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ABSTRACT 

Title of Dissertation: Teaching and Learning Motivational Interviewing: 

Examining the Efficacy of Two Training Methods for Social Work Students  

Mary T. Hodorowicz, Doctor of Philosophy, 2018 

Dissertation Directed by: Richard Barth, PhD 

This study examines the efficacy of two innovative training methods used to teach 

beginning Motivational Interviewing (MI) skills to social work students in a child welfare 

training program. The two training methods tested include live supervision (LS), a small 

group experiential learning interaction with standardized client actors (SCAs), and in-the-

moment guidance from a supervisor, and a coding learning method (CL), where students 

in a classroom setting are introduced to MI skill development via learning core MI 

concepts as identified in the Motivational Interviewing Treatment Integrity Coding 

Manual 4.2.1 .Comparison between these methods was enhanced with a  randomized 

controlled trial design.  Changes in MI knowledge, attitudes, and MI skill were assessed 

over three time points through self-report and observational measures. The study also 

evaluated participant satisfaction and efficiency of training methods via examination of 

educational resources required by each training method.  After participating in pre-test 

measures, 17 student participants were randomized to receive either the LS or CL 

training. Both trainings provided 12 hours of MI training instruction over a period of two 

days. Students were assessed post-training, and at 5 months follow-up, after a semester of 

learning-as-usual. T-tests and ANOVAs were used to examine efficacy of training 

methods. Results show that both groups demonstrated an improvement in MI knowledge 

and attitudes from pre-test to follow-up. MI skill gain within groups varied for specific 



 

MI skills. There was no difference between groups in participant training satisfaction for 

10 out of 13 satisfaction items. Participants in the LS group endorsed a higher level of 

satisfaction than the CL training participants for the remaining 3 training satisfaction 

items.  The LS training method is more costly and requires more resources than the CL 

training method. Findings suggest participants in both groups were satisfied with the 

training experience, both training methods are effective for improving MI knowledge and 

attitudes, the LS training method requires more resources than the CL method, and 

training method effectiveness varied for specific MI skills. Implications for social work 

education, MI training, and future research are discussed.  

 

 

Keywords: motivational interviewing, social work education, standardized clients, live 

supervision, MITI coding, training methods 
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CHAPTER ONE: INTRODUCTION 

Purpose 

The purpose of social work education is to prepare social work students for 

practice and assess their ability to demonstrate specific practice competencies (CSWE 

EPAS, 2015).  In competency-based education, knowledge and skills are grounded in 

scientific inquiry and best practices, while also being consistent with social work (SW) 

values. Educational goal attainment occurs through the deployment of specific factors 

within both the explicit and implicit curriculum. The explicit curriculum refers to 

educational structure, such as course content, and implicit involves the learning 

environment, including factors such as faculty qualifications and teaching methods 

(CSWE, 2015). As a result, both the explicit and implicit curriculum should be based in 

science or best known practice.  

The present dissertation project first identifies Motivational Interviewing (MI) as 

a practice grounded in science and consistent with SW values, appropriate for inclusion 

in explicit curriculum within social work education (Hohman, Pierce, & Barnett, 2015; 

Pecukonis et al., 2016; Smith, Hohman, Wahab, & Manthey, 2017; Tennille, 2013). 

Motivational Interviewing is: “a collaborative, goal-oriented style of communication with 

particular attention to the language of change. Motivational Interviewing is designed to 

strengthen personal motivation for, and commitment to, a specific goal by eliciting and 

exploring the person’s own reasons for change within an atmosphere of acceptance and 

compassion” (Miller & Rollnick, 2013, p. 29). Learning and demonstrating observable 

MI skills directly aligns with five specific CSWE competencies, including the ability to 

engage, assess, intervene, and evaluate practice with diverse individuals, families, groups, 
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and communities. Additionally, MI is consistent with the second and fourth 

competencies: (1) demonstrate ethical and professional behavior and (4) engage in 

practice-informed research and research-informed practice. Therefore, MI skill and 

knowledge demonstration contributes to 7 of 9 observable CSWE competencies. MI is 

described in additional detail in the next section.   

A framework for adult learning and model for adult skill acquisition are then 

presented as theoretical foundations. The dissertation project then works to increase 

access to MI learning through research to inform refinement of teaching methods 

appropriate for integration within SW curricula. The main goal of the project is to 

evaluate the effectiveness of two different methods of teaching beginning MI skills to 

social work students who will work in direct practice with children and families, 

especially the child welfare population. The two different teaching methods are identified 

as Live Supervision (LS) and Coding Learning (CL). A description of key features for 

each teaching method is can be viewed in Table 1.   This study aims to evaluate 

differences between the LS and CL groups in the areas of (1) MI knowledge and attitude, 

(2) MI skill acquisition, (3) participant satisfaction with teaching method/training 

experience, and (4) educational resource efficiency over the course of the study. 

Additional details are provided in Chapter Four.  

Motivational Interviewing & Competency-Based Social Work Education Evidence 

Based Practice in Social Work  

A brief discussion of evidence-based practice (EBP) in social work education 

shows that MI offers a great opportunity for bringing more evidence based practice to 

social work.  Training SW students in implementing evidence-based practice while using 
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teaching methods grounded in theory and prior research are important components of 

effective competency-based education. Despite the fit of EBP to competency-based 

education, integration of EBP into social work education has not been universal. Social 

work (SW) lacks a universally agreed upon definition of EBP (Yeager & Roberts, 2006) 

and there are varying approaches by schools of SW related to EBP. In this section, the 

conceptualization of EBP is first detailed. Then, the importance of why EBPs should be 

integrated into SW curriculum is provided.  

 EBP is conceptualized and used in two ways, as a noun and verb (Tennille, 

2013), causing confusion.  Incorporating EBP into teaching and practice is difficult for 

multiple reasons (Bledsoe et al, 2007; Najor-Durack, 2016; Tennille, 2013). Social work 

scholars describe implementing EBP in social work as a five step process (Cournoyer, 

2016; Roberts & Yeager, 2006) but the term is also used to describe interventions or 

treatments. For example, the California Evidence-Based Clearinghouse for Child Welfare 

defines evidence-based practices as “those that have empirical research supporting their 

efficacy” (CEBC, 2017). This use is echoed in a foundations practice book stating that 

EBP is “the use of treatments for which there is sufficiently persuasive evidence to 

support their effectiveness in attaining the desired outcomes” (Rosen & Proctor, 2002 as 

cited in Roberts & Yeager, 2006, p. 6).  Within the current study, , the term EBP is used 

as an intervention designation. More specifically, it is used to describe MI as an 

empirically supported treatment for behavior change.  

EBPs should be included in SW curricula (Howard, Allen-Meares, & Ruffolo, 

2007). Some SW educators and schools may feel as though EBPs are a passing trend that 

do not need to be taught, but “EBP has passed the tipping point of being a fad or rage” 
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(Barth, 2008, p. 145) Howard, Allen-Meares, and Ruffolo (2007) posit that “…the 

generalist model of social work education is pedagogically ill-suited to modern practice 

demands” and that “At a minimum, all MSW students should be able to evaluate the 

practice-relevant scientific literature and deliver at least one evidence-based intervention 

in a specific area upon graduation” (p. 564). To ensure competency in EBP, skill-based 

testing is necessary and should be employed (Howard, Allen-Meares, & Ruffolo, 2007). 

Though the need for EBP in social work has been established,  identifying EBPs 

appropriate for inclusion in SW curricula is complex due in part to the simultaneous need 

for meeting several, sometimes competing, requirements (Najor-Durack, 2016; Tenille, 

2013). The EBP must be appropriate for social work client populations, including being 

adaptable to the many different types of individuals and groups social work students 

serve. The EBP must conform to CSWE EPAS standards and be congruent with the 

National Association of Social workers (NASW) code of ethics. The EBP must also be 

feasible to teach within a social work program, both legally and logistically. Feasibility 

challenges are detailed further in the paragraphs below.  

There are challenges to integrating EBP teaching into SW education. Legally, 

some EBPs can only be taught within  a sole authorized source, such as Functional 

Family Therapy (Functional Family Therapy Website, retrieved June 20, 2016 from 

http://www.fftllc.com/) or by certified trainers, such as Parent Child Interaction Therapy 

(Parent Child Interaction Therapy Website, retrieved June 20, 2016 from 

http://www.pcit.org/certified-trainers.html). When an EBP must be taught by a certified 

trainer or sole authorized source, this impacts the ability for the EBP to be taught within a 

school of social work.  First, integration into current courses would not be possible by 

http://www.fftllc.com/
http://www.pcit.org/certified-trainers.html
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current instructors, and it would not be feasible to have all instructors certified. One could 

argue that school of social work faculty could be certified trainers of EBP, though the 

current models of faculty teaching positions and certified training positions are not 

conducive to meeting the professional obligations of both roles. MI is an EBP that social 

work instructors can legally teach, and MI teaching can be integrated into current courses 

or offered as a stand-alone training or course.   

Logistically, EBP implementation within a social work education program must 

fit within many predetermined factors including budgetary restrictions, class structure 

and timeframe, and course curriculum content. Other barriers to implementation include, 

but are not limited to: ideological differences, lack of SW representation in high quality 

EBP scientific literature (Howard, Allen-Meares, Ruffolo, 2007; Tennille, 2013), lack of 

support and time (Rubin & Parrish, 2007), and the resource intensive demands of EBP 

and an already crowded curriculum (Barth, 2008). Additionally, student opportunity and 

ability to practice skills associated with an EBP are limited due to limitations within field 

placements, a pedagogy of social work education., Field placements vary greatly, and 

field instructors’ may lack knowledge of the method and/or not have the ability to 

implement and supervise implementation of the EBP within the placement (Parrish & 

Oxhandle, 2015).  

Fit of Motivational Interviewing to Social Work Education and Practice 

MI is an EBP that can fit social work practice standards, meet the varying needs 

of the populations served and can be taught within a school of social work (SSW) by 

faculty or adjunct faculty (Hohman, Pierce, & Barnett, 2015; Tennille, 2013). SAMHSA 

recognizes MI within its national registry of evidence-based programs and practices 
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(NREPP) and MI is included in the California Evidence-Based Clearinghouse for Child 

Welfare.   MI can be integrated with other types of interventions (e.g. Chaffin et al., 

2009; Leijten, Shaw, Gardner, Wilson, Matthys, & Dishion, 2015). MI increases 

efficiency of other interventions (Dishion et al., 2008).  In addition to efficiency, MI can 

be effective at helping clients make healthy behavior change when delivered in small 

doses and in short term interventions (Gayes & Steele, 2014; Lundahl et al., 2013).  

The cohesive relationship between MI and core social work principles (Hohman, 

2012; Wahab, 2005) eases its uptake into social work education.  Although the origins of 

MI are in addiction treatment, the client centered approach and emphasis on empathetic 

listening skills (Moyers & Miller, 2013) make it well suited to social work in addition to 

other fields of practice. MI can be used with diverse and at- risk populations (e.g., 

Chaffin, Bard, Bigfoot, & Maher, 2012; Smith, Knoble, Zerr, Dishion, & Stormshak, 

2014). MI works across cultures and in various languages, making it culturally responsive 

and adaptable (Hohman, 2012; Miller et al., 2008; Smith et al., 2014).  A growing 

number of social service agencies now integrate MI into their training (Snyder, 

Lawrence, Weatherhold, & Nagy, 2012), including the use of MI in home-based child 

maltreatment prevention and family preservation services (Silovsky, Leffingwell, & 

Hecht, 2009; Strieder, Wade, Talbot, Tabor, & Collins, 2014).  Organizational challenges 

have been noted to present barriers to learning MI, so investing resources into training 

during education could be more cost and time efficient than attempting to train or retrain 

once in professional settings (Miller & Moyers, 2016).  Finally, a qualitative study 

examining implementation of MI within a child welfare agency found it to be feasible, 
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and caseworkers felt MI  was a “valuable tool” to help them in their work with families. 

(Snyder, Lawrence, Weatherhold, & Nagy, 2012, p. 9).  

MI has the potential to be cost effective, as it does not require the purchase of a 

model or demand a certification. This means MI can be taught by SW faculty within 

schools of social work, pending mastery of logistical challenges and an effective method 

of teaching. The current number of social work programs teaching MI is unknown, 

however, the literature indicates that MI has been taught to social work students at 

several schools, and the practice is increasing.  SSWs that have provided MI specific 

instruction include, but are not limited to, San Diego State University (Hohman, Pierce, 

& Barnett, 2015), University of Pennsylvania (Tennille, 2013),  University of Maryland 

(Pecukonis et al., 2016),  University of Illinois at Urbana-Champaign, and Portland State 

University  (Smith, Hohman, Wahab, & Manthey, 2017). Additionally, not only are there 

benefits to teaching MI, there is literature that students can benefit from an MI adherent 

approach to teaching by educators (Dix, 2016; Venner & Verney, 2015). Overall, MI’s 

proven effectiveness in the area of supporting client behavior change coupled with its fit 

to social work values and its appropriateness for implementation with clients who are 

ambivalent about change make it an asset for use in social work settings (Hohman, 2012) 

and a useful evidence-based practice for social work students to gain measurable 

knowledge and skills. 

Innovation in Teaching Motivational Interviewing to Social Work Students 

 Given that SW students should learn an EBP, and that MI is an EBP that is 

appropriate for inclusion in SW curriculum, methods of teaching MI to SW students 

should be well evaluated. Innovative methods for teaching MI to social work students 
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have been tested (Hohman, Pierce, & Barnett, 2015; Tennille, 2013; Pecukonis et al., 

2016) but only one study used a randomized control design and evaluated observable MI 

skill attainment using the MITI, an observational coding measure.  A randomized clinical 

trial (RCT) evaluated the impact of a Live Supervision (LS) method of teaching. LS is a 

simulation learning experience where students interact with a standardized client actor 

(SCA) and receive coaching and feedback in real-time via a supervisor watching the 

interaction via a live feed video and providing the student instruction via a wireless 

earpiece. For a description of key features of LS, please see Table 1. Results of the study 

showed that students exposed to the LS method of teaching MI demonstrated an increase 

in the MI skill of using complex reflections, as compared to teaching as usual (Pecukonis 

et al., 2016). Although this study was done within a school of social work this does not 

guarantee high replicability to other SSWs because the LS approach requires significant 

resources.  For example, in order to implement the LS approach, two class rooms must be 

used simultaneously, audio visual technology must be available and set up, standardized 

client actors must be hired and trained, and multiple teachers must be available for the 

small group learning. This makes the likelihood of widespread adoption of LS to teach 

MI small as many SSWs lack adequate space and resources to manage this level of 

complexity and cost.  Alternative, more efficient approaches deserve testing. 

The current study builds on the implications and results of the LS RCT 

(Pecukonis et al., 2016). Specifically, this study assesses LS while strengthening the prior 

study design by adding a true baseline measure and assessing the trainers for MI skill 

fidelity using an observational measure. This study also implements an innovative 

comparison group, Coding Learning (CL) that provides the same amount of training time 
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as the LS group. Lack of equal training time was a criticism of the control group in the 

prior study because the “Learning as Usual” group in the prior study was a self-paced 

online learning experience. Coding Learning (CL) is a MI training curriculum designed 

to teach novice practitioners (students) basic MI concepts and skills via a behavioral 

coding tool called the Motivational Treatment Integrity Code (MITI) 4.2.1 (Moyers, 

Manual, & Ernst, 2014). The MITI 4.2.1 was originally designed as a quantitative measure 

to assess how well a provider uses MI. In the CL learning group, core MI concepts from 

the MITI 4.2.1 are used to provide instruction that does not require the learner to have 

situational experience (in this case, MI or therapy practice experience) or contextual 

knowledge prior to the training. For additional information on key features of both LS 

and CL training, please see Table 1.  

TABLE 1: KEY FEATURES OF CURRENT STUDY MI TRAINING METHODS.  

Motivational Interviewing Live Supervision (LS) Training 

Experiential Learning Method 

Training Day 1 Training Day 2 

• 6 hours of training 

• 1 instructor 

• 1 classroom 

• Large group format 

• Focuses on foundational MI 

knowledge 

• Emphasis on the OARS  

• open-ended questions 

•  affirmations 

•  reflections 

•  and summaries 

 

• 6 hours of training 

• 4 supervisors/instructors 

• 8 classrooms, paired into 4 learning 

labs using AV equipment 

• 4 standardized client actors (SCAs) 

• 4 small student groups 

 

-Each student group works within a set of 

paired classrooms with an instructor and a 

SCA for the day.  

-Each individual student engages in a 

simulation session practicing their MI skills 

with a SCA, in a separate room. 

-The supervisor and other students watch the 

interaction from an observation room, via use 

of audio visual equipment.  

-The supervisor provides direct instruction 

and feedback about the student’s use of MI 

during the interaction.  

-The feedback and instruction is provided in 

“real-time” during the interaction using a 

microphone and ear piece.  
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TABLE 1 CONTINUED: KEY FEATURES OF CURRENT STUDY MI TRAINING METHODS.  

 -After the interaction, the student receives 

feedback in small group format from the 

instructor, other students, and the SCA.  

 

Motivational Interviewing Coding Learning (CL) Training 

Coding Learning Method 

using the MITI 4.2.1 Manual (Moyers, Manual, & Ernst, 2014) 

Training Day 1 Training Day 2 

• 6 hours of training 

• 1 instructor 

• 1 classroom 

• Large group format 

• Introductory information about MI, 

video clips, and demonstration 

• Introduction to MI concepts via 

behavior count codes 

• Includes instruction on how 

these codes are applicable to 

MI learning and MI as an 

intervention 

 

• 6 hours of training 

• 1 instructor 

• 1 classroom 

• Large group format 

• Introduction to MI concepts via 

Global codes 

• Question & Answer and Discussion 

• Coding Practice  

• Role play and discussion of practical 

application to clinical practice  

 

 

 In the current study the LS teaching method remains the same as in the Pecukonis 

et al (2016) study, while the new CL (Coding Learning) curriculum requires the same 

amount of instruction time but less demanding logistics and reduced educational 

resources and personnel costs.  To assess MI LS and CL training effectiveness, a 

randomized controlled study design was implemented within a population of SW 

students. See Figure 1 for illustration of study design. Student MI knowledge and skills 

were assessed using an observational measure before training (T1), immediately after 

training (T2) and at follow up after a semester of learning-as-usual (T3). Participant 

satisfaction was evaluated post-training. Educational resources required for each training 

method were also calculated in terms of personnel hours, educational resources units such 

as classrooms and AV sets, and estimated running costs in US dollars. This study will test 

if either training method increases MI knowledge and skill, if either training group is 
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more satisfied with their training experience, and which training method is more resource 

efficient.  In all, this study will examine whether using a coding based approach to teach 

beginning MI skills can increase feasibility of disseminating MI as an EBP within MSW 

program curricula.  

 

FIGURE 1: STUDY DESIGN.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



12 
 

CHAPTER TWO: TEACHING AND LEARNING MOTIVATIONAL 

INTERVIEWING  

 

MI instruction has no standard, manualized and required training method (Miller 

& Rollnick, 2013). The lack of a standardized training method does not mean MI is 

simple to learn or teach, or that all training methods are effective (Miller & Moyers, 

2006).  MI training has been the subject of much quantitative and qualitative research; 

however, additional research is needed to ascertain the most effective and efficient 

methods (Madson, Loignon, & Lane, 2009). This chapter will provide a review of MI 

training literature and MI training studies relevant to the creation and implementation of 

the current study. 

The design, facilitation, implementation, and impact of MI training ranges 

considerably by teaching approaches, length and intensity of training, time dedicated to 

practice, and follow up support and coaching (Barwick et al., 2012; Madson, Loignon, & 

Lane, 2009; Miller et al., 2004). This range and variety of variables complicates 

comparison of MI training study outcomes (Barwick et al., 2012; Madson, Loignon, & 

Lane, 2009). Evaluating effectiveness is further complicated due to the vast array of 

settings in which MI can be taught and implemented, and the number of studies that 

measure knowledge gain but not behavioral skill change of the practitioner. An 

observational measure is essential to demonstrating skill attainment in addition to 

knowledge gain, as research has demonstrated that self-report of skill acquisition is 

generally not related to actual demonstration of MI skills (Miller et al., 2004). 

Additionally, despite the availability of MI training research, an exhaustive literature 

search produced only four research studies where MI training was provided to SW 
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students within an academic institution (Hohman, Pierce, & Barnett, 2015; Pecukonis et 

al., 2016; Smith, Hohman, Wahab, & Manthey, 2017; Tennille, 2013).  Of the four 

studies located, only two provided outcome results related to actual MI skill attainment 

demonstrated by social work students. (Hohman, Pierce, & Barnett, 2015; Pecukonis et 

al., 2016). 

The following review of literature and prior research will begin broadly and then 

focus in specifically on the information available regarding teaching beginning MI skills 

to SW students.  First, I will summarize what is known overall about teaching and 

learning MI. Then, research containing particular criteria of interest follows. The two 

research studies available on MI skill attainment in populations of social work (SW) 

students are then described in detail. Finally, conclusions and implications related to the 

current study are provided.  

Learning Motivational Interviewing 

The lack of a standardized training method has been purposeful.  The developers 

of MI acknowledge the importance of flexibility in training--reflecting the spirit of MI as 

a whole (Miller and Rollnick, 2013).  The spirit of MI refers to the “underlying set of 

mind and heart within which MI is practiced, including partnership, acceptance, 

compassion, and evocation” (p. 413).  As in MI practice, in which the practitioner does 

not take the role of expert and partners with the client, MI experts do not demand that 

people train a specific way. In short, people can teach and learn MI as they feel best fits 

their circumstances. Instead, MI competent trainers share knowledge when solicited and 

support teachers and learners in knowing what may or may not work best in their 

particular setting under a variety of circumstances.  If the learner is resistant or in 
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disbelief that MI could be effective, am MI consistent trainer with roll with the learner’s 

resistance and model MI consistent communication styles in their teaching.  

Nonetheless, MI does have core components which must be learned and can be 

assessed.  Acknowledging the complexity of achieving competency in MI, Miller and 

Moyers (2006) provide a framework identifying eight core components for becoming MI 

competent. A competent MI practitioner must demonstrate: 

1. An openness to collaboration with clients’ own expertise 

2. Proficiency in client-centered counseling, including accurate empathy 

3. Recognition of key aspects of client speech that guide the practice of MI 

4. Eliciting and strengthening client change talk 

5. Rolling with resistance 

6. Negotiating change plans 

7. Consolidating client commitment 

8. Switching flexibly between MI and other interventions.  

 

The development of these skills does not necessarily occur in a pre-defined progression, 

but all are necessary for competent MI practice. Miller and Rollnick (2013) further 

specify learning tasks that correspond to these core skills:  

1. Understanding the underlying spirit with which MI is practiced 

2. Developing skill and comfort with reflective listening and client centered skills of 

asking open ended questions, affirming, reflecting, and summarizing (OARS) 

3. Identifying change goals toward which to move 

4. Exchanging information and provided advice with an MI style 

5. Being able to recognize change talk and sustain talk 

6. Evoking change talk 

7. Responding to change talk in a way that strengthens it 

8. Responding to sustain talk and discord in a way that does not amplify it 

9. Developing hope and confidence 

    10. Timing and negotiating a change plan  

Overall, skill acquisition in MI is an ongoing process, rather than a one-time 

learning event, as “MI is not a technique, but an integrated set of interviewing skills” (p. 

334).  Practice and feedback from experienced MI trainer or coach based on a trainee’s 

observed MI skill use are essential to develop proficient MI skills (Miller & Rollnick, 
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2013). Gains in knowledge and beginner skills can be seen after short trainings (Miller et 

al., 2004) but continued performance feedback from an experienced MI trainer appears 

necessary to prevent drift (Dunn et al., 2016; Miller et al., 2004)  

Teaching Motivational Interviewing  

As previously indicated, comparison of MI training effectiveness is difficult due 

in part to the vast range of training characteristics, settings, and quality of research 

evaluating trainings. As a result, a review of all MI training literature is not within the 

scope of the current project. Instead, information from trainings with characteristics most 

applicable to the current study are briefly described below (See Table 2 for study 

descriptions and examples of some of the study characteristics and comparisons made in 

the study). Whereas this table offers a broad look at past MI training effectiveness 

studies, as a whole, it is followed by a comprehensive summary of the two studies 

meeting all search criteria (an MI training study specifically implemented for social work 

students in an academic setting, containing a measure of skill attainment). As a basis for 

comparison between prior investigations and the current study, characteristics of the 

current study are identified in the last column of the corresponding row of Table 2.  

TABLE 2: MI TRAINING STUDY CHARACTERISTIC CONSIDERATIONS.  

Characteristic/ 

Variable 

Description/Range/Type Current Study 

  Study Design  Studies range from RCT, Quasi-Experimental with 

control group, to simply pre-post, or just post training 

evaluation/satisfaction survey  

RCT  (w/ three time points 

pre, post, and follow up)  

 

 

 

 

 

 

 

 

 

Students  

What kind of students?  

Ex: med, dental, psych, SW 

 

 

 

 

 

 

 

What educational level?  

Ex: Bachelors, Masters, etc.? 

 

 

 

What type of professionals? 

Ex: Nurse, Dentist, Social 

Work, ER Doc, etc.?  
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TABLE 2 CONTINUED: MI TRAINING STUDY CHARACTERISTIC CONSIDERATIONS.  

Study Sample Practicing 

Professionals 
Working in what setting? 

Ex: Substance Abuse clinic, 

hospital, state agency 

In outpatient, inpatient, 

community based, in-home?  

Working with what type of 

clients? Families with children, 

individual, SES, diversity? 

Licensed? Unlicensed?  

Educational Level? 

 

BSW and MSW students 

who will be working with 

families   

 

 

 

 

 

Instructor/Trainer

/Educator   

 

 

Knowledge of MI &  

Fidelity of MI Practice  

How is this demonstrated? Ex: 

Observational Assessment of 

MI Skill (Coding via MITI or 

other tool?) or “Expert” 

Qualifications (via membership 

in the MINT or other 

experience)  

 

Fidelity of Trainers to MI 

assessed via MITI 4.2.1 

Coding of SCA interaction  

Trainer Characteristics 

Ex: Engaging, 

personable, 

responsive, etc. 

How are they assessed? Ex: 

quality assurance means, or 

participant satisfaction surveys 

or course evaluations?  

Participant satisfaction 

with trainer/training via 

post training evaluation 

forms   

 

 

MI Use/ 

Desired Target 

Change Training 

Specified 

Ranges from explicitly specific to more broad   

  

Specific Ex: Substance use cessation for SA clinicians or 

dental care adherence for dentist or dental technicians  

 

Broad Ex: Social workers working with families/parents 

on behavioral change issues related to safety, 

permanency,  and well-being of children 

 

 

Focus on changes in 

parenting behaviors related 

to child safety and well-

being  

 

 

 

 

Setting for 

Training/ 

Learning 
 

 

 

As part of a 

requirement for 

undergrad or graduate 

student?  

 

  

Class course? 

Course 

Segment? 

Training or 

Seminar? 

Internship or 

field 

placement? 

Required? 

 

Elective?  

 

Graded? 

 

Ungraded? 

 

 

 

 

MI Training was 

mandatory for new Title 

IV-E (child welfare) Social 

Work Students. 

 

 

Participation in research 

was voluntary.  

Training within a work 

setting? 

 

Post degree continuing 

education workshop or 

professional 

development training? 

 

Voluntary 

participation?  

Mandated by 

work setting 

or 

certification 

requirements? 

Participation 

or none?  

 

Competency 

demonstrate 

required? 

 

Pass/Fail?   

 

Theoretical 

Foundations  

 

Range from studies not citing theoretical foundations for 

teaching methods to some literature providing theoretical 

background for MI as intervention   

Trainings guided by a 

framework of adult 

learning and application of 

model of adult skill 

acquisition.  
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TABLE 2 CONTINUED: MI TRAINING STUDY CHARACTERISTIC CONSIDERATIONS.  

 

 

Teaching 

Format/Training 

Design and 

Facilitation  

Teaching formats vary  

from self-taught or 

online virtual courses 

to trainings with live 

supervision to a course 

with a range of 

teaching methods such 

as  lecture, role play, 

coding, video and 

actual demonstration, 

readings, etc.  

What is the percentage of 

presentation or passive learning 

and what type?  

Ex: Watching a video or 

listening to a presentation  

  

What is the percentage of 

experiential or active learning 

and what type? Ex: Live 

Supervision and/or coding 

transcripts  

 

 

Teaching of MI skills 

through use of MITI 4.2 

Coding Concepts (CL)  &  

Live Supervision using 

SCAs  (LS) 

 

Length of 

Training  

Trainings and learning experiences can range from an 

hour to days to weeks.  Additionally, within studies, 

comparison conditions can range in length of time 

presenting a potential dosing issue.  

Both conditions contain 12 

hours of training over 2 

days (6 hours each day), 

provided in 3 hour 

increments with an hour 

lunch break in-between.  

 

Cost  

Costs for MI training can range substantially based on 

several factors including but not limited to the facilities 

and technology used, SCA involvement, trainer 

availability/fees, and how many participants can be 

accommodated.   

# of personnel resource 

hours, educational resource 

units, and estimated cost 

per training group is 

provided  

Follow up 

support/Feedback

/Coaching  

Trainings range from providing no follow up support, 

feedback, or coaching, to offering but not requiring, to 

providing 3+ months included with training condition  

 No structured follow up or 

coaching 

provided.“Teaching as 

Usual” via Field Instructor 

Feedback.   

 

 

 

 

Outcomes/DVs 

The outcomes/DV 

examined could be of 

knowledge attainment, 

behavioral skill 

assessment, 

willingness to learn 

MI, and others such as 

the percentage of time 

spent practitioner 

spends talking    

Ex: Within behavioral skill 

alone, there are hundreds of 

DVs/ outcomes that could be 

examined, in dichotomous, 

categorical, or continuous form. 

For example, just within the 

MITI, there are 4 Global scales 

which evaluate the skills of 

Empathy, Partnership, 

Cultivating Change Talk, and 

Softening Sustain talk, and 10 

behavior counts, which can 

then be used to create summary 

scores.  

MI Knowledge 

Participant Satisfaction 

(aggregate and 

anonymous) 

Skill Attainment: 

Ratio of Reflections to 

Questions 

Complex Reflections 

MIA Statements 

MINA Statements 

Relational Global 

(Partnership & Empathy) 

 

 

 

 

 

Measures/Testing 

Methods  

 

Observational  A variety of validated and 

reliable observational measures 

can/have been used.  

 

Additional questions include 

are the interactions with SCAs, 

Actual Clients, Role Plays or 

Real Plays?  

MI Skill gain will be 

assessed quantitatively by 

evaluating participant 

interaction with a SCA and 

rated using the MITI 4.2.  

MI knowledge gain will 

be assessed using the 

MIKAT. 

Satisfaction will be 

assessed via Post 

Workshop Evaluation 

Forms  

Self-Report  A range of self-report measures 

have been used.  

Additional questions include 

When and how were self-report  
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TABLE 2 CONTINUED: MI TRAINING STUDY CHARACTERISTIC CONSIDERATIONS.  

  A measures administered? 

What measures were used?   

 

Implications &  

Consideration of 

Client 

Outcomes…. 

Implications for training development and future research 

range based on all of the above factor.  An additional 

consideration if practitioner MI skill correlates to actual 

client behavior change, as this data is most often not 

available.  

 

None at this time.  

Role of Instructor/Educator 

 The impact of instructor or trainer ability and characteristics on the experience 

and learning of trainees is an important and often overlooked consideration in research 

evaluating efficacy of MI as an intervention (Miller & Rollnick, 2014).  The lack of 

consideration regarding the impact of a trainer’s qualifications, abilities, or characteristics 

might have on a training participant’s experience also appears to be true in research 

evaluating the efficacy of MI trainings. Studies will often report on the efficacy of the 

training, by implementing a measure of MI knowledge and/or skill, but are more likely to 

report on tangible aspects of the training such as curriculum, format or structure, and less 

likely to consider, evaluate or report the impact of trainer characteristics on knowledge 

and skill acquisition. For example, a study might provide a description of the teaching 

methods (i.e. lecture, role play, small group activity) but not provide a description of 

trainer characteristics and qualifications. Instructor characteristics and qualifications are 

an important part of the implicit curriculum and thus should be considered when 

evaluating the effectiveness of a teaching or training approach.  

No reliable and valid instrument is currently available to assess MI teaching 

(Smith, Hohman, Wahab, & Manthey, 2017). Recognizing the importance of teacher 

qualities Smith and colleagues (2017) recently developed and tested a student-report 

measure of MI teaching quality called the Evaluation of Motivational Interviewing 
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Teaching (EMIT) Scale.  The EMIT includes items evaluating MI consistent and 

inconsistent teaching practices of the instructor. Items included rating statements such as 

“Was quite critical of my MI practice mistakes” and “Tried to persuade us to use MI, 

even if we had doubts”.  The authors identified two subscales representing MI-consistent 

and MI-inconsistent teaching practices. Additionally, quality does not necessarily 

indicate effective; it is unknown if EMIT measure results correlate with actual student 

knowledge or skill gain. Although the EMIT was not available at the time of this study, it 

suggests the important role of the teacher in training studies. 

The role of the teacher in MI training matters, and variability within and between 

trainers is often not considered or measured. In the absence of a measure of teaching 

quality, in behavioral interventions, assessment of fidelity to the model is often used as a 

measure to evaluate if the intervention was delivered as intended. Within MI, if there is 

no assessment of fidelity, one cannot be sure that what was provided was the intervention 

that was intended is the (Miller & Rollnick, 2014).  In MI research, fidelity of the 

provider is generally reported on a group level rather individual (Hall et al., 2015 from 

Dunn et al., 2016). Performance can also vary within provider. A recent study of 15 MI 

providers found that over a period of three years, within-provider variability in regards to 

MI proficient practice delivery was generally larger than between-provider variability in 

brief drug use interventions with actual patients in primary care clinics (Dunn et al., 

2016). Thus, inconsistent MI performance has been documented even in cases where 

fidelity was initially demonstrated and continued practice and supervision was provided. 

In summary, implicit curriculum characteristics, such as trainer qualifications, are an 
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important consideration in addition to explicit curriculum considerations, such as 

teaching method and course content.   

Role of the Learner/Study Sample 

MI training has been more frequently implemented with professional staff in the 

field than with students within traditional academic settings (Hohman, Pierce, & Barnett, 

2015; Madson, Loignon, & Lane, 2009). MI trainings for SW students are even less 

common.  MI research has shown that people of all education levels can learn MI (Miller 

et al., 2004), though a great investment of resources and incentives may be necessary for 

participants with lower baseline skills (Moyers et al., 2007). Comparison of training 

approaches is challenging due to the paucity of populations with student samples, and 

because each academic setting likely differs in curriculum requirements and training 

design and facilitation. Two systematic literature reviews on MI training were located at 

the time of writing and one contained samples of students (Madson et al., 2009) and one 

did not (Barwick et al., 2012).  Furthermore, the one that did contain students included 

mostly medical students and did not contain any samples of mental health graduate 

students (psychology, social work, or counseling).  

Noting the dearth of available research on students, Madson and colleagues 

(2013) conducted a quasi-experimental study on teaching MI to undergraduate 

psychology students (n=83), evaluating three teaching approaches: a 1 hour MI lecture in 

a counseling theories course, a 1 week intensive MI course, or a 16 week extended MI 

course (Madson, Schumacher, Noble, & Bonnell, 2013). The students in the extended and 

extensive courses demonstrated greater increases in MI knowledge (as measured by the 

Motivational Interviewing Knowledge Assessment Test, MIKAT) confidence (as 
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measured by the Motivational Interviewing Self-Skill Assessment) and skills (as 

measured by the VASE-R) than those students in the lecture. There were no post-course 

differences in proficiency abilities between the extended and intensive course. These 

results indicate that MI skills could be learned and demonstrated by students with no 

outside practice experience in a relative short, intensive time period (Madson, 

Schumacher, Noble, & Bonnell, 2013). Measuring skills using the VASE-R, bachelor’s 

level SW students also demonstrated significant MI skill gains over a semester long 

course using a variety of teaching methods (Hohman, Pierce, and Barnett, 2015).  

Teaching method effectiveness can vary based on the experience of the 

student/learner. Educational level made a statistically significant difference in learning in 

a study comparing the effectiveness of video supervision to teleconference supervision 

(Carpenter et al., 2012). Video supervision had the most impact on MI skills for those 

with graduate degrees whereas teleconference supervision worked better for those 

without.   

Teaching Format/Training Design and Facilitation 

A vast array of MI training designs and facilitation techniques have been used by 

investigators.  Training tools include self-study (Olmstead, Carroll, Canning-Ball, & 

Martino, 2011), online virtual-world platforms (Mitchell et al., 2011), coaching and 

feedback specific to the learner’s performance (Croffoot, Krust Bray, Black, & Koeber, 

2010) and live supervision (LS) using SCAs,  (Pecukonis et al., 2016).  Didactic 

instruction and experiential training methods, not CL or LS, are most commonly used--

typically in a workshop form, and often in combination (Barwick et al., 2012; Madson, 
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Loignon, & Lane, 2009). MI training primarily based on coding learning (CL) has not 

been previously used prior to the current study.  

Live Supervision. MI trainers have rarely used live supervision (LS) to promote 

skill acquisition.  Smith et al. (2012), an exception, explored the effectiveness of LS via 

teleconference supervision (TCS) vs video supervision with a group of substance abuse 

clinicians and found that LS was, generally, more efficacious. Teleconference 

supervision provided in-the-moment supervision, LS, via teleconference (TCS). Video 

supervision provided supervision post-interaction (not in-the-moment) based on video of 

the interaction. An additional analysis with the same data had indicated effectiveness of 

teaching design and facilitation could vary based on the experience level of the learner 

(Carpenter et al., 2012). Considering differences in experience level and characteristics of 

the learner, video supervision was the most effective teaching method for skill 

development with participants holding graduate degrees whereas TCS worked better for 

those without graduate degrees (Carpenter et al., 2012).  In a sample of social work 

students, LS was found to be more effective than an online study course for teaching the 

skill of complex reflections, but no significant differences were found between groups in 

other areas of MI adherent and non-adherent behaviors over time (Pecukonis et al., 2016).  

Standardized Client Actors/Simulation. Use of SCAs and simulation for 

training and evaluation in MI, and other psychosocial interventions in general, began to 

occur and develop more recently, despite having been used in the medical professions for 

some time (Baer et al., 2004). Use of SCAs and simulation is becoming more common, 

but not typical or standard practice. For example, five of 28 studies in the 2009 

systematic review used SCAs in experiential learning activities (Madson et al., 2009).  A 
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subsequent systematic review contained two of the five studies in the previous review, 

but no new studies with SCAs (Barwick et al., 2012).  

Results indicate increases in MI skill from using SCAs as part of an experiential 

training design is possible. A sample of healthcare professionals who were randomly 

assigned to practice skills with either a SCA or a fellow trainee found that both groups 

demonstrated gains with no statistically significant difference in level of MI competence 

between groups (Lane, Hood & Rollnick, 2008). Use of SCAs in a RCT examining MI 

training found that while clinicians were able to demonstrate gains from training when 

interviewing a SCA, the responses of the actors “were not representative of how actual 

clients respond to MI”, and the actors “tended to reproduce the same script.” (Miller et 

al., 2004, p. 1060).  The SCAs were also observed to be more difficult than typical clients 

and, as a result, the researcher cautioned that if the goal is to see how training impacts 

client response to clinicians, use of SCAs may not be optimal.  

Implications of research and professional observation in the area of simulation 

indicate additional research on the use of SCAs for MI training and testing is needed to 

determine the circumstances under which SCAs are most effective and efficient. The 

need for additional research on the use of SCAs for child welfare worker trainer has also 

been documented (Bogo, Shlonsky, & Serbinkski, 2014). Use of SCAs for teaching via 

LS in a sample of social work students specializing in child welfare was more effective 

than teaching as usual only for the MI Skill of complex reflections (Pecukonis et al., 

2016). This study is described in more detail in the next section.  

Coding as a Teaching Technique.  To date, to this writer’s knowledge, no 

training study has evaluated the effectiveness of learning to code using the MITI 4.2.1 
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(Moyers, Manual, & Ernst, 2014) as the primary mechanism to teaching beginning MI 

skills.  Personal communication with others in the field of MI research also indicates no 

published research studies exist that have implemented and evaluated the effectiveness of 

learning MI via learning MITI coding. Hohman and colleagues (2015) used one week (~ 

2.5 hours) of a fifteen-week course to teach bachelor level social work students about 

MITI coding concepts and practice. They note that the classroom setting allows for many 

strategies for providing feedback and they suggest the most efficient feedback approach 

“is to teach students basic coding skills so they have the ability to assess their own 

recorded interviews” (p. 295).   Exploratory research is needed in this area due to the 

potential for a training method that offers ease of accessibility, efficiency of cost, and a 

low-risk learning environment for participants who are novice MI practitioners.   

Cost 

 The cost and effort of MI training is a decision factor for many program 

administrators seeking to expand their evidence-based practices, particularly considering 

the cost of fidelity assurance and ongoing monitoring.  Recognizing this concern, other 

investigators have endeavored to reduce the cost of MI training.  A train-the-trainer 

model could be effective, where expert trainers provide initial trainings to develop a 

group of staff that can then provide subsequent trainings within an organization (Doran, 

Hohman, Koutsenok, 2011; Olmstead, Carroll, Canning-Ball, & Martino, 2011).   In a 

study of training juvenile justice services (JJS) employees, budget restrictions altered 

plans to hire expert MI trainers, trainers who are members of the Motivational 

Interviewing Network of Trainers (MINT), to train all of the staff members. Instead of 

expert MI trainers providing all of the MI training for staff, an expert MI trainer trained 
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JJS employees who then trained the staff (Doran, Hohman, & Koutsenok, 2011).   A 

train-the-trainer model was implemented, and findings indicated that pre to posttest MI 

knowledge (as measured by the Motivational Interviewing Knowledge and Attitudes 

Test) and skill gains (as measured by the Worker Responses Questionnaire) did not vary 

between the participants trained by employee trainers and expert trainers (Doran, 

Hohman, & Koutsenok, 2011).  A quasi-experimental study sought to determine the cost 

and cost effectiveness of teaching clinicians MI through 3 different models of training: 

self-study, expert-led, or train-the-trainer format (Olmstead, Carroll, Canning-Ball, & 

Martino, 2011).  The expert-led training was the most expensive yet most effective 

teaching method for producing clinicians that could meet MI performance standards at 12 

week follow up (Olmstead, Carroll, Canning-Ball, & Martino, 2011).  The train-the 

trainer was the next most effective, and the self-study was the least effective (Olmstead, 

Carroll, Canning-Ball, & Martino, 2011), thus also demonstrating the important role of 

the trainer, and considerations of cost effectiveness.  

Motivational Interviewing Skill Attainment in Social Work Students 

Few studies examine MI training provided to SW students within an academic 

institution (Hohman, Pierce, & Barnett, 2015; Pecukonis et al., 2016; Smith, Hohman, 

Wahab, & Manthey, 2017; Tennille, 2013). Of the four studies located, only two 

provided outcome results related to actual MI skill attainment (Hohman, Pierce, & 

Barnett, 2015; Pecukonis et al., 2016). One study that provided MI training but did not 

measure participant MI skill attainment was implementation of a measurement tool to 

assess MI teaching (Smith, Hohman, Wahab, and Manthey, 2017). Another study focused 

on the feasibility of teaching an EBP in diads of SW students and SW field instructors 



26 
 

(Tennille, 2013) but did not report on measures of actual MI skill attainment of study 

participants.  Of the MI training studies implemented in populations of SW students that 

did provide outcomes related to actual MI skill attainment,   one evaluated a semester 

long course (Hohman, Pierce, & Barnett, 2015) and one evaluated a three day training 

(Pecukonis et al., 2016). Only one study was an RCT and used the Motivational 

Interviewing Treatment Integrity Coding (MITI) coding system as a quantitative 

observational measure of participant behavior change (Pecukonis et al., 2016), and only 

one had an indicator of trainer fidelity, via the Motivational Interviewing Network of 

Trainers (MINT) membership (Hohman, Pierce, & Barnett, 2015). Additional details are 

provided in the following two sections.  

Motivational Interviewing Social Work Course 

 A quasi-experimental study conducted by Hohman, Pierce, and Barnett (2015) 

evaluated the effectiveness of a 15 week social work undergraduate MI course on student 

MI skill attainment. The course contained take-home work and 37.5 hours of class time. 

Teaching methods included lecture, discussion, real play (practice MI interactions where 

participants identify a target change behavior they are personally interested in rather than 

pretending to be a client and role playing a scenario), role-play, videos, demonstrations, 

and other exercises, including a week on MITI coding system content and practice 

(Hohman, Pierce, and Barnett, 2015). The sample size was 137 students clustered into 

four sections of the MI course over a two year time period. Fidelity was not specifically 

mentioned, but the study did indicate that both instructors were members of the 

Motivational Interviewing Network of Trainers (MINT) which currently requires 

submission and review of a trainer audio sample of MI practice to ensure MI competency 
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prior to admittance. Measures were student demographic data, the Video Assessment of 

Simulated Encounters (VASE-R), and the Helpful Responses Questionnaire (HRQ). Pre-

test and post-test scores were analyzed for differences using paired t-tests (Hohman, 

Pierce, and Barnett, 2015).  

Results demonstrated that students’ overall scores increased in a statistically 

significantly manner for the HRQ and the VASE-R from pre to post-test (Hohman, 

Pierce, and Barnett, 2015). The HRQ measures empathy and reflective listening ability, 

with a total possible range of 6-30. The overall mean HRQ score improved to 22.07 from 

7.08.  The VASE-R indicated that at baseline, 35.6% of student responses provided 

answers that would illicit resistance in clients (confront, argue, warn, advise, or educate) 

and 30.7% of the responses were neutral or non-furthering, with 18.7% of the neutral 

being question asking. Only 16.4% of student answers were categorized as MI adherent 

or “correct” in nature (reflections/summaries) and only one student had an overall 

beginning proficiency score, as defined by the VASE-R, at baseline. After the training, 

analysis indicated student scores in MI skills of reflections, summaries, responding to 

resistance, eliciting change talk, and developing discrepancies all increased significantly. 

The percentage of students at or above beginning proficiency skill level at post-test 

ranged for each skill from 75% for eliciting change talk to 90% for summarizing. 

Eliciting change talk had the lowest number of students meeting beginning proficiency 

marks, indicating a potentially more advanced skill that is more difficult to acquire in 

early stages of learning, while summarizing can more easily be acquired in a variety of 

practice settings. Additionally, 82.1% of students met beginning proficiency level of 
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reflective listening: 81.5 % for responding to resistance and 83.3% for developing 

discrepancies (Hohman, Pierce, and Barnett, 2015).  

In summary, this study demonstrated that a 15-week MI course statistically 

improved BSW students’ MI skills over the course of a semester, as measured by the 

VASE-R and HRQ. A strength of the training identified by the authors was the ability to 

implement training activities in the classroom that cannot be easily implemented in the 

field, with emphasis on strategies for providing feedback to students. Teaching students 

basic coding skills so they can assess their own recorded interviews was highlighted as 

the best feedback approach. Peer feedback based on coding from live observation was 

also mentioned, and a third approach was having teachers provide feedback, though this 

was acknowledged as least feasible with large classes (Hohman, Pierce, and Barnett, 

2015). Limitations identified were focused on the methodology of the research and 

included generalizability to other populations of learners, having instructors participate in 

data coding (though blinded to participant name), and a testing effect due to using 

measures as pretest and also in final exams.   

This dissertation study is similar to the Hohman, Pierce, and Barnett study (hence 

“Hohman”) in that the role of educator and student are similar (educators trained in MI 

teach MI skills to social work students) but the dissertation study differs in 

teaching/training design and facilitation, as well as research methods. Regarding 

differences in design and facilitation, Hohman provided over 37 hours of MI instruction 

to their students over the course of a semester, whereas the current study provides just 12 

hours of instruction in two days. Some teaching methods are similar (this study and the 

current study both contain lecture, discussion, videos, & coding instruction).  Hohman 



29 
 

did not provide “in-the-moment” supervision using SCAs, characteristic of the LS in the 

current study. Additionally, the Hohman study used a large classroom with one instructor 

in a graded course. The current study uses a typical classroom setting for CL, but there is 

also a small group, standardized patient setting learning experience for LS. The current 

study implemented training prior to the semester and it was not a for-credit course, 

therefore performance was not graded.  Lastly, Hohman appeared to use a multitude of 

teaching methods and approaches over the course of the semester; whereas the current 

study indicates a primary approach of either live supervision or coding-based instruction.   

Motivational Interviewing Training 

Pecukonis and colleagues (2016) compared the teaching method of Live 

Supervision (LS) to an online training designed to be comparable to teaching as usual 

(TAU). Fifty-four SW students (BSW and MSW) were randomized to either the 

intervention (LS) or the control (TAU). The intervention group experienced one day of 

didactic training and two days of LS training, while the teaching as usual group (TAU) 

experienced one day of didactic training and a self-paced online training that was 

accessible for 48 hours in the same time period as the LS training. LS training is a 

manualized training that involves two steps: reviewing key MI concepts in large group 

sessions and then SCA interviews/interactions in small group (n=5) settings. The small 

group learning experiences are facilitated by MI trainers with the goal of shaping MI 

intervention strategies along the four stages of MI (engagement, focusing, evoking, and 

planning) via real time feedback to the student learner interacting with the SCA (aka live 

supervision).  In the small group, each student takes a turn interacting one-on-one with a 

SCA. During this time, the student receives in-the-moment feedback from the trainer via 
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an earpiece. Following the one-on-one SCA interaction, each student receives feedback 

in the small group from his or her peers and the SCA.  The TAU online training consisted 

of independent reading, review of PowerPoint Slides, and MI training video clips.  

Fidelity was not measured and trainers were not members of the MINT. Their 

expertise and experience with MI training was described as “experienced social work 

clinical faculty in child welfare” who completed twice monthly MI trainings over a 2 year 

period with standardized client actors (SCAs) and actual clients (Pecukonis et al., 2016, 

p.489) All trainers had experience providing LS MI training to SW students prior to the 

training implementation (Pecukonis et al., 2016).  

Study outcome measures included demographics, the General Self-Efficacy Scale 

(GSE) developed by Schwarzer and Jerusalem (1995), the Perceptions of Motivational 

Interviewing Scale developed by Cronk and colleges (2012), Training Satisfaction 

Surveys, and the MITI 3.1.1, developed by Moyers and colleagues (2010). The MITI has 

two components, global scores and behavior counts. Both the global scores and behavior 

counts were used to assess MI proficiency of study participants. Global scores (range 

from 1 to 5) are meant to capture an overall judgement about the dimension displayed by 

the worker. The globals in the MITI 3.1.1 include Direction, Empathy, Partnership, 

Collaboration, and Autonomy and Support. Behavior counts are tallies of specific 

behaviors. These counts occur from the start to the end of the coded segment and include 

behaviors such as questions and reflections (Moyers, Martin, Manuel, Miller, & Ernst, 

2010).  

Students were measured at four time points, over a period of five months. 

Students were measured prior to a one-day didactic training (T1), the day after the 
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didactic training (T2), the day after the two-day LS or TAU training (T3), and follow up 

four months post training, after the semester ended (T4). Only globals and not behavior 

counts were available at T1 (pre-test) for the MITI, an acknowledged study limitation 

(Pecukonis et al., 2016).  

Groups did not differ across time in report of self-efficacy as measured by the 

GSE.  Regarding perceptions of MI, both groups increased across time in their positive 

perception of MI; there were no statistically significant differences between the LS and 

TAU groups.  The MITI observational measure of student skills indicated LS was found 

to be more effective than TAU for teaching the MI summary score of Percentage of 

Complex Reflections. Significant differences did not exist between groups and across 

time for MI summary score skills of Reflection to Question Ratio, Percentage MI 

Adherent, Percentage Open Questions and the Spirit Global (Pecukonis et al., 2016). 

When examining the percentage of students in each group who met beginning proficiency 

level at T4, the LS group had more students who met beginning proficiency for 

Reflection to Question ratio (defined as 1 to 1.99) than the TAU group, to a statistically 

significant level. The LS group had more students in each group who met beginning 

proficiency levels as compared to the TAU group for Global MI Spirit (defined as 3.5), 

Percentage Open Questions (defined as 50% to 69%), Percentage MI Adherent (defined 

as 90% to 99%), and Empathy (defined as 3.5); however, these differences were not 

statistically significant (Pecukonis et al., 2016).  

In summary, LS was more effective than TAU at teaching the skill of Complex 

Reflections. Trends across time were more positive for the LS group in other areas, but 

the results did not significantly differ from the TAU group. Strengths identified by the 
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authors include adding to the body of MI training literature by examining the effect of 

experiential training on the process of learning MI skills in a group of SW students.  

Pecukonis, et al., (2016) was the first study to implement a RCT with SCAs to assess MI 

skill attainment among SW students in child welfare.   Limitations for this study included 

lack of a pre-test measure for MI skills other than empathy, a small sample size, no 

compliance indicator for TAU participants, and no standardized measure of fidelity 

across supervisors (Pecukonis et al., 2016). 

The current study builds upon the results from the Pecukonis study. The current 

study is similar to the Pecukonis study in the areas of educator and student role 

(educators trained in MI teach MI skills to social work students) but differs in aspects of 

teaching/training design and facilitation. Regarding design and facilitation differences, 

Pecukonis and colleagues provided MI instruction over a period of three days, whereas 

the dissertation study provides 12 hours of instruction in two days to both study groups. 

Additionally, the prior study provided 6 hours of didactic instruction to all participants, 

then the LS group received 16 more hours of group MI instruction while the TAU group 

engaged in self-paced MI learning over a period of 48 available hours.  Lastly, the 

Pecukonis study and dissertation study differ in learning settings: Pecukonis compared 

LS to an online TAU format, whereas in the current study, both groups receive equal 

hours of group training time, in LS and CL formats.   

Summary and Implications 

In conclusion, the most effective training methods for SW students to gain 

observable MI skills are unknown. The majority of the MI training research involves 

samples of practitioners rather than students, and there are only two studies with skill 
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attainment outcomes for populations of SW students. There have been mixed results on 

the use of SCAs and LS, with no conclusive evidence that the additional expense and 

logistics coordination results in additional MI skill attainment compared to less costly and 

less labor-intensive options. Additionally, no studies evaluated the use of coding as a 

primary method of instruction.  A pair of observations arising from participating as 

Research Coordinator in Pecukonis et al (2016) led to the hypothesis that an initial MI 

training that breaks down complex skills into more concrete concepts, and provides more 

“rules” and structure initially may be beneficial for beginning MI learners. Observations 

of participants indicated that “context-free” features may have been helpful for learners 

who had little to no clinical experience with clients, such as new social work students. 

The benefits to MI clinical practice by learning an MI coding system was also observed. 

These observations arose from being trained as a research assistant to code data for the 

Pecukonis et al. (2016) study. Coding training provides a mechanism to understand and 

recognize crucial aspects of MI, thus providing an opportunity for skill building.  

Additional research on implementing and evaluating MI training methods with SW 

students is needed and the value of this research will be greater with the inclusion of 

factors related to cost, trainer, and training methodology, design, and facilitation.    The 

current study builds upon the strengths, limitations and implications of the two studies 

related to teaching MI to SW students reviewed above, and relevant aspects of the 

broader MI training knowledge.  Efforts to integrate the prior literature and research into 

the currently proposed study include methods related to training design and facilitation, 

implementation, and research design. Lastly, this study takes into consideration that 
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learning MI is a process and attempts to account for this theoretically and 

methodologically, as described further in Chapters 3 and 4. 

CHAPTER THREE: THEORETICAL FOUNDATIONS 

This chapter describes the theoretical approaches informing this study. 

Theoretical foundations strengthen research design, implementation, and evaluation, and 

provide a structure for scientifically based information sharing and advancement of 

knowledge (Carpiano & Daley, 2006).  A framework of adult learning is presented and 

then a five stage model of adult skill acquisition is outlined and applied. Respectively, 

these concepts operate along a continuum, with the scope decreasing as the logical 

connectedness and specificity increase (Carpiano & Daley, 2006). Adult learning and the 

model of adult skill acquisition are connected to the research study aim of examining the 

most effective teaching method for adult student learners to acquire MI skills.  Effective 

teaching methods move through stages of adult skill acquisition sequentially, starting at 

the learner’s current skill stage.  The present study is informed by the observation that 

matching the teaching methods to the skill stage of the learner can result in increased 

learning of beginning MI skills over time.  

Framework of Adult Learning 

A framework for adult learning should be able to inform training of social work 

students who have an average age well into their 20s.  A framework, which is broader 

than a theory, “…identifies a set of variables and the relations among them that are 

presumed to account for a set of phenomena” (Carpiano & Daley, 2006, p. 565).  A 

framework does not provide explanations for outcomes, but organizes inquiry and 

structures theory development (Carpiano & Daley, 2006). Understanding what factors 
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shape adult learning can help guide the development and evaluation of social work MI 

training curricula.  

 Merriam and Bierema (2014) provide a framework for adult learning, identifying 

(1) the role of the educator, (2) the role of the learner, (3) the process of learning, (4) the 

context in which the learning occurs, and (5) the design and facilitation of learning by 

putting into practice theories and concepts via creation of learning experiences for diverse 

learners.  Thus, the variables of educator, learner, process, context, and design and 

facilitation should all be valued and considered in development and evaluation of adult 

learning. The role of the educator in learning is often overlooked (Merriam & Bierema, 

2014), especially when the accomplishments of the learner are focused on, as is often the 

case in the United States (Gitterman, 2004). This occurs in MI training research when 

student skill outcomes are measured, but there is no measure of trainer MI competence or 

qualifications (Miller & Rollnick, 2014). Additionally, the context is not always 

specifically described or considered, and the design and facilitation not adequately 

detailed.  For example, while all teachers have theories that drive their teaching, they may 

or may not be able to explicitly identify or describe the theories (Tracey & Morrow, 

2012), which then limits evaluation and use in implicit and explicit curriculums. 

The current study addresses each aspect of the adult learning framework in 

several ways. First, training and measuring the educators for fidelity to the practice skills. 

Second, acknowledging the role of the learners as students, with minimal to no clinical 

experience and without prior MI training, which differs from professionals in the field. 

Third, by including measures of both knowledge gain and behavioral skill of the learner 

in an effort to evaluate the process of learning MI. Fourth, by planning and considering 
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context via implementation by using SCAs and specifying the physical learning 

environment. And finally, by implementing trainings designed and facilitated to be 

unique learning experiences based on two different teaching methods and concepts 

related to adult MI skill acquisition.    

Model of Adult Skill Acquisition 

Many researchers do not distinguish between the concepts of theories and models, 

and many scholars use the terms interchangeably, though they are not necessarily the 

same (Carpiano & Daley, 2006; Tracey & Morrow, 2012). Models are more specific and 

narrow in scope than theories and “are developed and used to make specific assumptions 

about a limited set of parameters and variables. These assumptions are then 

systematically explored and tested on a limited set of outcomes by a particular method or 

methods. A model may also draw upon several theories to explore a specific problem in a 

particular setting” (Carpiano & Daley, 2006, p. 565). The current study uses a five-stage 

model of adult skill acquisition to inform two different methods of teaching beginning MI 

skills to new/novice social worker students  with limited to no practice experience.  

Dreyfus (2004) articulates a five-stage model of adult skill acquisition, providing 

examples of learning through the model description. The stages are (1) Novice, (2) 

Advanced Beginner, (3) Competence, (4) Proficiency, and (5) Expertise. The learner 

moves from being a novice, where context-free features and rules for determining actions 

are necessary, to being an expert, where calculation is not necessary due to the expert’s 

ability to provide an immediate, intuitive, and appropriate situational response. A novice 

needs rules. One who is competent is engaged in critical thinking and solo situational 

decision making, yet a decision making process is still necessary. Within the model, an 
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expert is one who does not need to think through a decision making process, he or she is 

able to react immediately.  The stages are illustrated in Figure 2.  

 

FIGURE 2:  DREYFUS (2004) FIVE-STAGE MODEL OF ADULT SKILL ACQUISITION. 

Given this model of adult skill acquisition and taking into account an adult 

learning framework, it can be argued that a teacher should (1) move through the stages of 

skill acquisition sequentially starting with Stage 1, and/or (2) accurately recognize the 

stage that the learner is in and begin teaching using methods appropriate for the identified 

stage, moving sequentially from that stage on to additional stages. Teaching students 

using methodologies not matched to their skill stage can result in frustration and inhibit 

the learning process.  

Coding learning provides initial rules, guidelines, and context free (non-

situational) features for the novice MI learning. Providing initial “rules” and guidelines is 

congruent with the first stage, Novice, in the Dreyfus (2004) model of adult skill 

acquisition. In this stage, the “instruction process begins with the instructor decomposing 

the task environment into context-free (non-situational) features that the beginner can 

recognize without the desired skill. The beginner is then given rules for determining 

actions on the basis of these features” (p. 177). The description of a Novice learner 



38 
 

further suggested the potential for a coding approach to teaching at this stage of skill 

development, since coding learning begins with decomposing the task into context free 

features and providing rules for determining actions based on these features.  To 

transition to the next stage of skill acquisition, Advanced Beginner, the student needs not 

only the facts or rules but also an understanding of the context in which that information 

makes sense. Simply following rules produces poor real work performance (Dreyfus, 

2004). As the learned starts to gain some experience and begins cope with real situations, 

the student begins to notice (or the teaching points out) meaningful additional aspects of 

the situation. After seeing a sufficient number of examples, the student learns to 

recognize these new aspects. Thus, the Advanced Beginner can refer to situational 

aspects based on experience, and also non-situational aspects as recognized by the 

Novice (Dreyfus, 2004). In the third stage, Competence, the student must decide for 

themselves in each situation what plan or perspective to adopt (Dreyfus, 2004). This 

stage is not consistent with coding learning, a learning in the competence stage would 

need more advanced instruction and experiential opportunities for decision making. 

Matching the teaching approach to the skill level of the learner was hypothesized to be 

beneficial in the initial MI skill acquisition stage for a novice practitioner/new SW 

student.  

Live Supervision is not targeted for Novice learners as described in the Dreyfus 

(2004) Five-Stage model of adult learning because it does not begin with the instructor 

decomposing the task into context free, non-situational features. LS contains an 

immediate experiential learning component, with feedback and instructor from the 

supervisor. LS training maps onto the adult learning stages of Stage 2, Advanced 
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Beginner, and Stage 3, Competence. In Stage 2, the advanced beginner learner would use 

situational and non-situational information in the decision making process while coping 

with real situations. A key feature of students in the advanced beginner stage is, because 

a sense of what is most important in a particular situation is missing, performance 

becomes nerve wracking and exhausting. Working through this anxiety and exhaustion is 

the transition from Advanced Beginner Stage to Competence Stage, and this transition 

can be observed in the LS setting. Students in the Competence Stage must decide for 

themselves in each situation what plan or perspective to adopt, and this solo experiential 

learning feature is a key aspect of LS when the student and the SCA engage 

independently and the supervisor refrains from in-the-moment guidance for periods of 

time. The result in the Competence stage depends on the learner’s choice.  

Generally, if a student seeks the safety of the “rules”, he or she will not get 

beyond competence level to proficiency or expertise. Teaching methods for these levels 

are beyond the scope of both CL and LS. For an illustration of how MI teaching and 

learning methods map on to the Dreyfus (2004) stages of adult skill acquisition, please 

see figure 3.  In the current study, it is hypothesized that learning via LS will not be more 

effective than learning via CL for novice learners to gain beginning MI skills, due to the 

need for novice  learners to have context free features and rules for determining actions.  
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FIGURE 3: TEACHING METHODS MAPPED TO SKILL STAGE. 

CHAPTER FOUR: METHODOLOGY 

Study Purpose  

The main goal of this dissertation project is to evaluate the effectiveness of two 

methodologically different MI training curriculums to teach beginning MI skills in a 

population of social work students.  This proposal builds on implications for future 

research from a RCT of teaching MI using LS compared to a teaching as usual (TAU) 

approach (Pecukonis et al., 2016). The RCT findings indicated that the LS training 

method was more effective than TAU to teach students some meaningful MI skills 

(including using complex reflections and using reflections more than questions) in a short 

period of time, but statistical significance in proficiency between groups was not 

demonstrated for several key areas related to MI competency (Pecukonis et al., 2016).  

Study Aim 

Aim: Empirically evaluate MI teaching methods via a pilot randomized control trial 

examining the effectiveness of two different MI training conditions within a population 

of social work students. 
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Research Questions 

• Question 1: Motivational Interviewing Skill 

o Q1a: Is there a significant difference in MI skill acquisition (as measured 

by the Motivational Interviewing Treatment Integrity Coding Manual, 

MITI, V. 4.2.1) between LS and CL groups in the areas of : 

1. Reflection to Question Ratio 

2. % Complex Reflections 

3. Relational Global (Empathy & Partnership)  

4. Total Number of MI Adherent Statements 

5. Total Number of MI Non-Adherent Statements 

o Q1b: Is there a significant change in MI skill acquisition (as measured by 

the MITI) within each group (LS & CL) and for all participants from T1-

T2, T2-T3, and T1-T3 in the areas of:  

1. Reflection to Question Ratio 

2. % Complex Reflections 

3. Relational Global (Empathy & Partnership)  

4. Total Number of MI Adherent Statements 

5. Total Number of MI Non-Adherent Statements 

• Question 2: Motivational Interviewing Knowledge and Attitudes 

o Q2a: Is there a significant difference in MI knowledge and attitudes (as 

measured by the Motivational Interviewing Knowledge and Attitudes 

Test, MIKAT) between LS and CL groups?  
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o Q2b: Is there a significant change in MI knowledge and attitudes (as 

measured by the MIKAT) within each group (LS & CL) and for all 

participants from T1-T2, T2-T3, and T1-T3?  

• Question 3: Participant Satisfaction with Learning Experience 

o Q3: Is there a difference between MI training groups (LS & CL) in 

reported participant satisfaction ratings (as measured by program training 

evaluation form) at the conclusion of the training? 

• Question 4: Educational Resource Efficiency  

o Q4: Is either training approach more efficient in transferring MI 

knowledge and teaching MI skills taking into consideration educational 

resources required per training group (~20 students) and effectiveness of 

training approach as determined by results of Q1 & Q2?  

Sample 

Participants were social work students (BSW and MSW) entering a Title IV-E 

program in the Fall of 2016 at a large school of social work situated within an urban, 

Eastern US city. The Title IV-E program provides specialized training for social work 

students, funded through federal Title IV-E, to serve families and children within a public 

child welfare setting post-graduation. Recruitment occurred after receiving IRB approval. 

Title IV-E social work students who had been identified as potential participants were 

recruited following a modified Dillman (2000) approach. Students were first sent pre-

notice letters, then recruitment letters and emails were sent, and then potential 

participants were called via telephone.  
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Eligibility criteria for participants included being in the Title IV-E program 

through the university study site and having a field placement with families and children. 

Exclusion criteria included being under the age of 18, lacking proficiency in the English 

language to the level of being able to complete a survey in English unassisted, and the 

student previously participated in the MI training through their educational programming, 

for example Title IV-E students in their second year of the Title IV-E program.  

An a priori power analysis was conducted using GPower 3.1 (Faul, Erdfelder, 

Lang, & Buchner, 2007) to calculate the minimum number of participants required.  To 

reach .8 power to detect a statistically significant difference in MI skill gain at a level of 

p<.05 using a large effect size (Cohen's d=.73; f=.37), a total sample size of 14 is needed 

to power a repeated measures ANOVA with two groups and three data collection points. 

An a priori analysis indicates a total sample size of 18 would be needed to adequately 

power a repeated measures ANOVA with two groups and two data collection points. The 

effect size is based upon a calculation from a prior MI training study (Moyer et al., 2008) 

reporting a large effect size (Cohen's d=.73; f=.37) within a group of practitioners. The 

goal was to recruit 40 participants to account for attrition and maintain a conservative 

estimate of medium effect size due to the population being students rather than 

practitioners, and estimating 30% attrition over the five months of the study; however, 

the initial recruitment goal was not met, and only one participant was lost from T1 to T3. 

An IRB modification was submitted and approved to re-recruit from the pool of students 

who did not respond to the initial recruitment requests or had responded by saying they 

would like to participate but were unavailable during the T2 time period. This 

modification yielded only one additional participant. Overall, total sample size was 17, 
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with participation at each time point as follows: n=17 (T1), n=14 (T2), and n=16 (T3). 

Sample size and power issues are a noted limitation of this study.  

Research Design & Data Collection 

The research implementation employed a true experimental design with 

participants being randomized to training conditions, as previously illustrated in Figure 1 

Chapter 1, replicated for reference below. Measurements were taken at three time points: 

Time 1 (T1) occurred prior to implementation of trainings, Time 2 (T2) occurred within 

one-week post training, and Time 3 (T3) was a follow-up measure five months-post 

implementation. The two training conditions implemented were Live Supervision 

Training (LS) and Training via Coding Learning (CL).  

Procedures 

 The following section describes the training conditions, timeline of study 

implementation, study measures, and study measure coding process. The main difference 

between LS and CL is LS uses an experiential learning teaching approach, using SCAs, 

in-the-moment supervision, and small group instruction as the core teaching method and 

CL uses a traditional classroom setting, larger group instruction, and the MITI manual to 

explain important MI concepts as the foundation for teaching knowledge and skills. Both 

trainings included 12 hours of training time, implemented in 3 hours segments over a 

period of two days (6 hours of training each day, with lunch provided mid-day). Both 

training curricula were based on prior research, peer-reviewed published literature, expert 

consultation, and teaching experience of the professionals involved. SCAs in simulation 

settings were used for teaching in the LS condition and were used for testing/assessment 

for both conditions. SCAs were trained by the researchers in addition to simulation lab 
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protocol, and all SCAs engaged in the same standardized scenario. MITI coding 

instruction was used for teaching in the CL group and MITI coding was used for 

testing/assessment for both conditions, as audio tapes of the SCA encounters from 

participants scored by research assistant coders blinded to participants’ training condition 

using the MITI 4.2.1 as the scoring/coding system.    

Live Supervision Training. The LS training consisted of large group didactic 

instruction on Day 1, for a total of 6 hours. Day 2, also 6-hours long, consisted of 

students engaging in a small group format and included a session with a standardized 

client and direct intervention and feedback from a supervisor about the student’s use of 

MI. Live supervision included use of a camcorder and audio equipment to allow the 

supervisor to observe and give live feedback in real time as the student engages in 

experiential learning. The audio visual equipment also provides an opportunity for other 

students to watch and learn from their peers.  

Coding Learning Training. The CL training consists of learning coding using 

the MITI 4.2.1 Manual (Moyers, Manual, & Ernst, 2014) as the primary source of 

instruction. Coding means labeling worker utterances with behavior codes and also 

providing overall ratings in the areas of Partnership and Empathy (the globals) for the 

encounter. Instruction included introductory information about MI as an intervention and 

video clips and demonstrations of MI not exceeding 1.5 hours. Then, learning of MI 

coding concepts including behavior counts and globals occurred, using the manual in 

combination with participant Q & A and discussion, use of video clips via MI training 

DVDS and open source audio tapes and transcripts for MITI 4.2.1 training (available 
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from the University of New Mexico Center on Alcoholism, Substance Abuse, and 

Addictions website at http://casaa.unm.edu/codinginst.html).   

Positive reinforcement was provided for correct answers.  Incorrect answers were 

corrected or ignored, with increasing specificity required of the students by the instructor 

as training time passed.  The 6+ hours of coding learning occurred over a period of two 

days, with the overall training structured in time blocks equivalent to LS.  Finally, role 

play and wrap up with discussion of practical applicability to clinical practice occurred 

for one hour during the final segment of training on Day 2. A summary of key training 

features can be viewed in Table 1 in Chapter 1 and additional clarification of how both 

coding and SCAs are used in the current study can be viewed in Table 3.  

TABLE 3: DESCRIPTION OF KEY STUDY CONCEPTS.  

     Concepts                                                             Description  

What is the MITI?  The MITI is the Motivational Interviewing Treatment Integrity 

Coding Manual, Version 4.2.1 (Moyers, Manual, & Ernst, 2014). 

The MITI is a behavioral coding system that indicates how well 

someone is using MI. It evaluates component processes within MI 

and it provides information that can be used develop increased 

proficiency in MI. To evaluate MI practice using the MITI, an 

identified change goal must be specified, though some elements 

(for example engagement skills) may be evaluated without a 

change goal (Moyers, Manual, & Ernst, 2014). 

 

How is the MITI used in 

this study?  

The MITI is used for both teaching and testing in this study.  

For teaching purposes, the MITI manual is used to teach 

participants in the Coding Learning (CL) group about core 

concepts in MI.  

For testing purposes, the MITI is used as a measure to code audio 

recordings of all participants (CL and LS) to examine MI skill. 

 

How are Standardized 

Client Actors (SCAs) used 

in this study?  

SCAs are used in for both teaching and testing in this study.  

For teaching purposes, the SCAs are used in small group format 

with participants in the Live Supervision (LS) group for 

experiential activity purposes.  

For testing purposes, SCAs are used for 20-30 minute simulation 

encounters with all participants (CL and LS). The simulated  
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TABLE 2 CONTINUED: DESCRIPTION OF KEY STUDY CONCEPTS.  

 encounters will be recorded and the audio will be coded using the 

MITI. 

 

Timeline. Recruitment began in July 2016 after IRB approval, and continued 

through August 16th, 2016. Students received compensation for data collection, a parking 

voucher, and meals on the days of training.   On August 17, 2016, participants engaged in 

a pre-test (T1) by completing a survey and a recorded SCA interview. Prior to 

participation, students were reminded of research procedures and confirmed consent. 

Students were then randomized to either LS or CL training condition and participated in 

the trainings on site on August 18th and 19th. Participants completed their post-test (T2) 

survey and SCA interview by August 26th, within one week of completing the MI 

training. Participants then engaged in learning as usual over the course of the fall 2016 

school semester, and completed the follow-up (T3) survey and SCA interview in January 

of 2017. Post data collection, SCA interviews were coded by trained coders blind to the 

study time point and group assignment of the participant. Finally, data were merged, 

cleaned, and analyzed. Results will be presented and disseminated within the SSW and 

broader academic and research communities as appropriate. 

Measures 

Study measures captured quantitative self-report and observational indicators of 

MI knowledge, and MI skill.  MI knowledge was assessed via self-report using surveys, 

administered online via Qualtrics (a web-based survey software program). MI skill was 

assessed using behavioral observation via coding of participants’ audio recorded 

interactions of SCA simulation encounters to assess for MI skill level using the MITI 

4.2.1. These simulation encounters were implemented at T1, T2, and T3 to collect data as 
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a measure of MI skill level for all study participants.  All tapes were coded using the 

MITI after data collection by trained coders blinded to study time point and group 

assignment. An anonymous satisfaction survey implemented post training examined 

differing levels of satisfaction between training groups. Lastly, educational resource 

efficacy was calculated using three different units of measurement: educational resource 

units, personnel hours, and cost in US dollars.  Demographic data were also gathered. 

Additional measure details are described below. 

Self-Report Measures 

Demographics. Demographic variables collected at T1 include age in years, 

race/ethnicity, gender, relationship status, child welfare agency work status, years of prior 

human service work, years of prior volunteer work, prior experience or knowledge of MI, 

and type of undergraduate degree (BSW or other). Hours of additional MI experience or 

training (outside of training implementation) were collected at T3.  

Participant Training Evaluation/ Satisfaction Survey. A workshop evaluation 

form was administered by SW program coordinators and completed anonymously by 

participants after training implementation, at T2. The form contains 13 items related to 

training quality and experience (e. g. Workshop activities enhanced my learning) with 5 

response options ranging from strongly agree to strongly disagree. The form has four 

optional open-ended questions.  

Motivational Interviewing Knowledge and Attitudes. The Motivational 

Interviewing Knowledge and Attitudes Test, MIKAT (Leffingwell, 2006) measures MI 

knowledge gain and belief/attitude change at pre-test (T1), post-test (T2) and five months 

follow-up (T3). The MIKAT contains 15 questions with total scores ranging from 0-29. 
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Higher scores indicate higher MI knowledge and MI adherent attitude/beliefs.  For the 

current study, language in the measure is adapted for use with social workers. For 

example “Substance users must accept their problem…before they can get help” was 

changed to “Clients must accept their problem….”.   and “Therapists expectancies for 

their client’s abilities to change…” was changed to “ Social Workers’ expectancies for 

their client’s abilities change...”  

The original MIKAT was found to be reliable and valid in the initial study 

(Leffingwell, 2006) though no follow-up studies have been published by the original 

author. Other researchers have used the MIKAT with positive results. Doran, Hohman, 

and Koutsenok (2011) found the MIKAT demonstrated good internal consistency (α = 

.84) in a training study sample of 1, 552 CA Division of Juvenile Justice system 

employees. Additionally, Madson and colleagues (2013) used the MIKAT in a sample of 

83 undergraduate psychology students, reporting internal consistency within the sample 

as adequate (α = .72).  

Regarding use of the measure with language adapted, Simon and Ward (2014) 

used the MIKAT for academic advisors working with students. The study contained three 

time points. Cronbach’s alpha ranged from .45-.68, being below acceptable range. Parilla 

(2016) used the MIKAT with language adapted for clinicians working with troubled 

adolescents and found it to be valid and reliable.  Parilla (2016) also included a review of 

two additional studies, though noted both should be interpreted with caution due to small 

sample size.  Manthey (2013) used an adapted version and found it was an effective 

training measure, and Dear (2014) found results demonstrated low validity and reliability 

(Parilla, 2016). In conclusion, the literature indicates mixed results for use as an adapted 
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measure but given the limited options available, the potentials benefits, ease of use, and 

accessibility the MIKAT was determined to be the best fit for the current study.  

Observational Measures 

Motivational Interviewing Skill: MITI. MI skills were measured using the 

Motivational Treatment Integrity coding system, the most commonly used tool to 

evaluate the fidelity of MI. MITI 4.2.1 (Moyers, Manual, & Ernst, 2014) the most recent 

version, was used at pre-test (T1), post-test (T2) and five months follow-up (T3). Initial 

testing of this version indicates it to be a reliable and valid measure of MI skill 

demonstration (Moyers, Rowell, Manuel, Ernst & Houck, 2016). The MITI uses behavior 

counts, tallied for the duration of a 20 minute, randomly selected portion of the audio, 

and, also, globals which are given based on an overall impression of the entire 

interaction. In the MITI, worker utterances are coded and client utterances are not. The 

MITI is not an exhaustive coding scheme, meaning at times there are worker utterances 

that do not receive a code. See Figure 4, adapted from Moyers, Rowell, Manuel, Ernst 

and Houck (2016) for a list and brief description of codes used in the current study.  

MITI Code Brief Description 

Globals: One score given for the overall interaction,  ranging from 1-5 on a Likert scale  

Partnership (P)  Conveys an understanding that expertise and wisdom about 

change reside mostly within the client.  

Empathy (E)  Understands or makes an effort to grasp the client’s 

perspective and experience.  

Behavior Counts: Tallied for the entire interaction, with one summary score then calculated, as 

indicated below 
Questions (Q) Questions (open or closed). 

 

Simple Reflection (SR) Reflects a client’s statement with little or no added 

meaning or emphasis. 

Complex Reflection (CR) 

 

Reflects a client’s statement with added meaning or 

emphasis.  

Affirm (AF) States something positive about the client’s strengths, 

efforts, intentions, or worth. 

FIGURE 4: MITI CODE DESCRIPTIONS FROM MOYERS, ROWELL, MANUEL, ERNST & HOUCK 

(2016) 
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Emphasize Autonomy (EA) Highlights a client’s sense of control, freedom of choice, 

personal autonomy, ability, and obligation about change.  

Seek Collaboration (Seek) Attempts to share power or acknowledge the expertise of 

the client.  

  

Persuade (Per) Overt attempts to change a client’s opinion, attitudes, or 

behaviors using tools such as logic, compelling arguments, 

self-disclosure, facts, biased information, advice, 

suggestions, tips, opinions, or solutions to problems.  

Confront (C) Directly and unambiguously disagreeing, arguing, 

correcting, shaming, blaming, criticizing, labeling, 

warning, moralizing, ridiculing, or questioning a client’s 

honesty.  

Summary Scores  

Total MI Non-Adherent (MINA) MINA=(total Per) + (total C) 

Total MI-Adherent (MIA) MIA= (total EA) + (total Seek) + (total AF) 

Reflection to Question Ratio 

(R:Q) 

R:Q=(total reflection)/(total questions) 

Percent Complex Reflections 

(%CR) 

%CR=CR/(CR+SR) 

Relational  Relational=[(Partnership)+(Empathy)]/2 

Technical  Technical=[(CCT)+(SST)]/2  

FIGURE 4 CONTINUED: MITI CODE DESCRIPTIONS FROM MOYERS, ROWELL, MANUEL, 

ERNST & HOUCK (2016) 

SCA & Simulation Testing. The MITI coding scheme was used to code an audio 

recording of participants implementing MI skills with a SCA in a simulation lab setting. 

All SCAs were trained by a researcher and/or the simulation lab on the testing scenario. 

There were some issues with SCA training and these are further detailed in the limitations 

section below. The target behavior was different for each of the three testing scenarios. 

The first testing scenario was created by a trainer in the Title IV-E program.. The second 

testing scenario was based upon the first but with updated information and a different 

target behavior. The third testing scenario was refined from a scenario previously used by 

the Title IV-E program to sharpen the area of focus for target change behavior change. 

Coding Protocol. The study used the following scores: Reflection to Question 

Ratio (R:Q), Percent Complex Reflections (%CR), Total MI Adherent statements (MIA), 

Total MI Non-Adherent Statements (MINA) and Relational Global. Total MI-Adherent 
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Statements (MIAs) is calculated by adding the number of seeking collaboration, 

affirming, and emphasizing autonomy utterances. There is no ratio summary score for 

MIAs, nor suggested competency thresholds within the MITI. The number of MIAs in an 

MI interaction is one piece of an indicator of MI adherence, and should be examined 

within context of the interaction. Generally, for those who are learning MI, increased 

numbers of MIAs would indicate increased learning and skill in MI, though there are 

instances when this is not the case (e.g., if a practitioner uses MIAs not relevant to what 

the client is saying, or is “cheerleading” and perceived as not genuine or even placating to 

the client). Additionally, length of interaction impacts opportunity to generate MIA 

counts, so tapes less than 20 minutes must also be considered with caution compared to 

tapes of 20 minutes. Despite these limitations, MIAs were examined in this study as a 

measure of MI skill learning. 

Total MI Non-Adherent Statements (MINAs) is calculated by adding the number 

of persuades and confronts. As with MIAs, there is no summary score or suggested 

competency threshold for MINAs and the number of MINAs in an MI interaction is only 

one part of an indicator of MI Skill, and should be examined within context of the 

interaction. As trainers of new MI learners, we would want our students’ MINA counts to 

decrease, eventually having few to no MINAs in an interaction. As a behavioral code, 

length of interaction can also impact the counts for this. Despite these limitations, MINAs 

were examined in this study as a measure of MI skill learning.  

Data on participants’ use of MI skill was collected via recording a simulated 

encounter with each participant and a SCA at T1, T2, and T3. The audio recordings were 

then scored, also called coded, by research assistants trained to code audio recordings of 
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simulated encounters to assess MI skill use using the measurement tool of the MITI 4.2.1. 

Research assistants trained to code using the MITI are often called coders. Coders 

participated in over 40 hours of training led by the study project manager to learn to code 

MI skill using the MITI 4.2.1.  Coders were blinded to subject’s training condition and 

the study time point. Participant audio tapes from T1, T2, and T3 were randomly 

assigned to coders, and 20% of the tapes were randomly selected to be double-coded for 

inter-rater reliability assessment. The double-coded tapes were staggered into coding 

assignments, with higher numbers of double coded tapes earlier on in the coding process 

in order to assess for and correct any identifiable issues with coding. Double coded tapes 

were reviewed in coding practice training weekly with coders; once a tape was coded, the 

codes were entered into the data bank to be used for study analyses purposes and not 

changed. Codes were reviewed for training, reliability and quality assurance purposes.   

Reliability of the MITI is determined based on a 20 minute randomly selected 

segment of audio. SCA interactions for assessment purposes were designed to be between 

20 and 30 minutes in lengths. Despite this, many participants completed or ended their 

interviews before 20 minutes was up. In all, there were 47 tapes to be coded, ranging in 

length from 4 minutes 32 seconds to 30 minutes 12 seconds. Twenty-two of the tapes 

were less than 20 minutes and therefore the coding segment was not randomized and the 

entire audio was coded. When tapes were not at least 20 minutes in length, the tapes were 

still coded using the MITI: this limitation was noted due to being a potential threat to 

validity of MITI coding. The tapes were evenly distributed across time point, but not 

evenly distributed across group at T2 and T3. The shorter tapes were predominately 

present in the coding group at T2, and only in the coding group at T3. To assess impact 
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on results, tapes were grouped by length (20 minutes and over, n=24, and under 20 

minutes, n=23) and independent t-tests were conducted to examine differences for each 

MI skill area. Univariate analysis showed mean scores were slightly higher for the over 

20 minute tape group.  Bivariate analysis detected no significant difference between the 

tapes under 20 minutes and the tapes 20 minutes and over.  

Coding Outcomes. Inter-rater reliability between the two coders was assessed via 

calculating intraclass correlations (Hallgren, 2012; Mandrekar, 2011) for the double 

coded tapes. Reliability estimates were guided by Cicchetti (1994), also used in prior MI 

training studies (Miller et al., 2008; Pecukonis et al., 2016). Intraclass correlations (ICCs) 

were first calculated on all 10 double coded tapes, and then on a set of 7 double-coded 

tapes with three outlier tapes excluded from analyses. Outlier tapes were identified as 

those whose coding circumstances were more challenging than typical, for example 

difficulty with tone perception and utterance parsing problems,   and thus resulted in 

atypical coding issues compared to the rest of the tapes.  Reliability estimates ranged 

from poor to excellent with all ten tapes and with the outliers removed.  Table 4 provides 

the complete intraclass correlation values for the study.  

TABLE 4: CODER INTERRATER RELIABILTY. 

Intraclass Correlations 

MITI  Skill 

Measure 

All double 

coded tapes 

(n=10)  

Outlier tapes 

removed (n=7)  

 

Partnership  .41 .58 
Empathy .85 .95 
MINA .54 .75 
MIA .70 .90 
Questions .85 .95 
SR -.21 -.10 
CR .47 .66 

Cicchetti (1994) reliability estimates: 
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 < .40 is Poor; .40- .59 is Fair; 

 .60 to .74 is Good; .75 to 1.0 is Excellent 

Fidelity of Supervisors 

Trainers participated in a MI fidelity evaluation consisting of a SCA encounter in 

the same simulation lab used for participants in the research study. The testing scenario 

was created by a third party contractor so no trainer would have more prior in-depth 

knowledge than others. Due to an issue with the simulation lab, one of the encounters 

was not recorded and this was not revealed to the researcher until a later date. At that 

time, the interview was rescheduled on two additional occasions by the coding lab, and 

the testing scenario was provided by the coding lab, with a different target behavior and 

set of presenting problems.   

Audio recordings were then coded using the MITI 4.2.1 by a contracted third 

party individual and results were provided without identifying information available as 

per research protocol agreement developed with supervisors and contracted coder. 

Trainers were provided with results in sealed envelopes (from the contracted coder) so 

each individual trainer was aware of his or her fidelity scores. Results of global summary 

fidelity scores are indicated in Table 5.  

TABLE 5: GLOBAL FIDELITY ASSESSMENT OF MI TRAINERS. 

 

Supervisor 

Audio 

Recording 

Partnership Empathy Relational 

Competence 

Threshold 

1 3 4 Met 

2 3 4 Met 

3 4 4 Met 

4 4 4 Met 

5 3 3 Not Met 

Note: Global scores range from 1-5 on a Likert Scale. The Relational competence threshold is 3.5 

for fair/competent, 4 is good/proficient  

 

Results of trainer behavior count summary scores can be viewed in Table 6  



56 
 

TABLE 6: BEHAVIOR COUNT FIDELITY ASSESSMENT OF MI TRAINERS. 

 

Superviso

r Audio 

Recording  

Question

s 

Simple 

Reflection

s 

Complex 

Reflection

s 

R:Q 

Competenc

e Threshold 

% CR 

Competenc

e Threshold  

MI Non 

Adheren

t 

(MINA) 

M 

Adheren

t (MIA) 

1 38 12 12 Not Met Met 0 8 

2 19 16 13 Met Met 0 4 

3 19 7 15 Met Met 0 6 

4 26 21 15 Met Met 0 6 

5 23 22 8 Met Not Met 4 17 

Note: R:Q = total reflections/total questions (1:1 is fair/competent, 2:1 is good/proficient )  and 

%CR = CR/SR+CR  (40% is fair, 50% is good) 

Analyses 

 Univariate, bivariate, and multivariate analyses were used to examine data and all 

statistical analyses were conducted with SPSS version 24.  For all bivariate and 

multivariate analyses, a significance value of .05 was used. Given the small sample size, 

graphs were also used to visually examine data trends (Gellman & Hill, 2007). 

Frequencies, mean scores and independent t-tests were used to assess demographic and 

baseline skill differences between the LS and the CL groups prior to training and to 

assess if there was a difference in exposure to MI learning content outside of the study 

training between T1 and T3. The following section describes methods of analyses for 

each research question.  

Questions 1 & 2. MI knowledge and MI skill change was assessed using graphs, 

means, paired t-tests, and a two way-repeated measures ANOVA. Graphs were used to 

visually examine data trends and compare MI knowledge and skill gain between groups 

(Gellman & Hill, 2007). Graphs and means were used to examine results from the 

practical perspective of student achievement (i.e. average grade point increases) in 

addition to significance testing. For example, faculty do not typically run an analysis to 

assess students for significant skill acquisition from the start of the semester to the end. 
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Faculty, generally,  want to know whether a student performed better on an evaluation of 

skill or knowledge at the end of the semester as opposed to the start of the semester.   

Prior research used t-tests to evaluate MI learning outcomes in a population of 

social workers (Hohman, Pierce, and Barnett, 2015). T-tests can reliably detect 

differences between groups in sample sizes as small as 10, given a large effect size 

(Kraemer & Blasey, 2016). Due to increased risk of Type 1 error rate from running 

multiple t-tests (Field, 2009), data were also analyzed using a two-way repeated measures 

ANOVA.   

Data from post-test (T2) were not included in the ANOVA for several reasons. 

First, ANOVAs have limited capacity to deal with unequal time spacing between points 

((Kahn & Schnieder, 2013). Second, unlike MLM or another methods, ANOVA requires 

data for all time points, so participants without data at T2 would need to be dropped, 

reducing the sample size to 12 (Kahn & Schnieder, 2013; Misangyi, Lepine, Algina, & 

Goeddeke, 2006). Not including T2 increases the sample size by over 20%, despite losing 

post-test data. Third, we are most interested in how the groups’ knowledge and skill 

changed over time, so analyzing data from T1-T3 is sufficient for this purpose. T2 data is 

informative but not imperative to our desire to observe how students’ knowledge and 

skills changed over time.  

Questions 3 & 4. Participant satisfaction between groups was assessed using a 

test of proportions for each item on the post-training evaluation measure and comparison 

of overall endorsed group satisfaction percentage rating.  Educational resource efficiency 

was calculated using three units of measurements:  approximate cost in US dollars, 

personnel resource hours, and educational resource units. Number of personnel resources 
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hours is the most generalizable and was selected for its comparability to other universities 

and training sites. For example, dollar amount cost of SCAs or classroom space in an 

urban east coast city is likely to differ from a west coast city, or a more rural or suburban 

area. To calculate the approximate cost in dollars of a trainer, an hourly rate for a full-

time staff member, an adjunct instructor, and a CEU trainer were averaged 

($40.87+100+$118.75)/3). Again, the cost of a personnel hour would vary between 

educational institutions and within educational institutions, depending on the pay scale of 

the training provider. Educational resource units are categorized as resources needed 

within the educational setting to operate the training. Educational resource units in the 

study include supervisors/trainers, classrooms, SCAs, and 2 different types of audio 

visual technology sets which include computers, projectors, speakers or computers, 

projects, speakers, microphones, video cameras, and earpieces.  Generalizable 

information and units of measurement are most useful and practically applicable for 

considering cost effectiveness within individualized training settings, thus number of 

personnel resource hours is emphasized for comparability purposes. 
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CHAPTER FIVE: RESULTS 

Demographics 

The research participants were primarily female (76.5%), with no participant 

identifying as transgender, ranging in age from 22 to 44 years (M=29.29, SD=6.24), and 

there was diversity among racial/ethnic descriptors. The largest portion identified as 

White or Caucasian (41.2%), followed by Black or African American (35.3%), Hispanic 

or Latino/a (11.8%), Asian (5.9%), or Black & Hispanic or Latina (5.9%). The majority 

(64.7%) had never been married. Academic level was almost evenly represented in thirds 

among BSW students (35.3%), Foundation year MSW students (29.4%), and Advanced 

year MSW students (35.3%). Overall, the study population had very little prior human 

service work experience, with the mean years of paid or volunteer service work being 

less than 1.5. Every research participant was in a field placement in a local county child 

welfare agency within the Maryland Department of Human Services from T1-T3. 

Additional details on participant demographics can be seen in Table 7.  

TABLE 7: PARTICIPANT DEMOGRAPHICS 

 All Participants Live Supervision Coding Learning 

 (n=17) (n=9) (n=8) 

Variable n or M % or sd n or M % or sd n or M % or sd 

Age in Years 29.29 6.24 30 5.1 28.5 7.6 

       

Gender       

Male 4 23.5% 3 33.3% 1 12.5% 

Female 13 76.5% 6 66.7% 7 87.5% 

       

Race/Ethnicity       

White 7 41.2% 3 33.3% 4 50% 

Nonwhite 10 58.8% 6 66.6% 4 50% 

       

Black or African American 6 35.3% 4 44.4% 2 25% 

Hispanic or Latino 2 11.8% 0 0% 2 25% 

Asian 1 5.9% 1 11.1% 0 0% 

Black & Hispanic or Latina 1 5.9% 1 11.1% 0 0% 
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TABLE 7 CONTINUED: PARTICIPANT DEMOGRAPHICS 

       

Marital Status       

Not Married 12 70.6 6 66.7% 6 75% 

Married or Partnered 5 29.4% 3 33.3% 2 25% 

 

The majority of study participants had little to no prior MI experience or 

knowledge and reported no or less than one hour of prior MI training (82%) at baseline. 

One LS student did not report on prior MI Training.  Using test of proportions, the 

amount of MI training experienced outside of the study between groups during the 

semester showed no significant difference (X2=.28, df=1, p=.6).   Randomization across 

demographics between groups was also successful for marital status (X2=.04, df=1, 

p=.84), race/ethnicity (X2=.46, df=1, p=.5), gender (X2=.96, df=1, p=.33), and age, t(15)= 

-.48, p=.67, 95% CI [-5.13-8.13].   Additional details of learner characteristics by group 

can be seen in Table 7 and Table 8.  

TABLE 8: OTHER MI LEARNER CHARACTERISTICS 

 Live Supervision 

(n=9) 

Coding Learning 

(n=8) 

Variable n or M % or sd n or M % or sd 

Years of Paid Direct Human 

Service Work 

1.11 

 

1.3 1.13 2.8 

 

Students w/ paid work experience 4 44.4% 2 25% 

 Students w/ NO prior experience 5 55.6% 6 75% 

     

Years of Volunteer Human 

Service Work  

1.83 

 

1.84 

 

.75 

 

1.16 

 

Students w/ volunteer work 6 77.8% 3 37.5% 

Students w NO volunteer work 2 22.2% 5 62.5% 

     

Academic Level     

Bachelors    3 33.3% 3 37.5% 

Foundation Year MSW              3 33.3% 2 25% 

Advanced Year MSW                3 33.3% 3 37.5% 
 



61 
 

TABLE 8 CONTINUED: OTHER MI LEARNER CHARACTERISTICS 

     

MSW Students who have BSW 3  3  

     

Employed in CW Agency (not field) 0  1  

     

Prior Reported MI Training       

None or less than one hour  8 100% 6 75% 

Greater than one hour  0 0% 2 25% 

     

MI Training during semester 

other than study training  

    

None or less than one hour 7 77.8% 7 87.5% 

Greater  than one hour 2 22.2% 1 12.5% 

 

Motivational Interviewing Skill 

Summary Scores 

Reflection to Question Ratio. The MI summary skill of Reflection to Question 

(R:Q) ratio is calculated by dividing total number of reflections (complex and simple) by 

total number of questions. A one-to-one ratio is suggested baseline competency (Moyers, 

Manual, & Ernst, 2014) with higher ratios indicating more skill.  Observing trends 

visually and using univariate data of group means, both groups increased in R:Q skill 

from T1 to T3, seen in Figure 5.  
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FIGURE 5: MI SKILL BY GROUP OVER TIME: REFLECTION TO QUESTION RATIO.  

 

TABLE 9: MI SKILL MEANS: REFLECTION TO QUESTION RATIO 

 Live Supervision Coding Learning All Participants 

Time M SD M SD M SD 

T1 .29 .19 .43 .27 .36 .24 

T2 .54 .21 .34 .22 .44 .23 

T3 .59 .24 .62 .35 .60 .29 
Note: R:Q competency baseline is 1:1, the higher the ratio the better the skill/score 

Bivariate analyses (independent sample t-tests) indicated there was no significant 

difference in R:Q skill between the LS and CL groups at  pre-test and paired sample t-

tests (see Table 10)  indicate the gains in group means were not statistically significant 

within groups. Statistically significant skill increase was noted for all participants (LS 

and CL groups combined) from T1-T3, t(15)= -2.27, p=.04, 95% CI [-.45,-.01] and T2-

T3, t(12)= -2.69, p=.02, 95% CI [-.45,-.01].  

Multivariate analysis of two-way repeated-measures ANOVA was used to assess 

for differences within subjects and between groups from T1 to T3. There was a 

significant main effect of time, [F(1, 14)=4.89, p =.045]. There was not a significant 
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effect for groups [F(1, 14)=.742, p=.404] , indicating that there was a statistically 

significant increase in R:Q skill from T1 to T2, and both groups had a comparable 

increase. There was not a significant interaction effect between time and the group 

F(1,14)=.171, p=.686.  

TABLE 10: MI SKILL CHANGE WITHIN GROUPS: REFLECTION TO QUESTION RATIO.   

 Live Supervision Coding Learning All Participants 

Time t(df) p t(df) p t(df) p 

T1-T2 -2.29(6) .06 .26(6) .8 -1.28(13) .23 

T2-T3 -1.43(5) .21 -2.24(6) .07 -2.69(12) .02* 

T1-T3 -2.18(7) .07 -1.12(7) .3 -2.27(15) .04* 
*p<.05 

 

Percent Complex Reflections. The MI summary skill of Percent Complex 

Reflections (%CR) is calculated by dividing the number of complex reflections counts by 

the total number of reflection counts (simple and complex). The suggested competency 

baseline for %CR is .40 (Moyers, Manual, & Ernst, 2014).. Observing skill change 

visually and using univariate data of group means, both group increased in %CR skill 

from T1-T3, observable in Figure 6.   
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FIGURE 6: MI SKILL BY GROUP OVER TIME: COMPLEX REFLECTIONS. 

 

TABLE 11: MI SKILL MEANS: PERCENT COMPLEX REFLECTIONS. 

 Live Supervision Coding Learning All Participants 

Time M SD M SD M SD 

T1 .61 .30 .43 .25 .53 .28 

T2 .62 .13 .49 .29 .56 .22 

T3 .74 .15 .58 .16 .65 .17 
Note: Suggested competency baseline for %CR is .40, the higher the ratio the better the 

skill/score 

 

Bi-variate analysis (independent sample t-test) indicated there was not a 

significant difference in %CR skill between the LS and CL groups at pre-test. Paired 

sample t-tests indicate the LS group demonstrated statistically significant skill gains from 

T2-T3, t(5)= -2.77, p=.04, 95% CI [-.35,-.01], not T1-T3 or T1-T2.  Bi-variate analyses 

did not indicate significant skill gain for the CL group at any time point (See Table XX). 

Significant %CR skill increase was also noted for all participants from T2-T3, t(12)= -

2.88, p=.01, 95% CI [-.24,-.03].   

0.61 0.62

0.74

0.43
0.49

0.58

0

0.1

0.2

0.3

0.4

0.5

0.6

0.7

0.8

Pre-test Post-test Follow-up

MI Skill Change: Percent Complex Reflections

Live Supervision Coder Learning



65 
 

A two-way repeated-measures ANOVA was used to assess for differences within 

subjects and between groups from T1-T3.  There was not a significant main effect for 

time [F(1, 14)=2.56, p =.13]. There was a significant effect for groups, indicating there 

was a difference in the MI skill of %CR between the LS and CL groups, [F(1, 14)=7.61, 

p=.015], with LS demonstrating higher level of %CR skill.  There was not a significant 

interaction effect between time and group F(1,14)=.57, p=.46.  

TABLE 12: MI SKILL CHANGE WITHIN GROUPS: PERCENT COMPLEX REFLECTIONS. 

 Live Supervision Coding Learning All Participants 

Time t(df) p t(df) p t(df) p 

T1-T2   -.55(6) .6 -.72(6) .5 -.94(13) .36 

T2-T3 -2.77(5)     .04* -1.46(6) .2 -2.88(12)   .02* 

T1-T3   -.55(7) .6 -1.81(7) .11 -1.62(15) .12 
*p<.05 

Relational Global. The MI summary skill of Relational Global is calculated by 

adding the Global Empathy and Partnership Ratings (scaled 1-5) and dividing by 2. The 

suggested competency baseline for the Relational Global is 3.5. Observing trends visually 

and using univariate group means data (see Figure 7 and Table 13), the mean relational 

global score increased slightly within the LS group from T1(M=2.67, SD=.79) to T2 

(M=3, SD=.4), and the mean remained the same at T3 (M=3, SD=.71). The CL group 

increased in their Relational Global skill from T1(M=1.81, SD=.53)  to T2 (M=2.29, 

SD=.95) and from T2 to T3 (M=2.63, SD=.95) 
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FIGURE 7: MI SKILL OF RELATIONAL GLOBAL BY GROUP ACROSS TIME 

  

TABLE 13: MI SKILL MEANS: RELATIONAL GLOBAL 

 Live Supervision Coding Learning All Participants 

Time M SD M SD M SD 

T1 2.67 .79 1.81 .53 2.26 .79 

T2 3.0 .40 2.29 .95 2.64 .79 

T3 3.0 .71 2.63 .95 2.81 .83 
Note: Suggested competency baseline for Relational Global is 3.5, the higher the ratio the better 

the skill/score 

Bivariate analyses (independent samples t-test) show that at pre-test (T1), the CL 

group’s Relational skills were significantly lower than the LS group, t(15)= 2.58, p=.02, 

95% CI [.15, 1.56]. Statistical significance was not met for within group skill change in 

either the LS or the CL group; however, a trend toward significance was observed from 

T1 to T3 t(7)= -2.30, p=.055, 95% CI [.02, -2.30] for the CL group. Bivariate analysis for 

all participants revealed a significant increase in Relational Global skill from T1 to T3 

t(15)= -2.19, p=.045, 95% CI [-.99, -.01]. See Table 11 for additional details.  

A two-way repeated measure ANOVA revealed a significant main effect of time, 

[F(1, 14)=5.12, p =.04] and a significant effect for groups [F(1, 14)=5.378, p=.036]. 
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Thus,  multivariate analysis indicating that the groups Relational scores changed over 

time, and the change in the Relational score was different between the LS and CL groups, 

with the CL group demonstrating greater skill gains in this area. There was not a 

significant interaction effect between relational skill over time and the group [F(1,14)=2, 

p=.18].  

TABLE 14: MI SKILL CHANGE WITHIN GROUPS: RELATIONAL GLOBAL 

 Live Supervision Coding Learning All Participants 

Time t(df) p t(df) p t(df) p 

T1-T2 -.63(6) .56 -1.38(6) .25 -1.47(13) .17 

T2-T3 0(5) 1 -.70(6) .51 -.67(12) .52 

T1-T3 -.70(7) .50 -2.3(7) .06 -2.2(15)  .05* 
*p<.05 

 

Summary of MI Skill Score Analyses Results.  A summary of analyses results can be 

viewed in Table 15. As indicated, univariate analysis indicated mean scores for all MI 

skills increased from T1 to T3 in both the LS and CL groups. Bivariate analyses did not 

indicate statistically significant within group gains from T1-T3 for any skill area. 

Multivariate analyses indicated participants in both groups gained comparable R:Q skills, 

participants in the LS group had higher level of %CR scores at T1-T3 than the CL group, 

and the CL group demonstrated higher Relational skill gain than the LS group from T1-

T3.  

TABLE 15: SUMMARY TABLE OF MI SKILL ANALYSES RESULT BY GROUP 

 Univariate Bivariate Multivariate 

MI Skill Area LS CL LS CL LS & CL 
 

Reflection to Question 

Ratio  

Increase in 

mean from 

T1-T3. 

Increase in 

mean from 

T1- T3. 

Increase from 

T1-T3 not 

statistically 

significant.  

Increase from 

T1-T3 not 

statistically 

significant. 

Significant main 

effect for time. 

No significant 

effect for group. 

  

Percent Complex 

Reflections 

Increase in 

mean from 

T1-T3. 

Increase in 

mean from 

T1-T3. 

Increase from 

T1-T3 not  

Increase from 

T1-T3 not  

No significant 

effect for time.  

Significant  
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TABLE 15 CONTINUED: SUMMARY TABLE OF MI SKILL ANALYSES RESULT BY GROUP 

   statistically 

significant. 

statistically 

significant. 

effect for group, 

with LS 

demonstrating 

greater skill. 

 

Relational Global* 

*Skill level significantly 

different at T1 

Increase in 

mean from 

T1-T3. 

Increase in 

mean from 

T1-T3. 

Increase from 

T1-T3 not 

statistically 

significant.  

Increase from 

T1-T3 not 

statistically 

significant.  

Significant main 

effect for time.  

Significant main 

effect for group, 

with CL 

demonstrating 

greater skill.  

Note: Significance measured at P<.05 level 

 

Competency Baselines.  As previously indicated, the MITI provides suggested 

competency baselines for practitioners of MI. Using these baselines as thresholds, the 

scores of participants for each skill were recoded into a dichotomous variable of the 

competency being Met or Not Met. In the skill area of R:Q, no student in either group 

met competency at baseline and an equal percentage of participants in both LS and CL 

(12.5%) met competency at follow-up (T3). At pre-test (T1), a smaller portion of students 

in the CL group (75%) met baseline competency for %CR than in the LS group (87.5%). 

At follow-up (T3), the percentage of students meeting competency level for %CR 

increased by 12.5% in both the LS and CL group. All of the participants in the LS group 

met competency baseline for %CR whereas 87.5% of CL met baseline. Regarding the 

relational global, the same percentage of participants in both LS and CL (37.5%) met 

competency at follow-up (T3); however, the CL group was significantly lower at baseline 

(T1) in this area than LS, indicated the CL group demonstrated more gains in this skill 

area over time than the LS group. Empathy is a component of the Relational score, and is 

included for comparison purposes. In this area, the CL group was also lower at baseline. 

The percentage of students within the CL group meeting competency baseline in the area 
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of Empathy increased from 12.5% to 62.5% over the duration of the study. The 

percentage of students within the LS group meeting the competency threshold for 

Empathy grew from 50% at baseline to 75% at follow-up.   Additional percentages over 

time can be view in Table 16.  

TABLE 16: PERCENTAGE OF SAMPLE MEETING MI SKILL COMPETENCY THRESHOLDS 

 Live Supervision Coding Learning 

MI Skill T1 T2 T3 T1 T2 T3 

R:Q 0 0 12.5 0 0 12.5 

% CR 87.5 100 100 75 71.4 87.5 

Relational 22.2 42.8 37.5 0 14.3 37.5 

Empathy    50          100          75   12.5       28.5          62.5 

 

Behavior Counts 

Total MI-Adherent Statements. Significance testing indicates no differences in 

MIAs between the LS and the CL groups at pre-test. Additionally, there were no 

significant differences in MIAs within either learning group or among all participants 

between any time points in the study. Means for both groups indicate a slight increase in 

MIAs from T1 (LS M=5.33, SD=4.7; CL M=4.38, SD=3.25) to T2 (LS M=7.29, SD=3.3; 

CL M=5.57, SD=3.95), with this decreasing from T2 to T3 (LS M=6.63, SD=2.21; CL 

M=4.88, SD=2.59), while still remaining above the baseline means at follow up. See 

Figure 8 for graphical illustration.  
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FIGURE 8: MI ADHERENT BEHAVIOR COUNT GROUP MEANS 

MI Non-Adherent Statements.  Significance testing indicates no differences 

between the LS and CL groups in MINAs at pre-test. Trends, observable in Figure 5, 

indicate the LS training was more successful in decreasing MINAs.  The LS group mean 

decreased from T1 (M=4.2, SD=4.9) to T2 (M=2, SD=1.4), then increased slightly at T3 

(M=2.8, SD=2.5). The CL group mean increased from T1 (M=2.75, SD=3.1) to T2 

(M=6.86, SD=5.2), then decreased at T3 (M=4.88, SD=3.9). There are no suggested 

competency baselines for MIA or MINA scores in the literature. 
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FIGURE 9: MI NON-ADHERENT BEHAVIOR COUNT GROUP MEANS. 

In the absence of a suggested baseline, the percentage of students with 5 or less 

MINAs and 5 or more MIAs was calculated for each group. This was selected based on 

professional opinion and observation from the author.  From this perspective, both groups 

had the same proportion of students with 5 or less MINAs at T3, whereas the LS group 

had more students (87.5%)  with 5 or more MIAs at T3 than the CL group (62.5%).  

TABLE 17: PERCENTAGE OF POPULATION MEETING MI SKILL CREATED THRESHOLDS 

 Live Supervision Coding Learning 

MI Skill T1 T2 T3 T1 T2 T3 

MINA<5 66 100 75 75 43 75 

MIA>5 55 85.7 87.5 50 57.1 62.5 

 

Motivational Interviewing Knowledge and Attitudes 

Results of independent t-tests show no statistically significant differences between 

the LS and CL groups in MI knowledge and attitudes at pre-test. Paired t-test analyses 

demonstrate both the LS (t=-2.65, df=7, p=.03) and CL (t=-3.97, df=7, p<.01) group 

scores for MI knowledge and attitudes increased from pre-test to follow up (T1-T3): . 

The average score for the CL group (M=17.63, SD=2.73) was slightly lower than LS 
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(M=17.88, SD=1.64) at T1 and slightly higher (M=20.88, SD=2.32) than LS (M=19.78, 

SD=1.85) at T3. There were not significant gains in MI knowledge and attitudes from T1 

to T2 or T2 to T3 for either group or for all participants.   

Results of two-way repeated measures ANOVA for the MIKAT indicated there 

was a significant main effect of time, F(1, 14)=22.21, p <.001. There was no significant 

effect of groups, indicating that the change in MI knowledge and attitudes from 

participants in both the LS and CL groups were in general the same, F(1, 14) =.161, 

p=.70. There was not a significant interaction effect between MI skill over time and the 

group F(1,14)=3.13, p=.281.  

 

FIGURE 10: MI SKILL BY GROUP OVER TIME: MOTIVATIONAL INTERVIEWING KNOWLEDGE 

AND ATTITUDES. 

 

TABLE 18: MIKAT SUMMARY SCORE 
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Participant Training Satisfaction 

Participant satisfaction was evaluated via an anonymous survey all trainees 

completed at the end of the two-day training period. Both research participants and non-

participants in Coding Learning (n=18) and Live Supervision (n=18) completed this 

survey.  Only aggregate per item data were provided for each learning group, as it was 

summarized by the Title IV-E program to maintain anonymity. The survey contained 13 

items with a 5 point Likert scale response option ranging from Strongly Disagree (1) to 

Strongly Agree (5). The LS group endorsed 1,137 of a possible 1,170 pts, indicating 97% 

overall satisfaction. The CL group endorsed 1,096 of a possible 1, 170 pts, indicating a 

94% overall satisfaction rating.  

The satisfaction survey data were not normally distributed--as a result responses 

were recoded from 1-5 Likert Scale into a dichotomous variable with two categories: 5 

and Not 5, so a response of 4 became the same as a response of 1, 2, or 3 and vice versa. 

Once recoded, a test of proportions was used to test for statistically significant differences 

between training groups for each survey item. Statistically significant differences were 

found between the groups on 3 of 13 satisfaction survey items, with the LS group 

demonstrating higher levels of satisfaction on the following statements: The learning 

objectives were relevant to my learning needs,  X2 (1, N=36)=4.8, p=.02; Workshop 

activities enhanced my learning, X2 (1, N=36)=4.1, p=.04; Overall, I was satisfied with 

the learning experience at the training, X2 (1, N=36)=4.1, p=.04.   

The mean satisfaction rating for each survey item was slightly higher for the LS 

group than the CL group for every item except one, Q12. The LS group endorsed 

experiencing more anxiety than the CL group. There was not a significant difference 
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between the LS and CL groups for overall mean scores (t=2, df=24, p=.06).  Survey items 

and additional details can be viewed in Table 19.   

TABLE 19: PARTICIPANT TRAINING SATISFACTION SURVEY RESULTS 

 

Survey Item  
Live 

Supervision 

Coding 

Learning 
 

 M        sd M      sd X2         df     p 

Q1: The learning objectives were relevant to my learning 

needs 

5.0      0 4.72   .46 4.7      1    .02* 

Q2: The workshop achieved the learning objectives 

 

4.94    .24 4.67   .77 1.9      1    .18 

Q3: The workshop was relevant to child welfare practice 4.94    .24 4.67   .59 3.0      1    .08 

Q4: Workshop activities enhanced my learning 

 

4.94    .24 4.67   .49 4.0      1    .04* 

Q5: Overall, this workshop was well organized with 

regard to content and variety of formats in which the 

material was presented 

4.83    .38 4.61   .70   .6      1    .43 

Q6: The trainer demonstrated a professional level of 

knowledge and experience 

4.94    .24 4.89   .32  .28     1    .59 

Q7: The trainer was able to encourage participation of 

trainees 

4.94    .24 4.78   .43 1.8      1    .17 

Q8: The presentation style of the trainer reflected a 

positive attitude towards the material and towards the 

trainee 

4.94    .24 4.83   .38 1.0      1    .31 

Q9: The trainer made the learning objectives and the 

purpose of the workshop clear 

4.94    .24 4.78   .43 1.86    1    .17 

Q10: The trainer asked and encouraged questions, which 

assisted my learning 

4.94    .24 4.72   .57 1.86    1    .17 

Q11: Overall, I was satisfied with the learning experience 

at the training 

4.94    .24 4.61   .61 4.06    1    .04* 

Q12: Overall, I did not experience much anxiety about 

learning methods in the trainings 

3.94   1.16 4.33   .77   .12    1    .72 

Q13: I would recommend this training to other social 

work students 

4.89    .32 4.61   .78 1.6      1    .20 

Total Mean Score    4.86    .28        4.68   .14 t=2(24) 

 

Educational Resource Efficiency 

Educational resource efficiency was examined by calculating educational 

resources required in three ways: First, the approximate cost in US dollars, second, the 

number of educational resource units required, and then the number of personnel resource 

hours required for each training method. The amount of resources to train varies and 

multiple factors were taken into consideration and then included or excluded in 
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calculations depending on measurability and generalizability. (See Table 20 for 

additional details.) Cost in US dollars includes only personnel costs necessary to run the 

training, specific to the site where the training and study were implemented. Personnel 

costs included the supervisors/trainers, and the SCAs. Standardized Client Actor rates 

include paying for the cost of the actors during use, training hours, their parking costs, 

and project coordination with the simulation lab. The cost of SCAs for 6 hours of training 

time in LS was $2,200. To calculate the approximate cost in dollars of a trainer, an hourly 

rate for a full-time staff member, an adjunct instructor, and a CEU trainer were averaged 

($40.87+100+$118.75)/3=$692 per trainer per training day). One time technology 

purchases of audio visual equipment and facilities costs are not included in cost factoring, 

including time spent by IT personnel setting up AV equipment. Calculated estimated 

costs using the above mentioned assets resulted in training operating costs of $5,661 for 

LS and $1,384 for CL.  

Educational resources units considers resources necessary to operate the training. 

These include supervisors, classrooms, SCAs, and two different types of AV technology 

sets. Due to the LS set up, LS requires SCAs and more classrooms, supervisors, and 

technology. When calculated, the LS training requires 27 educational resource units and 

the CL training requires 6 educational resource units.  

Personnel resource hours required takes into consideration the number of hours 

hired personnel would be needed to operate the trainings. Personnel required for training 

operation includes time from supervisors/trainers, SCAs, and IT personnel to set up the 

LS AV technology sets. An initial IT set up time of approximately five hours is not 

included within this personnel resource hour count. Operation of the LS training requires 
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83 personnel resource hours (the supervisors/trainers, the SCAs, and the IT set up) and 

operation of CL requires 16 personnel resource hours (the trainer).  Facilities, SCA, and 

trainer costs in US dollars could all vary within an educational institution and would vary 

between different educational institutions, thus personnel hours provides the most 

accurate and generalizable unit of measurement.   

 To train a group of approximately 20 students, LS requires 21 more educational 

resource units, 67 more personnel resource hours, and $4, 277 more dollars than CL.  

Increasing the number of students in each group by 10 students would increase the 

resource need for the LS group (requiring a set of classrooms, an additional supervisor, 

and another SCA) while the resource needs for the CL group remain the same for 20 or 

30 students. Within the current study, all units of measurement indicate LS is more costly 

and requires more resources than the CL approach.  

TABLE 20: EDUCATIONAL RESOURCES REQUIRED FOR MI TRAINING 

 # Educational Resource Units # Personnel Resource Hours ~ Cost in US Dollars 

 LS CL LS CL LS CL 

 Day 1  Day 2 Day 1  Day 2 Day 1  Day 2 Day 1  Day 2 Day 1  Day 2 Day 1 Day 2 

Supervisors    1            4    1            1    8           32     8           8 $692   $2,769 $692    $692      

Classrooms    1            8     1            1     

SCAs    0            4      0            0    0           40     0           0 $0       $2,200 $0        $0 

Tech Set 1    1            4      1            1     

Tech Set 2    0            4      0            0    3           0     0           0   

Total Per Day    3            24    3            3    11         72     8           8   

Total       27 Units       6 Units     83 Hours    16 Hours $692   $4,969 $692    $692 

Difference  21 Units 

 

67 Hours $4,276.96 

  

Note: Technology Equipment Set 1: Standard classroom setting contents include computer, projector, and 

speakers.  Technology Equipment Set 2: Observational setting classroom contents include video recorder 

wired to paired room computer/projector, earpiece, and microphone wirelessly connected to earpiece.  
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CHAPTER SIX: DISCUSSION 

 

 Results of this study demonstrate that MI knowledge and beginning MI skills can 

be taught to social work students in a relatively short time given the opportunity for 

practice application and skill development. These findings reinforce overall findings from 

studies of undergraduate psychology students (Madson, Schumacher, Noble, & Bonnell, 

2013) and populations of social work students (Hohman, Pierce, and Barnett, 2015; 

Pecukonis et al., 2016). Several factors complicate comparisons, including the limited 

number of previous studies, different measures, and a different version of the MITI. 

Despite the limitations for comparison, the results from previous studies coupled with the 

findings from the current pilot study allow some conclusions to be drawn informing 

future teaching, training, and research efforts related to MI knowledge acquisition and 

skill attainment.  

Study results also indicate that the two training groups were mostly satisfied, both 

endorsing over 90% satisfaction rate, with there being no significant difference in 

satisfaction rating for 10 out of 13 areas assessed via a participant satisfaction survey 

post-training. Additionally, calculations demonstrate the LS learning method to be more 

resource intensive and cost more money. Participant satisfaction ratings and personnel 

hours and cost have practice implications and administrative considerations for both MI 

training and SW education. This chapter first provides a review and interpretation of key 

findings for each DV. Then, strengths and limitations are detailed. Lastly, conclusions 

and implications are identified for SW education, MI training, and future research. 
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  Key Findings 

MI Skill 

 MI skills of Percent Complex Reflections, Reflection to Question Ratio, and 

Relational ability were examined using univariate, bivariate, and multivariate analyses. 

The skill area of using MI-Adherent behaviors and avoiding using MI Non-Adherent 

behaviors were examined visually using univariate data due to only having counts, which 

provide a piece of information within which context is necessary, and not summary 

scores. The following section reviews each MI Skill Summary score analyses results.  

Percent Complex Reflection (%CR). Regarding the skill area of %CR, 

univariate, bivariate, and multivariate analysis provided different pieces of information 

about participant skill change over time. Both group means increased from T1 to T3. 

Bivariate analysis indicated the only statistically significant period of %CR skill change 

within groups was for the LS group, T2 to T3 in %CR. Multivariate analysis examining 

T1 and T3, using a two-way repeated measures ANOVA, then showed a significant 

within-subjects effect of improved %CR   from T1 to T3 (but no difference in change 

between groups). Essentially, both groups increased in %CR skill at similar rate from T1-

T3. The finding of skill gain in the area of %CR is a finding that aligns with the previous 

RCT using LS (Pecukonis et al., 2016), where gains in %CR were the only significant (p 

< .05) finding of skill change across time and between groups, with the comparison group 

being a teaching-as-usual control group. In the current study, there was not between 

group findings, indicating that both methods were associated with improvements—of a 

similar magnitude--in student’s use of% CR over the course of semester.  
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Assessment of competencies provides an additional opportunity for interpretation 

of results of an educational intervention. The percentage of students that met or exceeded 

baseline competencies in MI skill areas is a practical application of study outcomes. From 

this perspective, study results are useful and have real-world value within an academic 

social work setting particularly given that the study time period (T1-T3) was a semester. 

The percentage of students meeting competency increased by 12.5% in both groups. 

TABLE 21: PERCENTAGE OF SAMPLE MEETING MI SKILL COMPETENCY THRESHOLDS 

COMPARED TO PECUKONIS RCT. 

 Live Supervision Coding Learning Pecukonis et al. 

Results (T4) 

MI Skill T1 T2 T3 T1 T2 T3    LS            TAU 

R:Q 0 0 12.5 0 0 12.5 47.8     19.2 

% CR 87.5 100 100 75 71.4 87.5 60.9      61.5 

Relational 22.2 42.8 37.5 0 14.3 37.5  

Empathy    50          100          75   12.5       28.5          62.5 60.9      51.9 

 

 Reflection to Question Ratio.  Regarding the skill area of Reflection to Question 

(R:Q) ratio, examining of trends and  means indicates students, on average, started out 

with very low scores, improved from T1 to T3, ending with low scores with the group 

means still well below suggested baseline competency. Bivariate analysis indicated no 

significant within group change from T1 to T3 for either the LS or CL group. 

Multivariate analysis demonstrated a significant within-subjects change form T1-T3, but 

no significant effect for between subject factor of groups, meaning the participants in 

both groups increased in R:Q skill comparably, thus neither training method could be 

determined, given the study design, to be superior for R:Q skill learning.   

Both groups started at baseline with no students in either group meeting the 

threshold for competency in R:Q. The percentage of students meeting competency at T3 

was the same (12.5%) for both the CL and LS groups, and.  From the perspective of an 
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educator, having only 12.5% of the class earning a passing grade is a red flag that this is a 

skill area in which more effort is needed. These findings indicate that child welfare 

practitioners continue to need to address the issue of workers talking to parents rather 

than with them and conducting interviews rather than facilitating conversations 

(Forrester, McCambridge, Waissbein, & Rollnick, 2008). These findings are also similar 

to the previous SW MI RCT (Pecukonis et al., 2016), in which the skill of reflection to 

question ratio was the area in which the smallest proportion of students met competency 

threshold at the final time point, and there were not significant improvements in the skill 

across time. Future focus on skill development in this area is needed within SW 

education and CW training.  

Relational Global. The MI skill area of Relational Global, (an average of how 

well a worker demonstrates Partnership and Empathy) was the only skill area where there 

was an observed significant difference between the groups at pre-test (T1). Examining of 

group means showed an increase within both groups from T1 to T3, bivariate analysis 

indicated that these gains were not significant. Multivariate analyses indicated a 

significant main effect for time (within subjects) and group (between subjects), indicating 

that the CL group skill gain was significantly greater than the LS group.  

Results of the Relational Global competency scores examined from an educator’s 

perspective indicate that the same percentage of students in each learning group (37.5%) 

met competency at T3.  Said another way, there was no difference between CL and LS in 

the portion of students who earned a “pass” at the end of the semester. The percentage of 

students meeting competency in LS increased 15.5 from baseline to follow-up, and in the 

CL group the percentage of students meeting competency from baseline to follow up 
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increased by 37.5. Examining empathy without the partnership component shows that a 

number of students in each group also “improved their grade” to a pass over time. At 

follow up, 75% of the LS students met competency thresholds, as compared to 50% at 

baseline. An even greater proportion of CL students “improved their grade” in the area of 

empathy to a pass over time, with 62.5% hitting the mark for competency at the end of 

the semester, as compared to only 12.5% at time of pre-test. For the LS group, these 

findings are comparable to the MI SW RCT (Pecukonis et al., 2016) in which 60.9% of 

the LS group met competency for Empathy score at the follow-up (T4).   

MI Non-Adherent (MINAs) and MI-Adherent (MIAs) Behaviors. Skill 

change trends for MINAs and MIAs were not examined using multivariate analysis due 

to the nature of the scores (which were counts). This has implications for future research 

as this information is valuable, but not without additional contextual information. 

Working to find a way to more easily interpret this information as a score would add to 

study results and aid future research, and inform decision making in the area of MI 

training and SW education. Viewing the MIA data graphically using group means shows 

a similar trend of learning within both groups, with both groups increasing slightly in use 

of MIAs over time from T1 to T3. Viewing the MINA data graphically, the LS group 

learning appeared superior for reducing number of MINAs over time, the CL group 

increased from T1 to T2, and T2 to T3.  

MI Knowledge 

Visual trends and group means indicated both groups demonstrated MI 

knowledge gains (as measured by the MIKAT) from T1 to T3, at comparable rates of 

increase. Bivariate analysis of within group change confirmed that the change from T1 to 
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T3 was significant for both the CL and LS groups. Multivariate analysis also confirmed 

this, resulting in a significant main effect for the within-subjects factor of time and no 

significant effect for the between subject factor of group, meaning the rate of MI 

knowledge learning and attitude improvement was comparable in both groups.  

 Applied practically to a classroom setting, if the MIKAT were a quiz given 

within a course, the results indicate the average student grade improved by almost an 

entire letter grade from T1 to T2, with gains holding (LS) or improving slightly (CL) at 

T3 with no additional structured MI training from T2 to T3. The MIKAT mean score 

results are consistent with other MI student learning studies using the MIKAT, where 

Madson and colleagues (2013) found students in a one week course and 16 week course 

demonstrated greater increases in MI knowledge than students in a one hour MI lecture, 

with no post-course differences in proficiency abilities between the extended and 

intensive course. At post-test, the one week intensive course group had a mean of 20.66 

(SD=3.04) and the 16 week extended course had a mean of 20.96 (SD=3.14). These 

student MIKAT scores are similar to this study LS group mean 19.78 (SD=1.85) and CL 

group mean of 20.88 (SD= 2.32). 

Student Satisfaction  

The LS group displayed higher levels of satisfaction on some items but levels of 

satisfaction were high for both groups. A test of proportions demonstrates higher levels of 

satisfaction for the LS group on 3 of 13 items rated for student satisfaction with training. 

Overall, the LS group training earned a 97% satisfaction rating by participants, and the 

CL group training earned a 94% satisfaction rating. There was not a significant difference 
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(t=2, df=24, p=.06)    between groups for mean  item ratings for LS (M 4.86, SD=.28) and 

CL (M=4.68, SD=.14).   

 Examining item level differences, the LS group endorsed significantly higher 

levels of agreement, indicating increased satisfaction, for the following statements: The 

learning objectives were relevant to my learning needs; Workshop activities enhanced my 

learning; and Overall, I was satisfied with the learning experience at the training. The 

CL group and LS groups interacted during lunch each day, and at the end of the training 

experience, and as a result were aware there were different types of MI training 

occurring. The lower level of experiential practice, larger group size, less individualized 

attention, and lack of an ongoing child welfare simulation scenario in the CL group could 

explain lower levels of satisfaction in the areas of relevance to learning needs, workshop 

activities, and overall learning experience satisfaction. The LS group had a lower mean 

score than the CL group on only one item- Overall I did not experience much anxiety 

about learning methods in the training, though this difference in group means between 

CL and LS was not statistically significant. The LS group likely endorsed more anxiety 

due to the one-on-one interaction and observational component of LS. Simulation and 

observation have been reported in prior literature to cause report of increased anxiety 

amongst training participants, and it appears participants in this study felt similar (Smith 

et al., 2012).  

Resources Required  

Considering cost/resource efficiency, findings indicate that MI knowledge and 

some core MI skills can be learned or improved upon without more resource intensive 

teaching methods. All units of resource measurement (including the number of 
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educational resource units, number of personnel resource hours, and approximate cost in 

US dollars) within the current study indicate LS is the more resource costly training 

method.  Given this result coupled with the results of Q1, specifically the percentage of 

students in each group reaching competency thresholds, the CL learning method appears 

to be the more resource efficient method for teaching beginning MI skills to SW students 

learning over time (T1-T3, over the course of a semester). Though not comparable 

methodologically, these results echo that of other MI trainings considering cost/resource 

efficiency that indicate MI trainings with less expensive/resource intensive training 

methods can still produce effective MI learning and skill gain can still be achieved 

compared to other more costly methods (Doran, Hohman, Koutsenok, 2011; Olmstead, 

Carroll, Canning-Ball, & Martino, 2011).   

Limitations 

This study has methodological limitations that temper the interpretation of the 

findings. First, the researcher was also the trainer for one of the study implementation 

groups (CL).  To counter the likelihood of bias, the study included a fidelity check of all 

the trainers, and the data were coded blind to group assignment and time point. The coder 

trainer did not examine any data prior to training coders to also counter the likelihood for 

potential bias.  The fidelity check of trainers did indicate trainers being below 

competency threshold in some areas, and it is unclear what impact this may have had on 

quality of training. An additional limitation is the potential for bias or influence by 

students not in the research, in opposite training groups, or other trainers. The small 

sample size is a large limitation of this study as significance testing for anything but very 

large effects was not possible. 
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Data collection also posed several study challenges. A potential limitation could 

be non-random error due to SCA assignment, because randomization of subjects to SCAs 

at T2 and T3 was not possible due to logistical issues. There were numerous issues over 

the length of the study within the simulation lab that impacted quality of the SCA 

training, the testing scenarios, and recording of the data, both with participants and with 

the fidelity test. The study also testing two training methods and did not contain a 

“learning-as-usual” control group. A control group would further inform the results to 

indicate if the learning that occurred to T1 to T3 is comparable to the learning that occurs 

for many social work students over the course of the semester. This would be particularly 

useful given the study did not examine student’s ability to cultivate change talk or soften 

sustain talk, which are skills more unique to MI, whereas skills of reflection and being 

empathetic are also social work skill. Lastly, 22 audios (out of 47) not being over 20 

minutes in length is a potential threat to validity of MITI coding.  The limitations of the 

SCA encounters should be taken into consideration when interpreting these findings. 

Strengths 

The current study has several strengths. First, the study is structured upon a 

theory, using a model of adult skill acquisition, and prior MI training research. The 

research clarifies implications for future research in the SW education and MI literature, 

and adds to the current body of knowledge.  The study improves on limitations of a 

previous RCT implemented within the same setting, including lack of a true 

baseline/pretest and no fidelity measure of LS trainers. Second, the study uses an 

experimental design, randomizing subjects to training condition. Third, despite the 

availability of research on MI training, this study is the first MI training study to 
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implement and evaluate the use of MITI coding as the primary method to teach MI skills 

for clinical practice rather than research. Fourth, an observational measure of MI skill 

was used in additional to a measure of knowledge, so there is evidence of not just 

knowledge gain, but also skill acquisition and application. Fifth, study results have 

practical implications for social work educators, MI trainers, and researchers. Lastly, the 

training curriculum structure is available for implementation allowing MI, as an EBP 

well suited for SW education, to be integrated within social work course curriculums.  

Implications  

 

This study used the innovative components of standardized client actors (SCAs), 

live supervision, and coding in teaching methods to further the research on MI knowledge 

and skill training for social work students, specifically those preparing for careers with 

child welfare populations. This section will first discuss considerations regarding the use 

of SCAs, then implications related to use of coding as a teaching method. Lastly, MI 

training and research within SW education will be discussed.  

Use of Standardized Client Actors 

 Findings regarding the benefits of training with SCAs are inconclusive, and thus 

further research is needed, particularly to determine the circumstances under which SCAs 

are most effective and efficient. This study did not specifically evaluate use of SCAs as a 

DV, instead integrating use of SCAs with the LS method, and also using SCAs for 

testing. Future studies could specifically examine the role of SCAs.  For example, for 

teaching purposes in LS, students could be randomized to LS training using real play/role 

play or SCAs, and differences could be assessed. For testing purposes, students could be 

assessed using an SCA interaction and an audio of an actual client interaction. 
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  Prior studies have also documented the need for additional research on the use of 

SCAs, perhaps indicating the difficultly of preparation and simulation for such a complex 

position. Regarding MI training, prior studies have found that while training with SCAs 

was associated with skill gain, there was no significant difference in skill gain between 

the SCA training and another simulation type activity such as “real” play (Lane, Hood & 

Rollnick, 2008), or that, despite training, the reactions and responses of SCAs were not 

consistent with how clients would generally respond (Miller et al., 2004). Given the cost 

associated with SCA use, alternatives are desirable.  

Considerations of Coding as a Teaching Method for Clinical Skills 

Considering cost and logistical challenges of SW and MI training and the results 

of this pilot study, the innovative aspect of providing coding training as a method of 

teaching MI warrants additional attention. Personal communication with MI experienced 

SW educators and one prior study (Hohman, Pierce, and Barnett, 2015) notes the 

usefulness of coding as a tool; however, no published research studies have been found 

that implemented and evaluated the effectiveness of learning MI via learning MITI 

coding. Given the role of empathy in human service interactions (Greeno, Ting, 

Pecukonis, Hodorowicz, & Wade, 2017) an accessible and cost efficient training that 

results in significant participant skill gain within a low-risk environment is a valuable 

resource.  Results of this pilot study indicate additional research is warranted to explore 

the promising practice of a coding based MI training for building relational skills, 

including empathy and partnership, in social workers.   
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MI Training in SW Education 

A review of MI training and SW education literature revealed MI training has 

been more frequently implemented with professional staff in the field than with students 

within traditional academic settings (Hohman, Pierce, & Barnett, 2015; Madson, 

Loignon, & Lane, 2009).   MI trainings specifically for SW students are even less 

common. Professional communication with social work educators indicates MI is being 

integrated into SW education. Some of this has resulted from the major push from the 

Health Resources and Service Administration (HRSA) to incorporate Screening, Brief 

Intervention, and Referral to Treatment (SBIRT), which has an MI-base. The push 

toward more evidence based practice is also important for social work.  Given the 

potential value MI has as an EBP method to be taught to students, more effort should be 

made to integrate these skills into practice, to evaluate the teaching and the outcomes of 

the teaching, and then disseminate this knowledge to the broader social work profession 

outside of the educational institution.   

  Implementation of a research study within a social work educational setting 

presented a unique set of logistical challenges. Time, resources, and personnel were 

necessary and fitting assessment time into an already crowded training implementation 

week proved burdensome and was a noted barrier to recruitment. In the future, there 

should be consideration to creatively integrate training assessment and research data 

collection into forms and other methods of measurement already in practice, or be able to 

use the data for reporting purposes. This would ease additional burden. For example, 

coding of process recordings rather than SCA interactions could be conducted. Results of 

quantitative assessment of skills could be used for CSWE competency reporting, 
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relieving burden on Foundation practice teachers and providing a more accurate and 

practical assessment of actual skill, in addition to knowledge.  

MI research has shown that people of all education levels can learn MI (Miller et al., 

2004). Efficiently investing resources into EBP training during SW education could 

positively impact our profession and even perhaps be more cost and time efficient than 

attempting to retrain or train once in professional settings, where organizational 

challenges may present barriers to overcome (Miller & Moyers, 2016). The need for EBP 

integration into SW education was described in a previous chapter, and it is worth 

repeating that generalist skills are inadequate for graduating social workers in today’s 

clinical practice environment. Professionals in other helping professions, such as the 

medical and dental industry, must demonstrate competency in practice skills and SW 

should consider this to some degree as well, in a more consistent manner than a “pass” or 

“fail” grade given by a field instructor.   

Conclusion 

The most efficient and effective method of training social work students has yet to 

be determined. The results of this pilot study suggest a “targeted teaching” approach 

could balance logistic and cost demands with knowledge acquisition and skill gain in an 

academic setting. Acknowledging the process of learning MI set within a model of adult 

skill acquisition could provide a structure of mixed teaching methods for specific MI skill 

sequences. For example, a targeted teaching approach process could use the less-resource 

demanding CL training initially to lay a foundation of learning and teach the skills of 

Partnership and Empathy (Relational Global) and using reflections. Then, the more 

intensive resource method of LS could be used to further hone the skill of %CR and 
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decrease use of MINAs after competency in Relational is demonstrated. The skill of 

Reflection to Question ratio could then be practiced within LS, but progressed through 

using actual client interactions in SW field placements (to gather information via 

reflection rather than questions may be most realistic only with actual clients rather than 

SCAs due to the nature of evoking and natural process of engaging with genuine emotion 

rather than a scripted scenario. Additionally, the use of a field placement setting rather 

than a simulation lab would reduce SCA cost.). Overall, a multi-stage MI learning 

process that maps onto a model of adult skill acquisition would be beneficial for the 

learner, the teacher, and the academic institution or agency training setting. See Figure 11 

for an illustration of how this approach might unfold. Eventually, evaluation of the skills 

of cultivating change talk and softening sustain would be helpful within a SW 

educational setting, and long-term assessment in the area of benefit to the consumers in 

real-life settings could be assessed once fidelity to the intervention method is established.  

 

FIGURE 11: TARGETED MI TEACHING APPROACH USING CL AND LS  

In conclusion, while more research is still needed, this pilot study adds valuable 

information to the body of knowledge on training in MI, specifically SW students. First, 
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this study is the initial study to evaluate the use of coding as a training method. Second, 

the study shows that training to increase knowledge and certain skill attainment is 

possible within one semester of learning. We know these skills can be evaluated in an 

observable manner using a quantitative measure, providing the opportunity to document 

MI skills and the use of skills that demonstrate interviewing competencies. This is 

valuable news to those engaged in a range of educational and training settings and has 

implications well beyond SW and MI practice, education, and research.  
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