale to a less threatening response, for example, just reflecting feeling and content.

e If students are not able to use advanced reflecting during the practice exercises, they
can stop the meeting and work as a group to develop possible advanced reflection
statements. Since they are working with colleagues, it is always okay to ask the other
people in their group for ideas or ask the instructor for help. After doing this, they can
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go back to the meeting and try the statements they have created and proceed with
evaluation.

e In this meeting, students will be reaching for agreement about the problems and
challenges faced by the client. Students need to understand that the first problems
identified by the client may not be the ultimate focus of the work. Initially, clients may
present manageable or simple problems. Continued exploration often leads to clarity
about the real problems that are of most concern to the client. This is particularly
important when they are working with involuntary clients. With these clients, students
need to find out the reason the client was referred and what the client wants to
accomplish. These two goals might be very different. However, if the practitioner
pushes too hard for what s/he thinks should be the focus of the work, it will probably
result in either resistance or adaptation. A beginning practitioner may accept
agreements made from an adapted position only to be disappointed later when the client
does not follow through.

e If a student is not able to identify the problem in the context of the meeting, s/he can
stop and get help from the peer supervisor, the client, or the classroom instructor. Once
they have figured out what to say, s/he can move back into the meeting.

e The evaluation of this practice session is much like previous evaluations with the
addition of identifying whether or not the practitioner used the new skills related to
problem identification.

e In the chapter on DVD and Transcripts in this Instructor’s Manual, there is a Practice
Skills Labeling Table that lists all the skills on one page. There is also a section that
includes examples of each practice skill. The Table and the examples are included in
the Student Manual as well. Students often find using the Table and examples
beneficial when they are working with the practice exercises.

(Note to Instructor) Consider having students stay in the same practice exercise groups from this
point on. This allows them to continue to work with the same client on the same topic and have a
good sense of the client’s difficulty so that they can continue to build on the information they
have previously received. It also allows students to begin to get a sense of what it is like to work
with people over several sessions and to develop ways of summarizing work from the previous
session.

It might be helpful to model ways to begin subsequent meetings. For example, using
summarizing you might say, “Last time we were talking about the difficulties you were having
with your husband. You were feeling angry and confused about what to do about his drinking.
Also, money has become a problem for you, and you feel caught and sad. Is that right?”

The skills presented in this chapter can be challenging to learn. Thoughtful use of the DVD and
the cases can help students to see how to partialize issues, roll with resistance, identify
discrepancies, and note patterns and themes. After showing a section of the DVD, consider
asking students to identify additional ways that issues could be partialized or that the practitioner
could have rolled with resistance, identified a discrepancy, or noted a pattern or theme.
Examples from your own experience as a practitioner can also provide further support as the
students begin these more complex tasks.
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Answers

Test Bank: Chapter 1
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a, p. 4, Medium

C, p. 4, Easy

d, p. 6, Medium

*a, p. 11, Medium

b, p. 9, Medium

c, p. 17, Easy

d, p. 11, Easy

Multiple Choice:

1.

Our perceptions of truth depend on

a. the beliefs we hold.

b. our intelligence and our ability to differentiate between truths and
falsehoods.

c. whether truth exists in the world.

d. our parents, who are the only influence on our perceptions.

is an essential step toward

understanding others.

a. Knowing helping skills

b. Having empathy

¢. Understanding and accepting yourself
d. Talking to their family members

Which of the following are NOT influenced by our culture?
a. language

b. ways of understanding others
c. rules

d. specific physical characteristics

Gender is a based concept.
a. culturally
b. biologically

c. individually
d. developmentally

Becoming culturally competent means

a. knowing how to work with people from your own culture and
ethnicity.

b. being fluent enough in the multiple cultural nuances to work
effectively with people from different cultures.

c. gaining expertise in cultural celebrations and participating in
cultural traditions.

d. using pop culture such as events in the media in the therapy
room.

The empty nest occurs when

a. people move into a bigger house, and the house feels emptier.

b. one of the spouses passes away, and the other spouse feels
lonely.

c. children move away from home, and the parents feel their
absence.

d. spouses drift apart, and each feels empty inside.

Clients may be uncomfortable about each of these experiences
because of their stereotypes about gender roles EXCEPT

a. personal space and touch.

b. facial expressiveness.

c. emotional expressiveness.

d. where they were born.
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b, p. 12, Easy

*c, p. 7, Medium

*a, p. 7, Medium

a, p. 9, Medium

*d, p. 13, Medium

b, p. 17, Medium

* b, p. 18, Medium

10.

11.

12.

13.

14.

If you have been trained to avoid showing emotion, some clients may
find you

a. personable and friendly.

b. distant or lacking feelings.

c. warm and competent.

d. outgoing and vivacious.

Members of the dominant culture have privileges that
they perceive as normal or expected.

a. well-deserved

b. hard earned

C. unearned

d. veryfew

White privilege is

a. an institutionalized set of benefits granted to those who resemble
the people in power in a culture’s institutions.

b. only granted to people of color who acculturate into ‘white’
culture.

c. a myth that has been refuted by empirical studies.

d. thus named because it is benign and harmless, like ‘white magic’
or ‘white lies’.

Communication patterns include all of the following EXCEPT

a. the number of languages a client can speak.

b. timing of eye contact.

C. personal space.

d. directness with which one person comes to the point of the
conversation.

The coming-out process is sometimes complicated by

a. medical conditions.

b. relationships with other homosexuals.

c. homosexual tendencies.

d. social and cultural constraints created by heterosexism and/or
homophobia.

How well a family adapts in each stage of the family life cycle
depends on

a. the number of members in the family.

b. the resources of the family system.

c. the willingness of the family to attend therapy.

d. the age of each family member.

Family systems are

a. software analysis programs that are designed to map family
patterns.

b. ways that members of a family interact with each other.

c. always closed systems.

d. atype of counseling that is designed specifically for families.
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*T, p. 4, Easy

*T, p. 11, Easy

*T, p. 12, Easy

T, p. 13, Easy

F, p. 16, Easy

F, p. 24, Medium

T, p. 6, Easy

*T, p. 6, Easy

F, p. 7, Medium

F, p. 8, Easy

T, p. 9, Easy

*F, p. 12, Hard

F, p. 14, Medium

F, p. 18, Medium

True / False:

15.

16.

17.

18.

19.

20.

21.

22,

23.

24,

25,

26.

27.

28.

The way you see the world has been influenced by the family you
grew up in, the culture you inhabit, and the way you have made
sense of the events of your life.

The use of gender stereotypes as the standard for defining adaptive
or healthy behavior and good psychological functioning may lead to
gender bias.

Recent research suggests that our sexual orientation is partially
determined by biology.

Heterosexism is the belief that male-female sexuality is the only
natural, normal, or moral mode of sexual behavior.

A family can only consist of a father, mother, and possibly children.

Secondary traumatic stress occurs in clients who experience multiple
personal traumas.

Culture is defined as the customary beliefs, social forms, and
behavior patterns of a racial, religious, or social group.

Our culture provides us with a framework of assumptions for
understanding the world.

Being aware of the privileges granted to members of the dominant
group will not help you understand the experiences of both the
dominant group and minority groups since the privileges are irrelevant
to the individual.

Parents and other family members are always expected to be
involved in decisions made by adult children, such as whom to marry
and how much money is spent.

Cultural knowledge is helpful in providing insight into the family and
community influences on clients’ values, concerns, and decisions.

Societal beliefs, stereotypes, and views about relational and sexual
expression are embedded in our sexual orientation, which transcends
the cultural context.

The helping professions are immune to the influence of heterosexism
and homophobia because professionals are specially trained to be
empathic.

Families within an open system avoid change and hold on to their
established traditions and values.
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p. 7, Easy
p. 10, Easy

p. 22, Medium

p. 16, Medium

p. 20, Medium

p. 5, Hard

p. 11, Hard

Short Answer:
29. What is white privilege?
30. What is the difference between sex and gender?

31. Briefly describe the concept of self-care and how it plays out in your
own life as a student /practitioner.

32. Describe and explain the various developmental stages that a family
goes through. Discuss some of the stressors that may occur at each
stage.

33. What is the difference between spirituality and religion? How might
each influence your client? Give examples.

34. Describe the influence culture has on us. List examples from your
own life depicting your culture’s influence on you.

35. How might your own personal beliefs influence your definition of
healthy functioning or pathology?
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Answers Test Bank: Chapter 2
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