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. . ABSTRACT
L L _

In this study,‘Parent'Education: The‘Dreikurs-HodeT, the effects -

e TR . o . . . .
of ‘a Dreikurs parent‘educft1cn program were ‘investigated in terms cf

%=

“maternal attitudes; exprered practices of mothers, andvparent—chi1d

. i . » 4" B . . ! - N M N . ‘ .
‘.behaVTors» Variables assessed included -maternal contirol, maturity de-

nﬁnds, commun1cat1on and nurturance

0ol of 81 mothers of k1ndergarten chifdren 1n Ednonton

From a

jA]berta, s1xty of the vo]unteers vere. se]ected ~and ass gned to two

ftreatment cond1t1ons, exper1menta] and contro] SubJe ts in the

- experimeniaJ group»partwc1pated in a 10-week Dre1kursep?rent:educatign

’prpgram while contro] sub jects, rece1ved delayed treatment A Posttest—

_Only Contro1 Group~ des1gn was ut111zed Sub;ects were 1nterv1CJed

~~regard1ng the1w att1tudes and pract1ces and were later observed 1nter—‘

acting w1th the1r k]ndergarten ch11dren in a ¥tructure s1tuat1on .

Baumr1nd S Parent Interv1ew Scheou1e and Parent Interv1ew Sca]es

L

"were us ed 1n assess1ng expressed ch11d rear1ng att1tudes and pract1ces

‘pBaunr1no s Home. V1s1t Sequence Ana]ysws was also empnoyed 1n rat1ng ob—

Vservat1ons of nother Ch110 1nteract1ons 1n structured s1tuat1ons as

‘ descr]bed by Tari. R ~ _ ., ;; . o

One maJor f1nd1nq of the study was}that part1c1pants in the

. H
: parent educatlon progranm dwffeged in their’ att1tudes touard matur1ty

SRS

demands from non part1c1pan/s.b Further d1rect1ons for rese&rch Tay #n

exp]orat1on of the effz/;s of such programs on matur1ty demands and

“conmun1cat1on high: ¢ rre]at1ons between expressed child- rear1ng

’att1tudes and pract1ces sugqested that the 1nstruments faw]ed ta satis-

D

factor11y d1scr1n1nate between these var1ab]es Recommendat1on§7for .

v

.



| : : ; _ .
revision of thesce instruments were made. Additional cuggestions for
furtker\work included focys on pérsonality characteristics of parents

using a factorial design/

»

i With regard to the program itself, it was recommended that both
parents be. invelved in prograns of this type. Recomwendapjéns for pro-
gram changes also included aspects from other programs including role-

lTaying and practice in cormunication skills. Follow-ub scssions with
J g ’ RN A

participants CompTeting the program also appears to be important.
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CHAPTER 1

THE THESIS PROBLEM

RO 4

v L Intnpductapn

Acce]erated techno]ogwca] envirpnnenta1 and societal_changes:“
eccurr1ng over the past e1ghty years have produced a s1tuat1on 1n whwch
"unprecedented stna\é;%have been p]aced on the fam11y system (Buck1and
.,1971) Vhereas tradi 1ona11y parents, backed by 1ega1 and re11gwous

anct10ns; exerc1sed strwct author1ty over the\r ch11dren, more recent
th1nk1ng has rendereﬁ this, taboo In ear11er twmes fam111es were able
vto funct1on effect1ve1y \rom an autocnat1c basws in wh1ch relationships
were charactcr1zed by the super1or1ty of one 1nd1v1dua1 or group cver
another. Nwth1n the fam1]y, the father served as the authorwty fwgcre%
- and wh11e the rest of the family may not have aqree4 with his actions,
ﬁ%g author1ty d1d provide them with a reasonaa]e modicur of secur1ty
However, rapid techno]ogwca] advancement has led to soc1a1 upheaval in
. “which the st111 preferred autocratic fam11y systein is cysfunctwona] As
’a'reaction<to the pressures of rapid cu1tura1 change, wxvestand ch11dren;
particular}y adolescents, demand equal rwghts and equal voxce in dec1§1on—
making. | S D - ‘ | .

»In an attempt to adapt to the change in conditions, many families
today have shitted’to another extreme approach whereby children are
a]lowed to express themselves freely so that they‘wi11 not be suppressed
or frustrated Th1s approach vhich Dre1kur§ (1952) has referred tovae'

anarch1c perm1ss1veness has 1ed to d1s1ntegrat1on of the fam11y w1th

‘eagh,indivaua1‘attempc1ng to exert. hts r1ght to do as he p\eases
g . . . 7
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‘regardless of whether or not it interferes with the rights of others
(Nye & Berardo, 1973)
Faced with” the fact that earTler modeTs for fam11y 1nteract1on
are no Tonger appropr1ate many parents have found themseTves not only
bewildered by,change but also uncerta1n as t0~what»the1r mar1ta] and
“parental rolgs should be.. As BucklandeTQZZ)_has aptly noted:
Many affTbent middle class fam111es function at a '
psychoTog1caT survival level, while other families stﬂ]w
struggle at a physical survival- Tevel in a society which
has not yet established priorities in terms of human
well-being. Families tend to feel. . .resistant and
" reactive, not having been taught any SkT]]S for the
,management .of change. (p. 151)
In.an attempt to alleviate -stress w1th1n families, some researchers
’ (Natz}awick Beavin, & Jackson, 1967) have focused on the type“and
funct1on of communication processes wh1ch occur within dysfunct1onaT
' families. . The outcome has been the appearance of commun1cat1on systems
.approaches to both mar1ta1~and family therapy (Haley, 1963 Sat1r, 1967,
1972). Surpr1swng]y, considerable- s1m11ar1ty may be found between these
approaches and Laing's social phenomenoTog1ca1 approach to the fam11y,
where emphas1s is pTaceo on deve10p1ng accurate verbaTwzat1ons of one' s
exper1ence of both self and others (Lalng, 1967 La1ng o Esterson 1970)

» wh1Te ‘these approaches are pr1mar11y therapeutwc in. or1entat1on,‘
other aTternat1ves for families in the “form of educat1ona1 programs have
been 1ncreas1ng in number Through a processrof re—education, it has _zr i
been assumed that many probTems may be aTTev1ated or avoided before they'
become severe. Thus, marrijage. enr1chment and parent education programs,
for exampTe;gS?ye been deveToped to serve -a pr?mar11y preventive funct1on_
(Auerbach/] 8) ATthough 1t may be argued that’ therapy and educat1on

. at t1mes are one and the same, Br1m (1959) has dlfferent1ated,the tvio on



,the bas1s that no attempt is made to expose, exp]ore and work through
'pathology of members in an educat10na1 program In the-present nork;f
.focus has been placed on the latter type of. program and more . -
part1cu1ar1y on programs for parents —
| - In v1ew of the mu1t1tude of jpurces frem wh1ch parents may
obtain 1nformat1on and.. adv1ce regard1ng ch11d rear1ng pract1ces, it ;:
appears to be 1mportant to c]ar1fy more fu]]y what is meant by the term -
parent educat1on" Auerbach (1968) has attempted ta d1st1ngu1sh - -
between ththerms “fam1]y 11fe educat1on“ and ”parent educatlQn“ w1th

_parent group educatlon be1ng one aspect of the 1atter Following an

fextens1ve survey of the f1e1d Buck]and (1971);used the term “parent o

education to refer to- ”organ1zed d1scuss1on groups or classes for

®

“rﬁparents in an adu]t educat10n settwng, extend1ng over a ser1es of

_dregu]ar]y schedu]ed mee;pngs, ‘and conducted by a trained, 1eader“'(p 27).

E]ementary and secondary classes, 1ecture ser1es, mass-med1a programs,

programs spec1f1ca1]y des1gned for spec1a1 groupsaof parents, and

programs 11m1ted to sex educat1on viere not anc1uded S1nce Buck1and s
def1n1t1on has served to de]1m1t the f1e1d to a Jeve] wh1ch %s~v »
"cons1stent with the scope of the present work “her def1n1t1on has been
- adopted and used hereafter when referr1ng to the “term- “parent. Mi”1_A g
veducat1on » . - _b . ‘4_

- On exam1n1ng spec1f1c parent - educatnon programs, Buck]and (T974) .
conc]uded that exrst1ng programs are. S0 d1verse in nature that "no
fmatr1x;c1ass1f1cation can- do them justice“ (p 65) As with many forms>
of therapy, some parent educat1on programs are- theoret}cally based w1th

. goals and procedures vary1ng from one theory to- another Thus, for

,nexample Gordon s (1070) Parent Effect1veness TraTn1ng program has -




' -emerged from Rogers c11ent centered therapy where emphasws is p]aced
on the deve1opment of communwcatwon sk11is : S1m11ar1y, the. Dre1kurs

mOde1 grew out of Ad1er1an theory wh11e programs based on Becker S

(1971a) Parents are Teachers have been essent1a11y behaV1ovaT 1n e

-or1entat10n On the other hand, some programs have cons1sted of

gu1ded group d1scuss1ons where “the spec1f1c subgect matter arwses e

pr1mar11y w1th the parents themse]ves, frOm the1r quest1ons, the1r

e

expressed concerns, thelr past and current exper1ence, and the\r own L
rknow1edge : There is mro forma] presentat10n made to. the group, no set
"’currjcu1um (Crow, 1967, p. 161) on rev1ew1ng the ]1terature on

: parent‘programs;’BUCk1and (1971) attempted to formu]ate a comprehens1ve'

theory- of ‘parent educat1on Hh1]e her work has certa1n]y made a

TN

-

s1gn1f1cant contr1but1on to the f1e1d many quest1ons regard1ng the

{effect1veness of current programs have rema1ned unanswered

A review of the 11terature in thws area has revea1ed a paucaty”
of research stud1es and where such 1nvest1gat1ons have teen conducted

d'they have been character1zed by some 1nherent d1ff1cu1t1es In fact

f.Hereford_(1963) apt]y summar1zed the present state of . affa1rs when he

stated:
: Programs are cons1dered to be effectwve and successfu1
- if they are well- attended or if a majority of the
~part1c1pants fi11 .out a quest1onna1re about the program
in a pos1t1ve vein. Evaluative research is time- =
consuming” and expenswve yet the demand . by parents, for
‘educational services is so §trong that the tendency
has been to go ahead and meet the demand in any way
,p0551b1e,,regard1ess of the dearth of knowledge ‘
_ ?oncer?1nc the effect1veness of the techn1ques used.
p. 34

,The s1tuat1on descr1bed by Hereford is exemp11f1ed 1n the

1ncrea51ng appearance of parent study groups based on’ Ad]er1an theory

9



; In his gundes for parents, Dre1kurs (Dreikurs5_1§§8;'Dreikurs &bcréy,
-]96ba, 1968b Ore1kurs & So]tz, 1964)‘has stressed'that traddtﬁonat
methods of ch11d rear1ng areé obso]ete and that deve]opment of .a demo—

crat1c atmosphere based upon equa11ty, encouraqement respons1b111ty :

and respect for ‘the r1ghts of others is necessary in order to enab]e

'the ch1ld to become both’ 1ndependent and- soc1a11y respons1b1e The grow—7

R

1ng popu]ar1ty of the approach cah be seen in the 1ncreas1ng number of

5fbooks and art1c1es be1ng pub11shed for the 1nterested counse]or aarent
. -
" and teacher w;th Dre1kurs, D1nkmeyer and ChHTStensen belng among che
8 T . H
.1ead1no exponents ‘The ‘model, has even been extended to prov1de tra1n—-

1ng for parents themSe1ves who w1sh to become group 1eaders A]though.

prov1s1on 1s usua11y made for parents to eva1uate partncu]ar programs

such eva]uat1ons tend to be h1gh1y subJect1ve Furthermore, ]1tt1e )

o stress has been p1aced on more contro]ied stud1es as ev1denced by--the
pauc1ty of pub11sheo research u31ng this approach S1nce some.form_of

.obJect1ve eva]uat1on has been 1ong.overdue, the Dre1kurs model of

parent educat1on Was exam1ned 1n the present uork

.=

- II. The problem . .
- aE o R

A reu1ew of " recent research-1n the area has réve&]edAthat theg

‘ pr1mary method of assess1ng the effectiveness of parent educat1on
'programs has "been a parent att1tude quest1onna1re (Endres & Evans 1968;
Garcia, 197}' Hereford 1963,_Larson, SQZZ) in comb1nat1on w1th some
‘other measure 1nc]uocng parent S rat1ngs of ch11dren s behavior (V]att,
19717, ch11dren $ vatings of parent behav1or (L1111br1dge; 19723
Peterson, 1970 Stearn, 1970), changes 1n ch11dren s- grade point everaoeu

(Larson, 1972), parent,1nterv1ews by teachers and changes in ch1]dren 5"”



‘ -

se]f concept (Endres & quns, 1968). ” As Mann1no, K1s1e1ewsk1, K1mbro
- and Morgenstern (1968) have p01nted out, there are 1nherent d1ff1cu1t1es
‘1n 11nk1ng se]f expressed parent att1tude change w1th ch1]dren 5 -
.tbehav1or and 1n associat1ng att1tude change w1th c¢hildren' S _
percept1ons of parent behayior. Consequent1y, Buck]and (1971) has
'WCa11ed for more evaluative stud1es in which parent ch11d 1nteract1ons :.
“are actua11y observed . :#; DR %, _.
| Baumr1nd (1967) conducted a study wh1ch has had part1cu1ar
nre1evance for “the present work. In her study, 1nformat1on regard1ngv
.ch11d rear1ng att1tudes, pract1ces and behav1or was ga1ned by
: 1nterv1ew1ng parents and by observ1no parent child 1nteract1ons | The\
ld1mensnons assessed were parenta1 contro] matur1ty demands, commun1cat1on.'
“and nurturance While prev1ous worP Jn parent educat1on has asseSSed
ifatt1tude changes, there has been 11tt1e attempt to assess the
re]at1onsh1p between attitudes and actua] behav1or on. the same
.d1mens1ons s

/Therefore, -in the present 1nvest1gat10n, the Dre1kurs mode] of

: parent educat1on was exam1ned “in an attempt to obta1n obJectwve

- ’1nf0rmat1on on the effects of ‘the program in terms of materna] att1tudes

[

»toward child- rear1ng, actua1 pract1ces and behav1or. More spec1f1ca11y,,
_one obJectwve vas to compare the ch11d rearing att1tudes, pract1ces

and behav1ors of mothers ‘who' part1c1pated in-a Dre1kurs parent study
group w1th _those of méthcrs who recewved no such: tra1n1ng A second
purpose was to determlne the re]at1onsh1p~between expressed ch11d-
f'rearangiatt1tudes, pract1ceskand ‘actual behaviors of mothers who.

participated in a Dreikurs program.-.
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111 Overview

Wh11e the purpose of the present investigation: has been br1ef1y
introduced in Chapter I, the remainder of the thes1s contains more
detailed informatﬁon regardlng-the_Dre1kurs program and the research
aspect of the current work. -In particu1ar, the theoretical framework
"in the form of, Adler1an theory and §Fe Dre1kurs mode] of parent
education has been descr1bed in Chapé r II. thapter II a]so contains
arreview of re]atedi1iterature inc]uéfng other parent educatﬂon
programs, research on parent educat1on, and relevant research on ch11d-
rear1ng pract1ces The part1cu1ar methodo]ogy, hypotheses and
def1n1t1ons employed in the current 1nvest1gat1on have been presented in
‘Chapter ‘I1I. Chapter IV conta1ns~the f1nd1ngs and conc]us1ons while
a d1scuss1on of results with 1mp11cat1ons fo¥ “further work f011ows 1n

2>

’ Chapter V.



CHAPTER 11
THEORETICAL FRAHFNORK AND RELATED LITERATURE -

I. Theoretical Framework

Adlerian Theory

-+ .. The mode1~of parent education employed in the present
"investigation was that propoééd by Rudolph Dreikurs. While the
Dreikurs approach has tended to be very practical in ité suggestions.
for parents, the model itself has its theoretical roots in the Individual
Psychbloéy of Alfred Aﬁ]er. Consequently, an eXaminétion of Adler’s

theory seems warranted.

Theory of Motivatiqn.* According to Mosak and Dreiku%s (1973),
* Adlerian or Individual Ps}choTogy may be deécribed as a social,
£e1eo1o§ica1, bhenomeno]ogica], holistic, ideographic and humanistic
theary. One;Of the most basic tenet§ arising from its organismic,
holistic position is the existence of a uﬁifary theory of motﬁVationt
As an organism, a unified whole, the individual is hof Heterhinedvby

. various drives or motives, but there is one'dynamic»fbrce of which all
others are only partia1'or subéjdfary aspects. This derives from the
growth and forward movement of 1ife itself. It is & general forward
striving which is inherent in man and which carries each 1nd1§1ddéi

"~ from one stage of development to the next higher'stage. Thevform vhich

"

this life force takes has variously been described by Adler as the

Py
+

striving for superiority, cuccess, overcoming, completion, perfection,
“an upward striving, a coercion to carry out a better adaptation, "an

_innate somethiﬁg'which belongs to.life" (Ansbacher & Ansbacher, i956);
g .



As Ansbacher (Adler, 1929/1964) has pointcd out, the recognition of
one master motive hdﬁfheen common to all organismic poychologies since
Adler. Some of the ivrmx which have been chosen by recent writers
have included se]f—acgualization, self-expansion, self-consistency,
competence.

The guiding force which gives direction to man's striving for
’sgperior1ty is his degree of 30(1a1 interest. According to Dreikurs
(1933/1950), what Adler has referred to as "social feeiing” manifests
itself id the person whd js aware of having something in common with
others and of being one of them. It has also been described as man's
capacity for cooperatwon SOC1a1 feeling is not considered to be
inborn but rather exists as an innate potentwa]wty which must be
conscious1y developed. Since man 's surv1va1 is dependent upon his
ability to live 1n harmony with others, cooperation dnd interest in
others are considered to be essent1al aspects of hws funct1on7ng In
fact, man's ability to cooperate whip athers and to help the group to
which he be]dhgs in its evo]ut1on toward a more perfect form of social
1ivjng mey eerve as-a normative ideal. As such, it constitutes a

) criteriph{o% positive mental health (Adlers 1933/1970; Dreikurs, 1971).
~As Adler (1958) has stated, g : -

Life means to contribute to the whole.

The man who meets the problem of human 1life

successfully acts as if he recognized, fully

and spontaneous]y that the meaning of life is

interest in dthers and cooperation. (p 9) i
it remains the task of the family and of soc1ety at large to provide_the’
child Qith experiences whnch_w111 Tead to the actual deve]opment of this
pofen'diaﬁty (Adler, 1929/1964),

| From the first day of 1ife, the child is imbedded dn a social

<y

/ - -
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context to which he must relate in order to have hio particular need:
saHSﬁ'(w.!. The child is totally dependent upon others tor hio security
and survival. By providing a teeling ()f. helonging, cooperation with
rthe mother and eventually with others i developed. At the same time,
the child's feeling of inferiority in relation to others and to his
environment is diminished (Adler, 1930L/1903) .

Adler has postulated that the experience of inferiority and the
need to overcome it is universal to man. In comparison with his qoal
of perfection, the individual always experiences a sense of incompletion
or imperfection and hence, feels inpferijor. Such feélings are not
considered to be a sign of abnormality but rather the cause of all
improvement in man's lot. They are the outgrowth of an impeded striving
for success making Adler's theory very similar to Maslow's (19€3)
concept of growth motivation. As Hall and Lindzey (1970) have aptly
cummarized, man is "pushed by the need to overcome his inferiority and
pulled by the desire to be superior” (p. 124).

- It is the degree to which the individual's social interesf has
been developed that determines the direction in which his inferiority
feelings take him. In other words, if the individual has developed a
high degree of social interest, when faced with a problem, he will focus
upon the situation at hand. His striving will be in the direction of
a poéitive outcome, towards competence. On the other hand, ﬁfvsocial
interest is poorly developed, the individual has no£ acquired an- adequate
feeling of belonging. In this case, his infeﬁiority feelings predomin?te
and he will strive for superio}ity at the expense of others. His
behavi&r is marked by lack of cooperation and disharmony (Adler, 1927/1954;
Dreikurs, 1973b).



(".uillinrJ} Potion amd the Dite Style. Diuring the early years the
dqu-lupinta Child encounters many novel situations with which ke hay not
as vel bheen prepared to cope.s Inoan attempt to overcone his preaent
doticiencies and ditticultics, he t,unt_immll‘,; observes, evaluates and
interprets his environment.  Gradually he developes a scheme of
reference which enables him to organize experience, to underastand it
predict it and control it.  However, since many of his perceptions
and interpretations are faulty, {hv convictions he derives from them are
also inaccurate. The individual, therefore, adapts not to reality but
to the picture he has formed of reality. Furthermore, he goes throuah
life acting "as if" this picture were true (tosak & Dreiturs, 1673,

Way, 195%€¢).

| In accordance with Vaihinger's (1924/1665) philosophy, such
guiding fictions serve as working hypotheses which can be adapted as a
basis for action. However, as Way (1950) has pointed out, the
indiQidua1's experiences are limited by the basic and sometimes faulty
assumptions he makes. While initially the child is fairly flexible in
abandoning what is false in his outlook, his appreoach to 1ife gradually
becomes more set in a pattern which is referred to as the "life style".
As Allen (1971) has stated, "Any hﬁman being's behavior stems from
his own particular conception of the nature of 1ife, its meaning, its
possibilities and dangers, and from his appraisal of himself, his
assets and liabilities" (p. 5). ?rom the combination of these two sets
of beliefs come the rules by which a person will live or his life style.
Dreikurs“(1973b) and Mosak (1971) have described a number of life styles
including "the baby", "“the hero", "the martyr" and "the ‘passive tyrant".

By the end of the fifth year, a child's personality has more or



Yo crystallizod Hinoo Centation towads, the three tasks of Tite
which ind Yade cormnnal Tite, work and love have laygely been torrlated
throunh the tamily atmosshiere and through the evpertens e ol coping with
parents and abling.. T4 tailure in adaptive training ocours such as
through pampering or neglect, \HQ-. child' Tite tyle i affected. Tt

ie tor this reasnon that carly training 1o important (Adler, 149200, 1930b/
19673).

Family Intlugnees.  Inoa nunher o his writings, Adler (1’)1‘5’;'
1964, 19500L /190 0 1954 hao ermphesiced the influence of the pother upon
the child's potentialities. In fact, Adler (1954) wert so far as to
insist that in tracing back cases of failure in life, it was alroot
always discovered that the mother did nct fulfill her functicns properiy.
In other words, she failed to give the child the compTetosE/fos:ible
experience of trust and fellowship and to broaden it fhgﬂ/hornaW
conceptions of society, of work and of love (May, 1056). [t appears
that Adler's main erphasis lay on the role of the mother because it was
with her that the child initially had the most contact. The role of
the father was not negated but rather considered to be similar to the
mother's in developing social interest.

On considering the influence of the family, Adler distinguished
three types of children in whom approprig&g.training may not occur;
those with defective organs, -hase who are pampered and those who are
neglected. Accordingly, chilaren with defective organs may adopt an
attitude of despair and bitterness. Théy may unconscicusly exaggerate
their difficulties, demand an extraordinary amount of attention, and
avoid difficulties and respcnsibilities. In a similar vein, the

pampered or spoi]ed'Chi1d‘T§>granted prominence without actually



worbing to deserve ot Heos vaven no opportunity to o oagcorpbish oon b
own and o robbed of b independens e s On the other Beaned L the neg e ted

child 0 one who boa pever toognd a0 fractenrthy nther neeoon hngd

convequently hass bad no espertens e 0! Tove or cooperation.  When

+

contronted vith protlors, he tends to over crate thedr dittioalty and to

Urctor - rate B own capac iUy o et thesp ons ooty Thisn, he tencky
to be wuspicior and anable to traot himaelt (Adder, 192 00004 1007/
1954, Way, 1948, .

{

In all three catves ot lined proviously, chiddren do not develop

an attitude which i+ conducive to reeting Tite o demarto o to solving
difficulties. 1t shoud be noted that while Aller i oopathetico to

the idea that the child needs supnort and cncodvagesgnt, he v
N 3

ot dntertere oith the child's own

I
o
—
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careful to point cut that it
self-training.

One of the strondest envirvonmental influences _oo—the Growing
child consists of his ordina: positign within the family a5 well as\
the already-existing family dynarics which are subjoect to change with
the additicon of each ¢hild., This cut
to as the "family cons=ellation”. According to Adler (1G22/1504), no
twp child~en born intoc the same farmily ever grow up irn an identical
situation. There exists a funtamental differencs in the experience of
the first-born as contrasted wfth the second, 'est-born or only child

as well as in the experience of one girl amons a number of boys or
-

'\
. . c vy
i

vice-versa. For example, the first-born child initially enjoys the full

I
attention of his parents*without having to share with others. Upon the
arrival of a secord child, the first-torn is no longer the center of

attention in his position as the baby but must re-establish himself as



Athe o]der of two children. fn contrast to this, the second—born aTways .
‘has before hwm someone who 1;Jgenera11y more competent than he 15
lThroughout h1s 11fe, he may\cont1nua11y endeavour to surpass the o]der
child. S1m11ar1y, the last born ch11d is a]ways surranded by others'
,who are ‘more’. competent than h\mse]f and may be in the position where
" older ch11dren continually; attend to h1m In h1s pos1t10n as "the baby“,
he may 1earn to attract attent1on from others w1thout,rea11y havwng to
g1ve in return. The concept of the fam11y conste11at1on has -been
:elaborated more fu]]y in an art1c1e by Pepper (1971) (see Appendwx A).
It shou]d be noted that wh11e the terms ”b1rth order" (Pepper, 1971) and
;”ordinal posjtion,_(Shu]man, 1962) have at times been equated w1th the
fami1y conste]Tation, Moaak and Dreikurs (1973) have been carefu1 to
point out that the terms- are not synonomous Vh11e the ch11d s ord1na1
'p051t1on is 1mportant the meaning he attaches to it must be understood
" in the context of his. own part1cu1ar fam11y e
| To. summar1ze, the comb1natwon of Vaihinger's concept of fictions-
with that of a f1na1 goa1 makes Adler's theory subjective, phenomeno—
: 1og1ca1 and te]eotog1ca1 in or1entat1on Vaihinger's concept of fwct1on.-
comes close to. what would presently be referred to as the sub3ect1ve
) or personal frame of reference or the phenomenal field (Ansbacher &
Ansbacher; 1956). Furthermore, -man 15 cons1dered to be re1at1ve1y
. free in the-determination of his behavior. _Hh11e both;hered1ty and
“environment do have a'place in the development of'character traits,
their role Ts considered to . be relatively uhimportant as compared to
the meaniné that man attaches to the eventsiwhich>OCCUr to_him

~ (Dreikurs, 1973a). Adler's position then becomes one of "soft" .

. determinism (Bieliauskas, 1973) and his theory is basically cognitive_
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in. nature (Dre1kUrs, 1971 Mosakha'Dreikdrs,‘1973) ‘HOWever, since iti
1s dur1ng the ear]y-years that the ch11d S or1entat1on towards 11fe is
‘gradua11y formu]ated,,1t is at that t1me that environmenta] factors
p]ay a cr1t1ca1 ro]e in. the deve]opment of the persona]1ty For this
‘reason, parental educat1on in appropr1ate tra}n1ng methods is |

‘recommended. ' ‘ o : S ’ =

'Dreikurs Adaptatwon of Ad1er 1n Bu11d1ng a Mode] for Parent Education

7 Dreikurs' Attitudes Regardwng Ch11d Rear1ng Fo11ow1ng in -
- Adﬂerts tootsteps, Dre1kurs'(1948a, 1952,J1959b)' Dre1kurs and Grey‘
(1968a,.f968b) and Dreikurs_and So]tz.(1964)‘habe emphasized'that
, traditiona1 methods of Ch11d—rear%ng are obsolete. As an alternative
to both extreme author1tar1an1sm and extreme perm1sswveness, both of
h1ch are cons1dered to be dysfunct1ona1 Dreikurs has suggested that
deve]opment of a democrat1c atmosphere based upon equa]1ty and respect
for the r1ghts of others is. necessary uh11e-parents may not be able
to prevent a ch11d from d01ng whatever he. 1s physwca]]y capab1e of
do1ng, they can teach him that every act has a consequence for Qh1ch he
is resgﬁﬁsTbie. W1th1n such a fam11y, ch11dren learn how to manage
.their'own affairs and part1c1pate 1n the democratwc pr@gess At the
same t1me, they 1earn to dea] more effect1ve]y w1th the ?oc1a1
revo]ut1on wh1ch is gowng on around them. To do th1s paxentsaneed to
learn new methods to guide and.educate their ch11dren into. democratic
social 11v1ng ‘ S o ,
In accordance with Ad]er1an theory, Dre1kurs (1933/39? r'1966)
has pointed out that all human behav10r is purpos1ve and that onc of

the child's strongest mot1vat10ns is h1s des1re-to be]ong.. H1sksecur1ty
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" or 1ack of 1t depends upon his fee11ng of be]ong1ng w1th1n a group

whwch 1n1t1a1]y cons1sts of his fam11y . Furthermore, each ch11d has a
number of needs which must be met in order to provide 1nner

psycho]og1ca1 stab111ty - These 1nc1ude the. need to be loved. and

accepted to be secure and re]at1ve1y free of threat to be]ong, to .-

1dent1fy h1mse1f as part of a group, to be approved and recogn1zed for

the way in which he funct1ons and to mové tovard 1ndependence

‘ respons1b111ty and dec1s1on mak1ng (D1nkmeyer & thay, 1973},

Sat1sfactwon of these-needs" enables the chw]d to move towards
1ndependence and soc1a11y respons1b1e behavwor whwch is character1st1c
of the hea1thy person Ea11ure tq sat1sfy these needs st1mu1ates |
m1sbehav1or A child who be11eves h1mse1f to be worthwh11e and usefu1
.has no need to deve]op destruct1ve patterns lf he has sle confwdence
and self- respect e recognizes that he is respons1b1e for h1mse1f and
t t he must ewther accept the consequences of h1s behav1or or change
the behav1or (Dre1kurs, 1048b)

- Through a process of trial and error, the ch11d learns which
behav1ors w111 prov1de him with a fee11ng of belong1ng and which ones,
w11] not. Often he makes errors-in 1nterpret1ng what he observes and v
draws 1ncorrect conc]uswons regarding- hws behav1or When:basic needs are
not met.and ‘inaccurate 1nterpretat10ns are made, the ch11d may devetop;
mistaken goaTs and- choose undes1rab1e ways of f1nd1ng hws p1ace w1th1n
the fam11y | .

Dre1kurs (1957) has 1dent1f1ed four goals for a-child's
disturbing behavior: the desﬂre for undue attent1on or attent1on—

O

gett1ng mechan1sm (AGM) the strugg]e for power and super1or1ty, the

. des1re for reta11at1on and revenge and the need to demonstrate rea] or

-
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.‘1mag1ned 1nadcquacy In pursu1ng one or.more of these goa1s, d1§tbﬁb/ig .h
} ch1Tdren may be e1ther act1ve or passwve and as in the case’ of |
*attent10n gett1ng,_they may-use construct1ve or destruct1ve methodss
If the. ch11d fee]s accepted he w111 use construct1ve methods while | .
destruct1ve acts’ are. cons1dered to be an express1on of antagon1sm On
.the other hand basic patterns of act1v1ty or pass1y1ty are establlshed

o

Sin” eaniy 1nfancy and are based on. e1ther pYenata1 experwences and ¢

'“iearly tra1n1ng or. 1nnate pred1spos1t1ons Wh11e the degnee of act1v1ty

‘often‘rema1ns unchanged, a child may become more antagon1st1c and
~rebe111ous through d1scourag1ng eyper1ences

The combwnat1on of the twd pairs of faetars (actﬁvity;passivity,

- COnstfuctﬂvenessfdestruct1veness) produces 0 sﬁb1ejbehavﬁor
patterns: | | -
o 1. AAct1Qe cdnStruCt1ve as exemp11f1ec.by the extreme amb1t1on
.,\°f the fwrst in the c]ass and the helpfulness dwsp]ayed by .
“the teacher s pet e ,'(; | o
2. Active= destructjve as 111ustraged by the c]own, bully, or
!' “impertinent and def1ant rebe] ; f. . w
3. Pass1ve construct1ve as. seen in thoseinhb'nsevchanﬁfand
adorat1on to rece1ve spec1a1 attent1on and favor w1thout
do1ng anythwng themse]ves f ’ : B - 'Q
'—41 Pass1ve destruct1ve,as revea]ed by Jdaziness and stubbbrnness.
Each of these behav1or patterns has been e]abdrléed upon more ‘
fully by both Drewkurs (1948b) and Bu11ard (See Append1x A) h
patterns have- a]so been summar1zed by Dreﬁkurs (1957) and Dre1kurs,

Grunwa]d and Pepper (]971) and have been shown 1n4Tab1e 1- w1th

deter1orat1ng sequences beang 1dent1f1ed as a, b, and c. ) It shou]d be

[
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noted that attent1on gett1ng 15 the on1y goa] wh1ch is reached by a11»
f0ur behav1or patterns Power and reyenge are obta1ned through act1ve—
and pass1ve destruct1ve methods wh11e a d1spTay of 1nadequacy can use’

on]y passive- destruct1ve methods Th//most frequent deter1orat1ng -

lsequence is that’ fromtactwve Zinétrﬁct1ve AGM. te actwve destruct1ve AGM

to active- destruct1ve power act1ve destruct1ve revenge (11ne a)

is that of passive- construct1ve AGM pass1ve—‘

Another frequent seqUen
destruct1ve AGM and assumed d1sab111ty (11ne b) In-most cases of th1$
type, there is a pass1ve demonstrat1on of povwr but not of revenge

before an 1nab111ty is dlsp1ayed - A f1na1 deter1orat1ng sequence 1s

that wh1ch occurs when passive- construct1ve behav1or turns d1vect1y 1nto

uaan open display of 1nab111ty (11ne c) Nh11e deterworatlon appears to

fo]]ow part1cu]ar sequenCes, accord1ng to Dre1kurs, th1s is not the

T'same for 1mprovement . By c0nV1nc1ng a ch11d that he 1s 11ked and can

be usefu1, even the most d1sturbed ch11d may. become adequate1y adJusted
Techn1ques for he1p1ng barents 1dent1fy part1cu1ar goa1s of d1srupt1ve

behav1or as weT] as possnb1e Correct1ve measures. have been out]wned by

¥

N. Pearcy (see Append1x A)

In encourag1ng parents to understand the1r chw]dren, a focus —

is not on1y p]aced on the goaﬁs of mwsbehav1or but an attempt 1s a]so

" made to deve]op an aWareness Of the dynam1cs wh1ch may be operat1ng 1n S

parent—ch11d s1b11ng re1at10nsh1ps Each re]at1onsh1p is cons1dered

.~to be unique 1in 1tse1f and Compet1t10n between ch11dren is expressed e

Sin the fundamenta1 d1fferences 1n ro]es they p1ay w1th1n the fam11y

Preva1ent methods oF tra1n1ng are 1mportant in that they affect the
manner 1n wh1ch the cn1ld perce1ves ‘his p]ace 1n the fam11y

wh11e the fam11y conste]]at1on descrwbes the 1nteract1on

18
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Diminished Social Interest"'
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BehayiorgPatterns,‘Mistaken Goals ahd Deteriorating Sequences

Useful ‘ - Useless. . ' Mjstaken
A s o o ' . -Goals
Active Passive Active Passive : :
Constructive |- Constructive| Destructiue‘<_Destructiveff
es mmlET o mas - o : .
| | _:f———b—ﬂ——ba——«. :
- success charm ~ nu1sadce laziness - YAGM
‘ '~\- rebe], stubborn " Power
c\‘- J 'P' _ o
y1ciousl : v101ent : Revenge
1 na |
N p ss1v1ty
AN b .
. ~ . e . : N
: . N hopeless Assumed -
* Tl o Disability .

between members of the fam11y, a character1st1c pattern wh1ch 1s

estab11shed by parents and presented to the1r chl]dren as a standard

for ‘social 11v1ng a]so exists.

Typ1ca1 fam11y atmospheres have been -

1ncons1stent, compet1t1ve, and mater1a11st1c c11mates

descr1bed by Dewey (1971) and may be exemp11f1ed by author1tar1an,

Aside from prov1d1ng parents with 1nformat1on wh1ch may ass1st

.them in understand1ng the1r ch11d s. behav1or, Dre1kurs (1959a), Dre1kurs

and” Grey (1968b); and Dre1kurs and So]tz (1964) have~also 1dent1f1ed'

some character1st1c child- rear1ng methods wh1ch produce more democrat1c

re]at1onsh1ps w1th1n fam111es

Through procedures such as refra1n1ng '

from do1ng for the child what he can do for h1mse1f and‘a11ow1ng him

to share in the respons1b111t]es ‘of the household, thecparent'not only



20

st1mu1ates 1ndependence but also prov1des encouragement at the same

- t1me More open commun1cat1on 15 fostered by deve]oping 11sten1ng

sk111s, w1thdraw1ng from conflict, e]1m1nat1ng cr1t1c1sm, and a110w1nq

for mutual prop1em so1v1ng through the fam1]y counc11 Furthermore,'

B the power d1fferent1a1 in d1sc1p11nary measures is m1n1m1zed through the o

' 'use of natura] and 1og1ca1 consequences as opposed to reward and

‘ fpun1shment

.
4

Accord1ng to. Buck]and (1071), tsSues re1at1ng to discipline have

©

been of pr1me concern to parents enro]]ed in parent educat1on programs

It wou]d appear that further c]ar1f1cat1on of Dre1kurs 1deas in th1s o

area 1s warranted As D1nkmeyer (19€5) has- po1nted out, the type of

‘ d1sc1p11nary re]at1onsh1p wh1ch Dre1kurs advocated was one. wh1ch was
~educative rather than punat1ve in or1entat1on . By a11OW1ng a ch1Td to
exper1ence the natura1 consequences of his own’ behav1or, he 1earns to. .

‘»understand the natura] resu]ts of h1s behavwor so that he is ab]e to

functwon effect1ve1y on “his ‘own. Furthermore, because there is 11tt1e

'~_parenta1 1nvo1vement there 1s a]so 11tt1e Just1f1catwon for the

| deve10pment of resentments between parent and cthild (Bu]]ardv 197-3).
ﬁNatura] consequences then, ‘have- the advantage- of be1ng appropr1ate no
:matter what_goa] the child may be attempt1ng_to ach1eve. On the other
hand, in some situations such as those”tho1Vind danger'or emergency ,
the parent cannot a]low the ch11d the freedom to exper1ence the
-consequences of h1s behav1or In these cases, the parent may arrange ‘
consequences which are ]og1ca]1y re]ated to the m1sbehav1or o) that _the
“child again. exper1ences the rea11ty of the soc1a1 order as opposed to

the power of persona1 author1ty ~Since. 1og1ca] consequences result -

from violation of man-made rules or. s1tuat1ons, their enforCement-may

]
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. be- assoc1ated with a part1cu1ar 1nd1v1dua1 or group ‘As a result, they‘

-'_ read11y become pun1t1ve in nature and shou]d never be 1nst1tuted vihen

a power strugg]e 1s underway (Dre1kurs, 1971 Dre1kurs & Grey, 1968a;
"Grey, 1972, 19743 Spiel, 1962) |
| The type of d1Sc1p11nary re]atlonsh1p proposed by Dre1kurs,
;ﬂthen, uas ‘one which enab]ed the ch11d to d1scover order11ness and to
. deve]op self- d1sc1p11ne Such d1sc1p11ne in the family fac111tates the-
ideve]opment of fam11y counc1ls where the chx]d part1c1pates in the.
formu]at1on of ru1es wh1ch govern his behavwor (D1nkmeyer, 1965
| Dre1kurs..Gou1d & Corsiniy” 1974) |

In sunmary, Dre1kurs has emphaswzed that traditional authorw—
rtar1an methods of ch11d rear1ng 1nvo1v1ng pressure, dom1nat1on, demands,
1mpos1t1ons and pun1shment are obso]ete Furtherfiore, a more permwss1ve
: approach leads- to- 1ack of respect for the r1ghts of others and 11tt1e |
§e1f d1sc1p11ne By deve]op1ng democratwc re]at1onsh1ps based upon
equa]1ty, encouragement mutua1 respect and respons1b111ty, tbe parent
teaches the.child to become 1ndependent and soc1a11y respons1b1e

Dre1kurs Parent Study Groups .Since both Adler and Dre1kurs

. emphas1zed the 1mportance -of 1nterpersona1 dynam1cs in the deve1opment
of persona11ty, thewr approach to both prevention and therapy focused
: On thepsignificant adults in the child's 1ife both at home and at

schoel. In an effort to coordinate services among counsellors, parents

and wrmunity childsguidance ¢linics and parent-teacher
educat: \vejbeen estabTished_in a;number of cities (Dreikurs,
Cc tegaard, 1959; Hillman, ]968)."Morewrecent1y,

- Chri. (1.ue) and Dinkmeyer (1968, 1971) have adapted this approach'

>to serve as a mode1 for developmental guidance in the elementary school.
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Corrective measures arerproiided through individual, group, andkfamily
counscling while the preventive natuhe~cf the program is emphaeized
through‘teacher; chi]d, and pareht education. Parent groupS"not only
provide the ceunselor with the opportUnityAto-reach a 1arge number ot
:bahents; they also enah]e'him to deal with~the faﬁi]y milieu.
Parent educat1on programs based on Dreikurs' ideas regardiné

child-rearing “generally take the form of study groups which meet for
. two hours each week over.a period of e1ght to ten weeks. According

to Soltz (1967), the'goa1 of such groups is "to understand the purpose
'of ch11dren 5 m1sbehav1or, to become aware of the actual mean1ng of -

mutua1 respect’', and to gain skw]] in democrat1c approaches for cop1ng

w1th the daily problems of 11v1ng together as equa]s” (p. 8). Concepts

and’approaches‘presented in ‘Children: The Cha]]enge (Drewkurs & SO]tz,
_1964) serveaas a baéié fdr discussion with emphasis_being placed -on
relating the pr1nc1p1es to the parerits' ehn“taﬁiTy situatien ;Specific
chapters of the text along with additional reading and practice |
exercises are ueua11y ass1gned each week and reports of efforts to
apply part1cu1ar pr1nc1p1es at homelserve as part of the discussion.
nParents>are.enCQUraged to mutually examine;pr0b1ems,.cohcepts and

va]ues and~to share in stimulation and. encouragement. In some programs,

an- 1nterv1ew with a family ‘is conducted by . the leaders, first with the

~~

parents and then with the children for ana1ys1s of fam11y dynam1cs and
suggest]ons for modification of behavior (Buck1and 1971).
S1nce one of the 1mportant var1ab1es in parent education of

th1s type is the ef‘ect of group 1nteract1on, the role of the Teader

and the funct1on of gyoup process is salient. -According to Soltz (1 67Y, -

the leader of a pareht study group does not pose as a psycho]og1ca1 :

A
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expert or éuthority nor déés he attempt to teach or 1ecturé.’ tHis
function is to lead the discussion and to encourage the application of
new approaches to the problems of raising children. Group mechanisms
such as acceptancé; universalization, feedback and rea]ity testing
facilitate the development of a cohesive group that ﬁpcuses on specific
ch11d tra1n1ng s1tuat10ns, parent attitudes and procedures (Dinkmeyer &
Muro, 1971) In order to provide. effect1ve 1nteract1on, limitation of
the group size to approx1mate1y ten members is recommended.

In summary, Dre1kurs parent study groups may beAv1eQed\as
oﬁe aspect of a tota] guidance program. The model for parent educat%on
is.one of discussion based on relevant readings and practical

application of principles related to child-management.

II. Re]éted Literature

‘Other Parent Education Programs

While Ad]er and Dreikurs both emphasized the critica] role

,p1ayed by the fam11y in the. life of the young ch11d and set the stage

for the deve10pwent of parent study groups, they were by no means a1one

in their attempts to reach parents. According to Brim (1959),

educational brbgrams fbr pareﬁts have existed in”the United States for

‘as ]Ong_aé.there‘have been records and there has been an uninterrupted

expansion of such“programs since about 1880. In one of the eariiest
documented programs begun by the Child Study Association'of America

(Gruenberg, 1927), outlines for parenﬁs included. topics such as

-aspects of.diqcip1ine, impulses and activities, sociat enviroﬁment,‘
organic foundatlons and 1nd1v18ua1 variations. “In Canada, the St. George's

School for Child Study which was founded in 19?5 became 1nvolved in
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parent education as well and later prepared outlines for discussion
groups along with bibliographies for parqnts and leaders ("Outlines for
parent education groups”, 19355 Stern, ]9%0). From these beginnings,
numerous other programs varying in theoretical orientation, content and
méghods have emerged. A closer consideration of these programs vhich
all employ the discussion group method may give some indication of the

jssues which still characterize the field.

» Unstructured.Programs. Based on the assumption that
responsibility for thengducationa1 process must rest with the learner,
Hereford (1963) trgined:nonjprofessioﬁals'toﬂserve as- leaders in what
might be considered to be ohe of the‘morevunstructured programs, Sincé
group‘members were given thé responsibility for supplying the content
of the program as well as for deciding on the manner in which the
contént vas to be freate&, no plan of study, agenda, or textbook was
rused. Stimu1Us fi1ms were employed but parents were‘ffee to discuss any
topic,which was of concern to them as long as it was within the brééd
area of parent child relations. According to Hereford, parents were
free to accgpt or reject solutions offered by the group. Group sjze
was limited to fifteen membe;s who met for six séssions. The role of
the gfoup 1eader was'that'bf a moderdtor viho attempted'to_faci1itaté
the pro&esses of the group without guiding or directiﬁg members to aﬁ
certain position or point of view. In contrast Qith other programs,
the 1eader was not expected to answer questions or provide content for
discussion. '

Auerbach (1968) has described another fairty unstructuhed‘
program developed by the Chi]d Study As:ociation of America: The

program’aims "to help parents become more familiar with basic concepts
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of child growth and development and parent-child-tamily interaction from
a dynamic point of view; to yecognize come of the crisis points in
different stages of the normal family cycles to clarify the parente!
own role and those of their children within the family and the
community; and to enlarge their understanding of the complexities of
their everyday situations so that they will have a wider background’
against which to make choices" (Auerbach, 1968, p._4); Here again, no
set curricu]ym is provided but parents ﬁre expected'to assume major
responsibility for establishing content under the leadership of a
‘traihed professiqna]. Group interaction is ;onsidered to be basic to
the learning experience. However, additiona] information may be
obtained from the leader or from outside resources with the idea that
members may gradua11y take a position of their own. Groups usually
consist of approximately fifteen members who meet together for a series
of eight to twelve sessions. ‘Leaders come from many disciplines
1nc1uding education, sopia1 work and nursing. Although membership is
uéué]]y heterogeneous,‘grﬁups for parents of children with physical
handicaps and chronic illnesses are frequently organized. Although the
content may differ, all of these groups are based on the same general
concepts and fo]]Othhe same general group procedure.

Another variat%on of the group approach has been described by
P1ckarts and Fargo (1971) who believe that the primary long range goal
of parent education must be to make the parent ro]e consc1ous and
autonomous. Programming focuses -On the processes of 1ear61ng and
va]uing in an effort to help parents c1arify what they want the child

to learn and to prov1de them with methods to aehieve greater competence

in the parenta1 teaching role. Discussion groups. meet for six to twelve

)



weeks but may Bast for the entire school year.  The cessions begin with

the Leacher presenting backqground meterial relevant to qeneral interest.

This material i Yater discunsed and ovaluated by the qroup.  Audio-
Cvisual aids, book reviews, role playing, quest speakers, panel
discussions, workshops and field trips may form part of the progrmnf
While the sessions are not entirely unstructured, they are also not

\,

completely didactic or informétion—qiving."Pickarts and Fdrgo (1971)
have stressed that for maximum individual learning, a knowledgeable .
educator skilled in yroup process is needed to fill the role of group
Jeader. = While programs are offered for parents of elementary school
children and adolescents, the most popular one is that for mothers of

NS
pre-school children where emphasis is placed on the development of
observatfon skills. For up to three years, mothers spend one morning
each week in the pre-school observing the child and keeping written
records of his activities. The }atter half of the morning is spent in
discussing tﬁe records in a groupf- Additional material oﬁ topics such
as the growth and development of the pre-school child, family
relationships and children's learning is introduced by the teacﬁer at
that time.

At the opposite end of the continuum 1in térms of structure is a
program developed by Kawin (1963a, 196§b). Six topics including
feé]ings of security and adequacy, undgrstanding of self and others,
democratic values and goa1s; problem-solving attitudes and methods,
se]f—discip1iﬁe: responsibility and freedom, éﬁd.constructive attitudes
toward changes form the basis for discussion. The program fo]Towg a

carefully prepared Study—guide based on these cohcepts along with

profiTes of children from inféncy to five, from five to nine, from nine
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to thivteen, ond dd()lw',u'nt.'.\.
N

(;()u\innni_(d't1(m‘, Programs. A number of otherVpeoTrans which vary
a great deal in the deqree ot ctructure impo.ed have vmphm,i;u-d the
development of comunication Fi1T between parent and child (Renson,
Berger, & Mease, 19735 Crawtord, 1977, Ginott, 1961, Gordon, 1970,
ureen, 1974a, 1974k Harris, 1967). In a highly unstructured program,
d&nott (1961} has dttomptcd to imprave parent-child redations by
sensitizing parents to children's feelings and by pkomotinq understanding
of the latent meaning of children's behavior. Focus is also placed on
finding methods that enable children to express negative fce11ng< in
nonjdestructiVQ<ways. Groups consist of tonAto twelve mothers who
attend ‘ninety-iinute sessions once each week for a period of.fiftcen
weeks. Separate groupg are held for mothers of pre-school children,
elementary school ch%]dren and édo]escents in an effort to increase
group identification. The leader does not serve as a teacher or
authority figure>but continually focuses questions on parent-child
relations.

Probably the most well-known of the programs emphésizing

i

communication skills is Gordon's (1970) Parent Effectivencss Traininc

(PfE.T.). Arising out of non-directive, client-centered therapy, the
focus of this program is on the development of better interpersonal
relationships between parent and child by training parents to have a
“"helping relationship" wwth\ﬁﬁewr children. Emphasis is also p1aced on
learning to resolve confiicts: constructively in order to facilitate the
child's deve]opment towards independence, Self direction, and
‘cooperatnon. The program consists of eight three hour training sesswons

and is limited to twenty-five particip@nts. Through 1ectures,vr01¢-



p]aylng, discussion and pract1ce; parents learn var10us commun1cat¥on
»sk1]1s These 1nc1ude- (1) active listening - the parent learns to
”ref1ect back what the ch11d is trying to conmun1cate about . h1s problem
in a way that facilitates the‘ch11d s grpwth, (2) M1% messages - the
.parent”1eahns'to”cémhhnfcatehbersonaT fee]ingshwhen the prob]em is his),
rather than placing the blane on'thefchi1d and; (35 mutual eroblem' '
fso1v1ng - both parent and child are act1ve1y engaged 1n work1nq out
_conflicts. so that a solution which is sat1sfactory fa\EBEh is reached
The program a]so focuses on the prob]ems of us1ng power “in the parent—
ch11d re]at1onfn1p and on assessment and modﬂf1cat1on of parent values.
‘ :gordon has stated,that this approach offers an a1ternat1ye to
aufhoritarianism (cases'in which parents use power and authority to
Asettlefeonf1icts in the family) and permissiveness (cases in which
parents ahe excessjveiy lenient, giving in to the child's-needs at fhe
expehse‘of satisfying their own .

Another commgnieatiohs(program based on‘Berne’s3(]964) theory
’ of Transactional Anaiysis has been brief1ybdescribed by Harris (19€7).
Here, the goa{ is to provide parents with some means of heiping their
children deveiOp ah fnterha]ized Adult which will enable them to cope
with societa} chahges. It 15 assumed that through experierice of various
1hterbersona1 thensactions, one may develop one of/four 1ife‘positions
with respect to oneself and others. These Qositions are: |
not OK - You're not OK
not OK - You're OK

m

m

m OK - You're not OK.

m OK - You're OK- (Harr1s, 1967, p. 66)

N
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Nhf]e positions are deve]oped at an ear]y age, they may st111 be

modified with training.. In the group parents 1eﬁrn to 1dent1fy



. transactibns with ‘the goa] of establishing the fourth'pattern-in
re]at1onsh1ps w1th the1r ¢hildren.

: More receht]y, Benson, Berger and Mease (1973)~have outlined
L a program for parents based on Sat1r S (1967) communications'systems
modeJ. In th1s program, emphas1s is p]aced on the foT]ow1ng
compOnents fac111tat1ve 11sten1ng, goa1 sett1ng, 1dent1f1cat1on of
parent sty]es, send1ng negat1ve fee]1ngs, send1ng p051t1ve fee11ngs,
systemﬁé%na1ys1s sk111s, creat1ve prob1em so1v1ng‘and fam11y rules.
Exper1ent1a1 1earn1ng act1v1t1es based upon these components were
structured 1nto a seven-evening program A parent handbook fo]]ows
the content presented in each un1t and provides parents vith re1nforc1ng

act1v1t1es to help integrate concepts exper1enced in the sessions.

Behavioristic Programs. -An alternative to the very unstructured

parent education prograﬁs described earlier as well as to those which
focos on communicdtion between~parent and child is provided by those
who adhere to a-more behavioristic orientation. As Patterson (1971a)
and Tavormina (1974) have noted, many attempts have been madefto train
parents to become behavior nodifiers. ‘However, in most of the studies
reportqd in the 11terature parents are trained individually or in pairs
to deal with abnormal or devwant prob]ems (Cone & Sloop, 1974) While
Patterson (1971b) and Patterson and Gullion (1968) have attempted to
out11ne operant pr1nc1p1es for parents,»severa] structured programs
,have-a]so been deve10ped (Becke;:—7 71a,\1971b Valett 1969). In both
Becker's and Valett's proérams,_ jmepts havelbeen made. to teach

parents to observe and record the]r ch11d s behav1or as we11 as to

~ apply appropr1ate consequcnces to change undes1rab1e behavwors and to

strengthen des1rab]e ones. One fundamenta1 d1fference between the tvio



- approaches 1@&5 1n.the focu§“whichrﬁs placed,on parenta1 values wjth

VaWett attemptlng to 1ntegrate value 1ssues as part of hTShprogram.'
-More recent]y, a number of programs (Crawford 1972"«Dinkmeyer
& McKay, 1973 Qreen, 1974a, 1974b) whwch represent comb1nat1ons of

approaches descrwbed earlier have appeared Both Crawford 1972) and,

a

Dinkmeyer; and Mchay (1973) have attempted to 1ntégrate Dre1kurs ?deas,'

@

regard1ng parent educat1on with those of Gordon wh11e Green (1974a,

1974b) has 1nc1uded some aspects of behav1or modwfwcat}on as well. LA

his “Pos1t1ve Parentlng progran ‘Green (1974a;_1974o) has foeused on s Ix

major aspects of parent ch11d re]at1onships, one-for each—of the Six
weekly sessions. . Topics for the sess1ons 1nc1uoe a]ternat1ves to

author1tar1an1sm and perm1ss1vengss, pun1shment d15c1p11ne and

log1cié$consequences effective 11sten1ng, sending “I” messages ,

product1ve prob]em Solv1ng, and va]ues as related 0 the’ parent ch11d

.77 relationship. A 1ecture role play- d1scLss1on type of prooram has

.'beenkproposed”With'the~ba]ance belng determined by the Teader. A“

handbook has been prov1deo for 1eaders anducontainé a number of

suggestions for’ st1mu1at1ng d}scuss1on but always arodnd_1ecture

materiaT.‘

-/ , )
To summar1Le, nuwcrous aoproaches -to parent educat1on have‘been
RIS

‘described. h1le fne obgect1ve of Some programs has been to 1nprove the

.role perfornance of parents more recent approaches appear to be e

directed toward<1mprov1ng fam11y Jnteract1ons td meet the’ orowth needs

« . of both parent-and. child. A (ons1derat1on of va]ue issues is. centra1‘

El

in: some groups whlle in ot1ers th]s area is aTmost neglected : Furthermorfk
3

_ some. programs adnere to a particu1ar theoret1ca1 or1entat1on wh11e otherc 2.

appedr to. be based most]y on the ooncerns and 1deas of parents '}The F 'é

- )



”'wh11e in others, the 1ecture approach 1s cons1der0deto be most

o

o

function and tra1n1ng of the. group 1eader is a]so var1ab1e Few
gu1de11nes for se]ect1on of part1c1pants have been g1ven and w1de

var1at1ons still ex1st in terms of the degree of structure, 1eng+h of

,A_,3]

sessions, number of sessions and s1ze of groups Furthermore, in some

'programs “lecture, ro]e p1ay and dlscusswon methods are all emp]oyed

undesarab]e.g

Research on Parent Educat1on

5y

Despwte the 1ncreas1ng appearance of programs for parents, a

»rev1ew of the literature has revea]ed that Few we11 des1gned eva1uat1ve

stud1es of such programs have been conducted . In fact -on exam1n1ng
StudlLS on. educat1on For ch11d rear1ng, Br1m (]959) cited on]yatwo -
contro11ed stud1es of group programs of the type to be used 1in theg

present 1nvest1gat1on S1nce that t1me, further stud1es have been

'»'conducted but methodo]og1ca1 d1ff1cu1twes st111 pers1st Amc1oser

,exam1nat10n of re1evant research may not only 91Ve some 1nd1cat1on of

1ts relative pauc1ty but may also revea] some of the prob]ems w1th

which researchers are faced

o Unstructured Programs In one of the 1nvestigations cfted by. -

Lo

‘Brim (1959) Shap1ro (1956) attempted to assess ‘the: effect of -group

&

d1scuss1on on ch11d rear1ng attrtudes Vo]unteer sybjects” were matched"

on. factors such as occupat1on, educat1on, re11g1on, age and sex ande

ass1gned to exper1menta1 and contro1 groups w1th the experlmenter

serv1ng as.. d1scuss1on 1eader The 1nstruments used to assess changes

1nc1uded a quest1onna1re based on an ear11er 1nstrument deve]oped by

Shoben (1949) wwth on1y face va11d1ty and a Jo1nt rat1ng by two staff
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~ members who knew the fam111es and also knew whuch subJects were in each
group Pre—,and post test. data were obta1med on the quest1onna1re and
rat1ngs were made between the th1rd and fourth meet1ngs as well as when ;
the program vas- comp1eted ’ Resu]ts of the study 1nd1cated that members - e
of the exper1menta1 group mod1f1ed the1r ch11d rear1ng att1tudes in the }
“predicted. dTrect1on to a stat1st1ca11y s1gn1f1cant degree on both
measures with h1gh attenders channgg tb the greatest extent Accord1ng

to Shap1ro (1956 the study vias 11m1ted through se?f se1ect1on of

the samp1e, 1nadequate va11dat1on of the questlonna1re, use of a

':f: quest1onna1re as a method of measurwng comp]ex att1tudes, 1nab1]1ty 1o 7
conduct 1nterv1ews as a supp]ementa1 rat1ng~procedure, and Jack of a
gener1zab111ty of the 11m1ted sample (N 25 in each group)
consideration of 1ater stud1es may revea1 that many of these -
methodo1og1ca1 prob]ems are not 11m1ted to Shap1ro S 1nvest1gat1on

vﬁ° v Auerbachx(lq68 has descr1bed aQstudy based upon the general -
procedures deve]oped by. the Chw]d Study Assoc1atwon of America in which ’

: parents dev1sed their own curriculum. Experwmenta] (Nt16) and-control

) (N 12) groups were estab11shed by random ass1gnment with at] subjects.
be1ng pre— and post- tested pn a ”numbcr of standard attitude-and" .
1nformat10n 1nventor1es” (Auerbach 1968 p 250) Auérbach has'
exp1a1ned that a 1ack of swgn1f1cant fwndwngs may haVe been due to the

. small sample s1zes or. equ1va1ent mot1vat1on to change in both groups.

| Changes may also have occurred on varwab1es other than those measured,.

. aagam suggestlng that carefu1 select1on of crwterwa 1s 1mportant

Buck1and (1971) has descr1bed an 1nvest1gat1on by Hereford (1963)' >

qas the on1y maJor experwmenta] study of the effects of parent educat1on'

dﬂscuss1on groups reported between 1960 and 1970 In a four year progect



1nvo1v1ng 775 fam111es, Hereford used a four group pre test post test

' random1zed desagn with the three contro] groups be1ng 1ecture, non-

'~.attendant and random Measurements 1nc1uded a structured 1nterv1ew

w1th a]] parents,_soc1ometr1c eva]uat1ons, rat1ngs of children by
eachers, and a- parent att1tude survey The 1atter 1nstrument was )
'ldeve1oped in part from the Parent Att1tude Research Instrument
(Schaeffer & Bell, 1958). Resu]ts 1nd1cated that ch11dren of parents
who attended the d1$cuss1on meet1ngs 1mproved s1gn1f1cant1y more 1n
‘:-terms of the soc1ometr1c rat1ngs by peers than~ d1d ‘children of parents
in the controJ groups, but not’ accord1ng to teachers ’rat1ngs Parents .

in the exper1menta1 groups showed s1gn1f1cant1y greater change 1n ‘

att1tude as measured by the Parent Attwtude Survey and in att1tudes

and behav1or as shown in thewr respon s to the parent 1nterv1ew Sincev

.~behav1or changes vere. sejf reported rather thar observed the actua] o

behav1ora1 change wwthwn the- fam11y may be quest1oned It is a]so
noteworthy that pre-test f1nd1ngs us1ng the Parent Att1tude Survey
“revealed that parental attitudes appeared to vary as a funct1on of the
age of the ch11dren and soc1oeconom1c lTevel suggest1ng that these
_var1ab1es shou1d be contro]]ed in research des1gns us1ng th]s 1nstrument

The Kawtn Program. More recent]y, Endres and Evans’ (1968)

' attempted to assess the effects of the parent education program
developed by Kawin:(1963a, 1963b)’fn termsﬁofhthe know]edgé; attitudesi '

nd overt behav1or %f parents and the self- concepts of their children.

” _ Three random1zed groups of fourth grade children (N=90) and thewr

respect1ve parents’ compr1sed the ‘experimental (N 10), placebo (N=5)
and‘contro1 sN=7) groups. A random1zed.postftest only design was used

with instrufients including the-Parent-Education Evaiuation,lnstrumentf”

c
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(a:test;of:tactua1 fnformation Gutlined in the Kawin program) ‘the
iParent Attitude Research InStrument (PARI) and’ the Piers- Harr1s Se]f.
Concépt‘Sca1e-- Two facts of‘overt parent—chi]d jnterpersona]
_re]at1onsh1ps were cons1dered parents' conversations with their
Ach11dren and parents Jo1nt act1v1t1es w1th their ch11dren » Thfs o
,1nformat1on was ‘obtained through parent teacher conferences and 6‘
teachers recorded wr1tten summar1es of the two act1v1t1es _On the basis
of these .summaries - the parents were 1ater c1assif1ed 1nto d1fferent
categor1es -

Ana]ysas of. resu1ts of the study 1nd1cated ‘that more mothers’
~ than fathers part1c1pated in the groups.- Parents who part1c1pated in
the parent educat1on study d1scuss1on groups man1fested greater know]edge‘
=in. parent educat1on than those who did- not. Responses on the PART'
n1nd1cated that parents who were concerned about prevent]ng the1r
children from wrest]zng, h1tt1ng, and f1ght1ng had not been members of
a parent educat1on grOup However, on 20 of the 23 sub scale scores,
there vere no s1gn1f1cant differences 1n att1tudes toward ch11d pearing
© among parents in the three~groups “ There was a]so ne s1gn1f1cant
“d1fference in overt behav1or between the groups. However, the ch11dren
in the exper1menta1 groups vere different from the other groups 1in
s-perceiving themselves as do1ng well in schoo] be1ng happy,iand ‘being
satisfied with themselves as they are. L1m1tat1on of “this Study 1hc]uded :
-sma11 samp]e size, short durat10n of treatment and 1nadequacy -of -
‘ 1nstruments to assess change Endres and Evans (1968) have a1so
suggested that research in this area is hampered by d1ff1cu1t1es in

ho]dwng subJects in vo]unteer programs, in secur1ng data on changed

_behavior by d1rect observat1on, and aga1n 1n se1ect1ng the best cr1ter1a
E



of change.

Parent Effectiveness Training, ‘Over. the past five years, a

number of 1nvest1gat1ons tavc been—conducted using the Parent
Effect1veness Tra1n1ng (P E T.) program ~Stearn (1970) attempted to

' study the effects of th1s program on parent att1tudes, parent behav1or

Ny and ch11d self- esteem Subjects in the exper1menta1 group were enrol]ed
in three d1fferent P E. T. 1asses and were 1nv1ted to. part1c1pate in the
study before being expesed to the program. Contro] group subgects were‘
invited to attend a lecture w1th.those who vo]unteered after-the }ecture
épmprﬁsﬁng one form of controT.and those ﬁhp did.ndt voTunteen makjng

a second antroi grpup: ‘Subjects were,pree and postrtested‘on the

Leyinspn—Hoffmann.TraditidnaT Family Ideology Sta1e nhich~purpprts tp
'assesshdemocratic‘versds autocnaticaattitudes. In addition, parents
;admihjstered Coopersmith‘s‘Se1t—Esteem~;nventory and the Barrett-

, Lernard Relatipnship Inventory to theit children. Follow-up measures . .
Were-a]sp ohtained. .The study pnoduced many ambiguous and unpredictable
findings which may be partialiy attributed to lack of control tor
initial differences between grdups, administratfon of tests.to children
by their parents, and - use of instruments having‘qpesttonah1e

reiiaht]ity and appndpriateness as‘criterion measures.

V ~ A'more tdhtro]]ed‘stdd&aof the P.E.T. program has been repofted
by Lil1ibridge (1971). 'In this case, the Hereford Parent Attitude
Surtey7and the Children's Report df ParenthehaViOr wereTEmp1oyed to
aSsess‘changeswinepanentS' att1tudes and ch11dren s perceptions . of the1r
parents SubJects in the exper1menta1 group were- found to be |

s1gn1f1cant1y more accept1ng and trust1ng of the1r ch11dren as we11 as

more conf1dent in their pa ental ro]e than those 1n e1ther the de1ayed
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A ‘ o
' ‘treatment or random contro] groups. The groups showed no s7gn1f1cant
changes either 1in understand1ng the cause of -the child' 'S prob]ems or
in understanding of  the ch11d. Accordlng to L1111br1dge, one |
outstand1ng limitation of the study 1ay 1n use of the Parent Att1tude
#Survey wh1ch has on]y face va11d1ty suggest1ng that further va11dat1on
of the sca1es should be carr1ed out or . another instrument shou]d ‘be
used There were also d1fferences between groups 1n terms of mar1ta]
‘status,v1ncome, and numbers-of‘ma1e and fema]e subJects; Ch1]dren s‘
perceptions of their parents may also vary as a funct1on of age and
sex.
Using‘a modification ofHHereford’s'Parent Attitude Survey ‘in

a similar type'of investigation, Haynes (1972) found that parents
enro]]ed in @ P.E.T. program 1mproved their att1tudes toward ch11d—
rear1ng (p <.01) wh11e no such change was found in those attend1ng a

' 1ecture/d1scuss1on series on ado]escent psycho1ogy Other stud1es
v’?of the P. E.T. program employing” pre exper1menta1 designs (Campbe]] &
Stanley, ]963) have been repdrted by Peterson (1970) and Garcia (1911).J
A more controlled . 1nvest1gat1on was conducted by Larson (1972) ‘but here
“again prob]ems with instrumentation estted and adequate statistical
‘ana1ys1s was lacking. It might also be noted that none of the studies
of the P.E.T. progranm” c1ted prevwdbs]y have attempted to assess overt
behavior. . : o e

0

Dreijkurs ParentJStudyJGroups. AEew;investiqations involving the

Dreikurs program have. been reported. Probab]& ‘the most relevant;one'
in terms of the present work . 1s that reparted by Swenson (1970) Here
attempts wers made to determine whether parenta] att1tudes toward ch11d—

rearing practices could be changed through "an educat1ona1‘approach and,

L



i¥ so, wheSher-there was a resu]tantlchange in‘the children's 1eveT of
adjustment ;% rated by their parents, and their adaptation-to school as
i'rated by their teachers. Forty-one parents:of chi]dren.in grades one

to three attended one of two groups which were led jointly by the
“experimenter and an e]éméntarysschoo1 COunse1or.> One group was a
1ectore—discussion group stressing an Ihdividua]lPsycho1ogica1 approach
while the other»was an ec]ectic fi]m—djscussion group stressing no
particu]ar orientation. Subjects were pre- and post—tested on the
Mary1and Parent Attitude Survey‘ 4Teacher ratangs of the children were

) a]so obtained Stat1st1ca1 ana]ys1s revealed no s1gn1f1cant changes in
attitudes toward child-rearing. Furthermore, no s1gn]f1cant d1fferences
between groups were obta1ned 1n'terms of changes in paggnta] att1tudes,
or change in 1eve1 of adJustment and adaptat1on of . the ch11dren Swenson
has suggested that these f1nd1ngs may reflect insufficient sens1t1v1ty :
to change in the 1nstruments used. '

Other Studies in whichrDreikurs parent study grpups have been
emp]oyed have been reported by ?Tatt (1971) and Essig (1972) In the
former 1nvest1gat1on, parent educat1on groups vere 1nc1uded as part of
a total evaluation of the Adlerian counse11ng moce]. In the 1atter
'study, such groups become part of an attempt to assess the pred1ct1ve
aspects of the Adlerlan approach to fam11y adjustment. Seven fam111es
comp1eted Farbpr S Inoax of Marital Integrat1on and Casse]] s.Child
Behav1or Rating Sca]e both before and after part1c1pat1ng in the parent
~s_tudy groop. Three counselors who were experts in Adler's Individual
Psycho]ogy'as_it_app1ied to fami]y’adjustment made predictionsbof
improvement, regression, oreno—change in. the areas measured; Nh{ie this

‘ L

: 1nvestjgation was.1ihfted in terms of sample size and appropriateness of

3
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the instruments used, Essig concluded that some support was provided for
the Ad1erian concept of family interaction.

Critique and Suggested Research. From the studies cited

1y

earlier, it might be conc]uded that results of eva1uat1ve studies on

- parent~educat10n programs are 1ncons1stent and 1nconc1us1ve. Nh11e

researchers are faced with pract1ca1 prob]ems such as sma]l sample
's1zes, var1ab1e attendance at meetings and attendance of mothers on]y;
d1ff1cu1t1es in measurement also persist. In part1cu1ar, the pr1me
means of assessment usua11y cons1sts of some parent att1tude

: quest1onna1re such as that deve]oped by Shoben (1949) wh1ch has on]y
face va]idity‘or some modifieatidn of tt. One such instrument which is
frequently used is the PARI (Schaeffer & BeTJ, 19585. Fo]]owwng an
extensive review of research on the PAﬁI, Beeker'and trug (1965\ not
._‘ enlyArecommended use of 1ntervien and observational precedures where
possib1e but also suggested that response-set preblems and the oyerriding
1nt]uence of education on"scores created dﬁffieu]ttes which were -
seriqys enough.tqyconsider beginning again from a different viewpoint
rather than working toward a revisioniof the instrument. -Other
instruments which:have been used include child behavior rating scales
(P]att;f1971), chi]dren'skgrade point averages (Larson, 19}2) and
‘children's‘reports of parental behav?or ([i]Tibridge, 1972). None of

~ these 1nstruments directly focus on what the parent practlces with a
part1cu1ar child e1ther in terms of se]f report or actua] performance
Where overt behaviors have been considered, behavior'changes have been
se]f—reported rather than‘obseryedbas in ‘the study by Hereford (]963)_
“or they have been assessed from summaries of teacher interviews’as‘in

the study by.Endres and Evans'(T§68). What has beén overlooked, probably’



39

“for finahc%a] and pragtical reasOds, {s that parental;attitudes,‘seif—
reported practices andbactda1 behavior may not be}edngruent.

In a different type of study, Buckland (1971) attempted to
formu]ate some criteria for eva1uat1ng parent educat1on programs through
' adaptat1on of 11terature on curr1cu1um deve1opment Groups f 11ow ng
" the Dte1kurs medel the P. E T. program and procedures out11 d by the
Child Study Association of America were eva1uated_1n terms/éf intendedz
outcomes, 1nput of requ1red resources, trahsformation of resources and
assessment and feedback. While Buck1and s evaluation is essent1a11y
’jqua11tat1ve in nature, her findings warrant some consideration.

In partwcu]ar, one of the most critical” varjab]es which seemed
to "make a difference" wg the outcomes of the programs she evaluated
was the ‘handling of issues re1ated to dwsc1p11ne ~Buck1and found that
the problem of “maintaining control*™ was very re]evant for parents in
all groups wi%h %he various programs dealing with th1s 1ssue in
.different ways. Since the quest1on of control of ch11dren s behavior
was a constant theme in observatwons made in her study, Buckland has
suggested that further exploration of methods of contwol employed
following enro]]ment in parent programs is needed In addition, she
has stressed the need for further research in whi¢h the focus of
evaluation is on behavioral rather than att1tud1na1 change for both
pareht'and.ehi1d. | | |

‘In s;mmary, a review of the research on parent educatioh
pnograms reveals a paucity of we]l—designed e§a1uative studies of such
.programs In add1t1on, many of the outstandwng prob]ems fac1ng
v?esearchers aI this t1me re]ate to selection of relevant variables, use

of adequate 1nstruments and emp]oyment of observat1ona1 as well as

v - - ~ N . . ~
LS
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attitudinal measures. Buckland (1971) has noted that further research
concerning issues of control, handling of differences and the

resolution of conflict is needed. such findings appear to have relevance
for evaluation ?f thé Dreikurs model of parent education where very

few studies have been reported.

0

Re]evant Research on Child- Rearing Practices

As noted prev1ous1y, a review of research on parent education
\progréms has revealed that previous attﬁmpts at program eva\uation‘have
.Befh'hampered by ser1ous:methodo1ogﬁca1 difficulties, pértﬂcularly in
terms of 1nstrumentat10n A consideration of re1evéﬁt~research on
‘.chi1d~rearing practices may brove fruitful in providing some possibie
alternatives. . |

A comprehens1ve review of sthies 6n'parentachﬁld interactzion by
Lytton (1971) revealed a variety of variables which have come under
1nVestigation. These inc1ude‘appr6va1, disapproval, command, compliance,
dependénce (Patterson & Réid, 1970), éower assertion by ﬁother
(Chambe;Win, 1969), control, spécificity of suggestion, ignoring,
positiQe"and negative feedback, and nonverbal intrusion (Bee, Van
,Egerén, Stre1ssguth Nyman, & Leckie, 1969) .

- One of the more 1nterest1ng 1nvest1gat1ons cited by Lytton and

one which appears to have particular relevance for the present work
is that conducted by Baumrind (1067). In particular, Baumrind attempted
to systemat1ca11y study child- rearwng practices associated with
instrument81 competence in children. Instrumental cdmpétence was
déf1ned as being socialTly responsible and independent beﬁavior which

according to Dreikurs, is character1st1c of the "healthy person. ‘Three

L
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A\
patterns of parental authority were identified as being authoritative,

authoritarian and permissive. More particularly, multiple assessments

in terms of parental control, maturity demands, clarity of communication,

and warmth revealed that parents of children who were the most self-+

«

reljant, selficontrolled, explorative and content were themselves =+ ¢ ‘{(“

controlling and demanding. However, they were also warm, rational and
receptive to the child's communicationf‘ This unique combination of
high control and positive encouragement of the child's autonomous and"
independent strivings hags been referred to‘ﬁy'Baumrind {1266, 1567,n ;
1970) as authoritative parental behavior. In this study, it was 3150 N
found that parents of children who, re]at1ve to the others, were/

discontent, withdrawn and dwstrustful,_were themselves,detached ang'

controlling, and somewhat less warm than other parents. These were \\¥—//p

referred to as being authoritarian in their practiéesé; Fin§11y;'parénﬁ~-
of the least self-reliant, exp]oratva and self- contro11%§ ch11dreﬂ
were themselves -non-controlling, gPondJmand1ng, aﬁﬁ%pelatwvely“ﬁﬁf'
pattern identified with permwss1veness. Further support for these
fiﬁaings was‘obtaineq in another'igyestwgat1og (Bagmr1nd & B]ack,ﬁ1967).
If might be noted that Baumfind has not.only defined three ,‘ B
péfterns of@BaFenta1 beﬁavior which bear particular similarity to
Dreikurs' descripfiﬁhs of dém0cratic, authoritarian and’permissive
approaches to child- -rearing. but that she has a]so def1ned four. 9
dimensions of parent behavior. which she has identified as being cr1t1ca1
in differentiating between the patterns. These four dimensions which
include parental control, maturity demands,:nurturance and communicatidh
may‘bé assessea in terms . of -parental attitudes, practices and'behéQidr

and Baumrind has developed means for conducting such an assessment

<
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throu@h interviéw ana obsefvationé]lprocédurés In View of recent %
criticism of the use of att1tud1na1 measures to assess parent educat1on
programs, Baumr1nd S Qork appears to\have part1cu1ar relevance both
conceptua}]y and methodo]ogical]y for eVa]uatjon of the Dreikurs

' program While Baumr{nd‘s‘fOUr dfhénsions méy be used in

ld}fferent1at1ng patterns of author1ty, in the present work these

3

d}myu one have been emp]oyed in. assess1ng the- effects of- the Dre1kurs
model of zr=nt educat1on;
- Jdmmary

i reviza of the literature has revealed that research on the
Dreikurs mode™ of parent education has been extremely Timited and
vioore fesoarch'has'been.condu;ted with othef programs, problems in

1nstrumentatioh pérsfét. With his orfentation in Adlerian theory,

- Dreikurs has emphasized the importance of democratic parent-child RN

‘ re]ationships in developing independence and socia11y‘nesponsib1e

behaviop in ch11dren Accord1ng to Baumrind (1067)’ four d1mensions
of parenta] behav1or which appear to have. part1cu1ar relevance for the

development of instrumental competence in ch11dren are parenta]

control, maturwty demands’, communlcation and nurturance. In the

¥ oo

present, study, these four dimensions: have beenhempldyed in assessing
the effects of the Drefkdts modet of parent'éducation in terms of

attitudes, practices and actual tha&for.



CHAPTER)&II\
© METHODQLOGY - .-

e

1. Proceduhe'and Designh

Subject

Mothers of ch1]dren enro11ed in. k1ndergartens in fourteen

Aschoo1s, wh1ch were considered to be representat1ve of schoo]s 1n the

Edmonton Pub]ic School system _were 1nv1ted to partwc1pate n ‘a
Dre1kurs parent study group Schools. were se1ected on the bas1s of

geognaph1c 10cat1on and socio- econom1c c]ass of. res1dents 1n the area

. of the schoo1 Names and addresses of mothers of ch11dren in the - .

k1ndergartens were obta1ned from- the execut1ve of the parent adVTSory

‘ comm}ttee_forxeach kwndergarten..'ln a]].cases,_mothers received a

copy of the letter and Qﬂestionnaire shown in Aopendix‘B." In twelve of
the sChooﬂs,{]ettehs'Were mai1ed dtrecti; to the mothers. In-three of |
the schoo]s, the exper1menter at the request of the k1ndergarten
execut1ve spoke to. the mothérs about the program at a k}ndergarten
meet1ng In one case, letters were ma11ed d1rect1y to the k1ndergarten
teacher and were distributed to the ch11dren to take home w1th them
Th1s was done at the request of the pr1nc1pa1 of the school in order. to
ma1nta1n parenta] anonym1ty

Tn all, 750 mothers were contacted From “this, 91 re@ponses to

N vo]unteer were rece1ved w1th ‘ten of the vo]unteerﬂ be1ng s1ng]e parents;

The s1ngle parfrts vere not 1nc1uded in the study, as 1t was cons1deredi

Tr

*des1rab]e to maantawn homogene1ty 1n terms of mar1ta] status.

‘.ﬁ

Consequ(e&]y, the poo? of volunteers obta1ned numbered 81 w1th all
?‘ : : :
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'?~rema1n1ng f1fty four through comp]et1on of the quest1onna1re shown in:

o these mothers be1ng parents of ch11dren between the ages of four and
Csix years o ;Q B T )

o Lo o . . “ . o .

From the rema1n1ng poo1 df vOWunteers, s1xty mothers"Were

random]y se]ected to part1c1pate 1n the study < The subJects were)»
subsequent1y ass1gned to one of -two treatment cond1t1ons (experrmentd?)u,

-1

LI

and contro]) w1th th1rty subJects in each group. Six of the mothers f

, w1thdrew from the study w1th b1ograph1ca1 datanbe1ng obta1ned oh the

O

- Append1x C. /’Data on the age and educatmon of these subJects have been

O

y shown 1n Tab]e 2 The average number of ch11dren in & fam11y was 2 8

5] 9

1w1th 23 boys and 31 g1rls be1ng enrdﬂ]eo 1n k1ndérgarten Three of the

: mothers had prev1ou§]y been enro]]ed in a parent education, program wwth :

o o

noné having part1c1pated in a Dre1kur§g;'“int study group 7

Age and Education)of Mothers

Age o ;: , Eduoation,'

N . o A © Grade 9 Grades - COT1ege_or‘
“Group .- - '20-29 - - 30-39 40-49  or below - 10-12 " University
Experimental 9 6 3 4 16 R

" Control - 8 15 .3 L0 18 8

Total . 17 3 6. 4 34 16




T Instruments e et -h>" : S s

The.Parent~Interv1eW - Baumrind - (1967)7adapted the parent

=

j1nterv1ew used by Sears, Maccoby, and Lev1n (1957) in order to obta1n'

informat1on about'parentaT att1tudes. The 1nterv1ew is d1v1ded 1nto

two - seet1ens with the ?1rst part contaTnlng quest1ons about ch11d-
rear1ng beliefs andratt1tudes and the seedhd part con1a1n1ng quest1dns
about’ ch11d rearing performance Th1s d1v1s1on was .made in order to
"d1st1ngu1sh between ch1Td rear1ng 1deo1ogy and actua] pract1ces* h1th1n
the 1nterv1ew schedu]e, quest1ons are grouped in sectﬁons w1th each
‘sect1on focus1ng on a different d1wens1on of parent chiid 1nteract1on
‘F1fty -six five- po1nt sca1es are used to rate the 1nterv1ew transcr1p;,
w1th "o represent1ng the h1gh extreme ratwng The 1nterv1ew schedule

Ceokge

‘11n Appendix D wh11e the ‘scales. for. tne parent 1nterv1ews

may be fo
have been: 1nc1uded as Append1x E The parents_iresponses to quest19ns
regard1ng the1r be11efs and attitudes are rated on.each scale The
§ rat1ng procedure is repeatec on responses to quest1ons regard1ng
performance The four d1mens10hs of parenta1 contro] matur1t/ demands,
commun1cat1on dnd nurturance are assessed by scales 1- 33 34i41; 42-47.
and 48-56 respect1ve1y,_w1th scores on each dimension consisting of
. compos1tes of sScores on the appropr1ate scales. ‘

Tar1 (1971) used mu1t1p1e measures in a study of fdtherwng and
has reported the f011ou1ng norre]at1ons |

- HVSA Home V1s1t - 1nterv1ew Att1tudes -- r = .62

_HVSA Home'Visit - Interview Pract1ces_5~ r = .96

HVSA nomé'v1sit - HVSA.Experiment e = .92

lnterv1ew Att1tudes - Interv1ew Pract1ces - r = .7T
HVSA Exper1ment - Interv1ew Att}tudes - .68
HVSA Exper1ment - Interv1ew Practlces - r = ~89

k)
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Home Visit Sequence”Anaiysis (HVSA).. The. HVSA was 1n1t1a11y

‘Hdew\doped by Baumr1nd (1967) ‘to measure four d1mens1ons of parenta] B
'behav1or 1dent1f1ed as control, matur1ty demands, commun1cat1on and
fnurturance dnd has been used w1th some mod1f1cat1ons by Tari (1971)

HVSA was des1gned to measure in detail those parent ch11d 1nteract1ons

in wh1ch oné member (the parent) attempts overt1y to influence. the
behov1or,of another (the ch11d) or v1ce versa. The categories of
'behavfor coded ‘were similar to those used-by>Moustakés, Side1 and
Schalock 61956) The. major . 1nteract10n un1t is ca]]ed a sequence “and

1ts 1ength depends. upon the t1me e]apsed between the 1n1t1at1on of an.

dct-and its outcome. ’ , ,-

Accord1ng to. Baumr1nd (1967), a contro1 sequence conswsts of

i two or more causally re]ated acts conta1n1ng a- s1ng1e message and

1nv01v1ng the same two fam11y members as part1c1pants 1n an- 1nterchange
.nn1t1ated by one of them and end1ng with the other S comp11ance or
non-compliance. A nancontrol sequence has no initiator or outcome but
otherwise has the same def1n1t1on

Coded e]ements in the sequence 1nc1ude the part1c1pants,
substant1ve message, degree of power and kind of 1ncent1ve used
contro] outcome rat1ngs, and child sat1sfacffon Type I sequenceS‘are~'
control sequences 1n1t1ated ‘by the- parent intended to contro1 or. a]ter
the behavior or fydure capac1ty to act of the ch11d In his 1n1t1at1ng
act the parent d1rects the ch11d on how to behave, 1mpe111ng the 'child
by power or 1ncent1ve The-ch11d responds by comp]ywng or not comp1y1ng._
_ He makes decisions jinmediately, or«fo11qw1ng a number of 1nterpersona1
maneuvers with the parent,@ho 1ndtiated,theﬂ5equence. Theséimaneuvers d
and thelresu]ts are cai]ed:thé control;autcome rotinos “The natureiof

<]



_____ the demand made upon the ch11d determ1nes the message code Type II
'sequences are ch11d 1n1t1ated contro] sequences In this case the o
child makes a demand of the parent with wh1ch the parent comp11es orh
fails to compTy 1mmed1ateﬁy, or after further interaction with the

'Tch11d “Type 111 sequences are parent 1n1t1ated, non-control sequences
engaged 1n.w1thout the intention of a]ter1ng behav1or and usua]]y for
Athe beneflt of both parent and ch1Td The HVSA-categor1es have been
out11ned in Appendwx F wh11e an HVSA coding form may be found in 'M

'AAppend1x G ~ Definitions for the ‘parent behavior d1mens1ons of materna]
controj matur1ty demands, commun1cat1on and nurturance as well as for

1 the indty1dua] var1ab1es compr151ng each dimension have been_presented

.eTSewhere”(see Pp. 55—59) In order to-combine soores ohtained on the
V1nd1v1dua1 var1ab]es, the f1rst principal compenent was obtawned for-;
qeach of the four d1mens1ons using the tota] samp]e “ The we1ghts for
each var1ab1e may’ be found in Append1x H. -
4 . An_examp]erof a sequence is: N _“ . T
',fTodd gets up?tfom the table.. .
“Father: .What do you say, -Todd?
‘Todd:. Excuse.me please. - ., .~
‘Father: Uhat? e
Todd: Excuse. me, pTease S
* Father: O0.K. (Baumr1nd 1967,fp *65)
' BaUmtind (1967) has reported rei1ab111t1es ranging from .76 to
.90 on four k1nds of re11ab111ty measures The re11ab111t1es were as
fo]]ows ReT1ab1T1ty 1 - .one transcr1pt two coders, both v1s1ted home--

: naveraged .90; Re11ab111ty 2 - one transcrlpt two coders, ne1ther

i_v1s1ted home-—averaged 76 Re11ab111ty 3 - two transcr1pts, one coder

who v1s1ted home-—averaged 80 ReT1ab111ty 4 - two transcr1pts, two

ooders who vis1ted home--averaged 84
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Tart-(T§71)'adapted the HVSALfor-use ﬁn observation of parent-
ch11d 1nteract1ons in structured s1tuat1on Tari has reported a -
‘corre1at1on of .92 between results obtalned dur1ng home v151ts and
those obta1ned dur1ng structured observat1on As Lytton (1971) has _

pointed out, arguments can be made to justify both home v1s1ts and -

=‘\robservat1on in. a structured s1tuat1on ' The latter has the advantage of

prov1d1ng a standardTZed sett1ng and ensures ‘that the external st1mu11
. affect1ng the ch11d s behayior-are kept reasonably constant S0 that ‘
‘usjtuations are comparab1e:from'chi3d to child. - In the”present
'investigation,-mother—chde 1'nteract1'onswere‘Obser\/ed"-ﬁ.n’is‘tructured-~

situations.

' Traininq of Interviewers and Observers

. . Four fema]e graduate students who vere enro11ed in an 1nd1v1dua1
counse11nq pract1cum in the Department of Edﬁcat1ona1 Psycho]ogy, 7
Un1versmty of A1berta andgwho had.a1reacy received tra1n1ng in
interviewing skills were employed as-interv{ewers. These students
recejved cOp%es,of Baumrind‘s parent‘interviewwschedu1erahd parent-
interview scales in order'tO'familiarize themselves with the materia1s;A"
F0110w1ng th1s, they were 1nvo1ved in a two- hour tra1n1ng sess1on 1n

which an aud1otape of .an interview w1th a mother was used
In add1t1on, three graduate students were tra1ned 1n.observat1on
-of mother ch11d 1nteract1ons accord1ng to. the HVSA Three graduate
students viere also tra1ned in the procedures invelved in interViewing
“mothers and in rating respohses’to questions;'.Trainfng wasncondUCted
throughrparticipation'1nwa‘twe1ve—week course in the Departmentzof>,

'Educationa1~Psych01ody, University of Alberta. A number of readings

N



(Baumrind 19675 Ker11nger, 1864, Lytton, 1971) and several v1deotapes
deve]oped by Tari (1971) were emp1oyed in tra1n1ng A1 of the raters
“were involved so1e1y in observwng and ratwng v1deotapes ot mother- ch11d

1nteract10ns and in rating interviews.

Description of StructuredfObservatiOns

Each mother ch11d dyad was observed and videotaped 1n.a
:structured observat1on S1tUut10n Fo]]ow1ng th1s, observers v1ewed the;
- v1deotapes and recorded all parent- ch11d 1nteract1ons where one member
attempted overt]y 4o influence the behavwor of another The mater1a1s,
jprocedures.and equipment for the structured~observatlon situations'are'
descr1bed as fol]ows |

Mater1a1s Tar1 (1971) has descr1bed procedures-for structured
‘observat1ons 1n wh1ch fathers adm1n1stered the Autonomous Ach1evement :
1Mot1vat1on Test (AAMT) (Veroff 1969) to thewr ch11dren The same.
procedure was used in the current invest 1gat1on ‘ Essent1a11y, the APMTd
fcons1sts of three types of tasks 1nvo1v1ng vxsua1 memory, p1cture
memory and draW1ng The three tasks have been described: hereafter wh1le
1nstruct1ons to mothers have been descr]bed in Append1x I.

1. ‘V1sua1 Memory Task The child must reproduce d1fferent

strings of ”snap it" beads from memory-. S1x strmngs of
- beads of vary1ng numbers, shape and color are presented to
" the ch11d, one by one, as mode]s or st1mu11 unt11 the child
G, fails “the task of reproducwng the strings from memory twice.

2. Picture Memory\Task: The chitd must_reca11 the names of -

variou$ipictures from memory. The materia1s consistyof

eight sheets of paper with 2, 3, 5, 7, 9,:13, 16, and 20,



50

' p1ctures of obgects pasted on them.

3. Draw1ng Task Seven cards with des1gns are presented to the -
- ¢child, one by one, 'in increasing order of d1ff1cu1ty
'Bender~GestaTt cards A, 6, 5, 1, 3, 7, 2 are presented to
“the.child and compared with reproduction devietions »
‘out]ined by Koppitz (1964). The. task is discontinued after

two failures.

DTStractihQ-Stimu]i. In order to observe how the mother

‘ contro11ed the behav1or of her child, mother. and child were observed in
a play room sett1ng. The roam was equ1pped with’ a sandbox, c11mb1ng
apparatus for children, ch11d—51ze tables and chairs, cha]kboard,
puppets‘and_multjp1e games; |
- Procedure in écoordance.wfth Tari's (Té?])‘descrtption, the

child was encouraged to become fam111ar with the: surround1ngs and
equ1pment.» He was perm1tted to. exp]ore and play- w1th the toys used as
'-ddstraeting st1mu11. At.the same time the mothen was given verbal
A_Tnstructions regarding the task. Inladdition, she was.given written
1nstruct1ons for a11 tasks to be performed The mother was‘to1d that
she was the experimenter and that the child was the subject. She was’
encouraged to study the 1nstruct1ons until she understood the tasks
involved and asvsodn as she was ready,. she was to begtn on her own. She .
was casua]]y 1nformed that the whole procedure takes apout twenty.
_m1nutes to complete. Under these stressful conditions, it was possible
:to observe and videotape the manner in which the mother enforced ru1es;

. her methods of teaching an¢ her ab111ty to m0t1vate the ch1]d in order

to obtain his cooperation and comp11ance. , “

Technical Equipment. Observations-of»mothér—chi]d interaction
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were carried out in an area consisting of a playroom and an
’ observat1on room separated from each other by a wall-to-wall one-way
mirror. A portable te]ev1s1on camera wh1ch was part of a-closed

. circuit system was operated from the observation roomkbeh1nd the

mirror.

Group Leaders

Farent study“oroup 1eaders‘consisted of six graduate‘students’
enroT1ed inua group counseling practicum in the Department of
Educational Psychology, University of Alberta. Four ofythe leaders
were female and two male w1th each oneé part1c1pat1ng on a- vo]untary
basis . Four of the Teaders were enro]]ed in a program 1ead1ng to a
Master s degree in: counse11ng psychology while the rema1n1ng two were
enrclled- in a doctoral program Five of the 1eaders had had prev1ous
training andfexperience in 1nd1v1dua1 counseb1ng One leader was
lenro]led ‘concurrently in a pract1cum in individual counse11ng but had
«‘a1ready completed a Master's program in c11n1ca1 psycho]ogy w1th work
‘exper1ence Groups ‘were conducted in pairs with no group.’ 1ed by ma]es
>0n1y At least one of the leaders in each pa1r had a]ready attended
’workshops 1n Adlerian fam11y counseling.

Pr1or to the beg1nn1ng of the parent study group sess1ons,
ieaders participated in a two-hour tra1n1ng session in wh1ch they were
fam111ar1zed'w1th the or1entat1on of the program and with the mater1a1s

to be used. Each leader recelved a copy of Ch11dren The Challenge

(Dre1kurs & Soltz, 1964), the Study Group Leader's Manual (Soltz, 1967),

~and the supplementary materials for part1c1pants (see Append1x A) In

addition to th1s, 1eaders acqu1red c0p1es of a book on group counse11ng
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(Dinkmeyer'& Muro; 1971) which was one of “the required texts for their
course EFach pdir presented one videotape of thewr parent group in

class for d1scuss1on of  group dynam1cs and the role of the leaders.

The des1gn of the study fo]]owed the Posttest On]y Control group
mode] in which subJects were random]y assigned to groups. Campbe]]
’and §tan1ey (1963) have descr1bed this as a true exper1menta1 des1gn
Randomfzation_prov1des assurance of Tack of 1n1t1a1 biases between
groups. This desigh contro1s for internal Qa]idity'and since there is
no pretest,'interaction of testing.with treathent is contro11ed as . |

well.

Treetments'

| S1xty subJects were random1y ass1gned to one of two treatment
::cond1t1ons w1th thirty subJects in each group SubJects in the :
exper1menta1 group part1c1pated in the parent education program &hx]e
those in the‘contro1 group received delayed treatment. CWithin the
experimentatl group,-ah;attempt was madeeto‘randomﬁy assign~suojects to
one of three groups each consﬁéting of ten subjects. ‘Dgta were pot
ava11ab1e on two of the subjects so that the experwmenta] group was
.made up of 28 subjects with nine subJects in group 1, ten in group 2 and
n1ne-1n group 3. Resu]ts of these three groups‘were compared. Where
no differences were'found to exist, they were combined into one |
experimenta1ngroup.for ana]&sisf

The experimental treatment consjsted of participation in a

parent edhcation.program based upon Dreikurs' ideas on child-rearing.

The program followed the out]ine shown fn Appendix A which indicates the



‘fopics for‘diacuﬁsion each woék as Qc]] as relevant reading material

and homework\assignments. Each group met for two hours ecach weck over

a pe%jod of ten - weeks. Topics coVered included discussign of the family
atm:-phere and %he family conSte]]atﬁon, encouragement, goals of mis-
behavior, reso]vihg conf]icts, deve]oping social responsibility and
independence and family communications. During the first session each

mother received a copy of Children: The Challenge (Dreikurs & Soltz,

1964) as, well as é set'offthe 5upp1eméntary materials far participants
.gpown in Appendix A. - During the fifth and tenth session, mothers com-
p]éted evaluaﬁion forms .(see Appendix A) which provided"subjectiQe feed-
back fbr thé group leaders and the experinenter.u Ihformation regarding
attendanCe;wasirepbrted by the group leaders with the\avekage number of
5essions atfended being 8.8.\;One'subject withdrew after.the foﬁrth

session. ., -
’ Y V ‘

Limitations 'vi the Study

Two ou%standing Timitations of the investigatiog‘as it wachon—
ducted are apparent.. These include selection of subjects and instru-
mentatioﬁ[ An examination of each of these areas seems warranted.

One critical féctor in usihg a Posttest—any Control Group de-
sign is random se]e&tion of subjects {Campbell & Stan]ey,n1963>. 'ff the
pool of volunteers from which the sample fs drawn is small relative to
the numﬁér of subjects needed aé in the present study, the éxterna]
‘valjdity of the results 1s‘phreatened.'"A1so, when necessari]y, subjects
consist of only those who aré invited to barticipéte, the results cannot
be generalized beyond -this population. Because subjects are ﬁwaré from -

the beginning. that their involvement includes extensive evaluation, this
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factor in itself may bias the sample obtained. In other words, -many
mothers who would like to attend a parent group may not necessarily want
to participate in an evaluated project.  Those who do volunteer may be
highly-motivated at the étart; ﬁ‘factor which could effect scores on
nurturance.

As with most previous investigation of varent education progfams,
(Endres ‘& Evans, 1968; Shapiro, 1956; Stearn, 1970; Swenson, 1970), a
major limitation of the present study lay in the instruments used. An
exaﬁination of the Parent Interview Schedule shows that the items do not
correspond with those on the Parent Intefview Scale and are not con-
structed to elicit explicit information for réting résponses\Pn the
scales. A1so,_thé 5-point rating scaleé with guﬁde]ihes only at the
extremes lend themselves to wide variations-in interpretation, so thuﬁ
training of interviewers and raters then becomes criticé], In addition
to this, the generalizability of'resu1ts_obtained from observation in a
structured situation to the homekmay-be,qdestié%ed.

BRI

N ~ " 1I. Parent Behavior Dimensions

: Introdub£idn_g

| Ea&mrina (19@7) hé§ defj$ed four dfmgnsions of parent behaQior
(contro], mthrity JéMahBS;’comWUniéétiohvand nurturance) which;may be
lassesééd.ih terms ofFattifudégiand expressed child-rearing practices

through interview procedures. The same dimensions may be assessed

through ébservation of parent-child ben..ior either in the home

(Baunmrind, 1967) or in structured situations (Tari, 1971) by using the

‘Home Visit Sequence Analysis (HVSA). "Since these four dimensions have

-

been employed in the present investigation to assess differenges in-
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child rearing attitudes, practices, and behavior Lebweon mothers who
have participated inoa Deedkurs parent study group and thosc who have s

received no such treatment, detinitions for cach ot the hnn‘;unwwn,*g-

)

havior dimensions have been described hereafter. Fach of the dimensions

consists of a number of individual variables.  The conceptual definition
1

for each dimension has been given first followed by the operational

definition, for cach of the variables. In order to obtain scores on the

dimensions of maternal contro],hmaturity demands, communication and

nurturance for the mother-child interactions, the first principal com-

ponents of~var{ab1es A-E, F-T, J~L, anc -0 were calculated.

X

Definitions

MY

Control. Maternal control refers to the socializing functions

of the parent. It consists of those maternal acts that are intended to
shape the child's goal-o-iented activity, modify his express%gn of
dependent, aggressivé?%ﬁ@d playful behavior, and promote interna1f2%tion
of maternal standardsfﬂﬁEontrol as defihéé here is not a measure™pf
restrictiveness, primitive attitudes or intrusiveness. MaternaL
control includes such variables as consistency in enforcing direcﬁi&eg,
ability to resist pressure from the child, and wi]lingnesé*to,exert
influence on the child. The 1ndiv%dua] variab]es'comprisnhg maternal
control ére as foilows. -
A. Positive Outcome: The percentage of mother initiated contro]
sequencés in which the child complies. Zhe purpose of this\var%ab1é
is to measure the mother's"gbility-to'eﬁforce directicns.
B. Positive Outcome by Persistence: The percentage of mother-
initiated cont%o}.sequences wher%\compliénte is achieved after é.

repeated directive or increase fn power. The purpdse.of this variable
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is to measure the mother S ab111ty to enforce d1rect1ves when the
Ach11d initially does not obey. |

C. Accepts Power Conf11ct with Child:  The perCentagelof cht1d—;‘
’ initiateq sequences in which the mother does not eque the chj]dfs -
.request as a meﬁhodeefwnonfcompiiénce. The'purppseﬁof this variabﬁe
is to measute the mother'suuse of evasion as a'tacttc,when she does‘
not wish to comp]y w1th the ch11d S request

bl Does not Accept Power Conflict with Child: The percentage
of ch11d 1n1t1ated sequences in which the mother does not compTy u1th
ithe child's request. The purpose of th]s vﬂr1ab1e is to measure the
extent to which the mother is not coerced 1nto complywng w1th the
expressed wishes of the child. | T

E. Uses Incentive and Reinforcement: The percentage of
- mother- 1n1t1ated control sequences and mother-initiated noncontrol
.sequences 1nyolv1ng the use Qf incentive on\ne1nforcement. The purpose

of this wvariable is to measure the mother's use of reinforcement e1ther

positive or negative.

Meturity Demands. Maturity demands refer to the pressures put
uponh the child to perform at least up to ability in intellectual, social
and emotional spheres,(independeqce—training) and leeway g1ven the child
to make his own decisions {independence-granting).” The 1nd1v1dua]
variables comprising maturity demands are as follows.

“F. Independence Tratning, control: The percentage of mother-
initiated control sequences where the ﬁessage concerns insight'into
cause and effect relations or factua] knowledge about the world. - The

purpose of this variable is to measure the extent to which.the mother's

control efforts are 1ntegrated with information or a rationale which
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would ineﬁease;tnercni1d's abf]fiy to dfrect himseif/hérse]? in
7accordance w1th certain pr1nc1p1es set forth by the nother.

OG;: Independence Tra1n1ng, noncontrol: _ The percentage of
mother- 1n1t1ated nonpowergsequences where the -message concerns an

PR

exchange<oi“1nformat1on,,an advancement of the ch11d s cognitive/social
ski]]s. oElé decision made by the chi]d “Tne purpose ef this-variab1e
is to measure in non- d1sc1p11nary s1tuat1ons the same materna]
behav1or as 1n‘var1ab1e F (contro]) |

| “H. Respects Ch%]gfs Decision:4 The-percentage of mother-
1n§tiated contrpl Sequencegjinvolviné non—complfance where the mother
retracts a directive on the basisiof.the chi1d”s‘afguments. The
purpose of this Veriab]e js to measure tne mother's willingness to
withdran;a directiye on the gasis of the child's arQUmenfs.' As in
“varieb1exc,'sne QOes not persist in enforcing her original directive,
but in-coneFast £B vérfable C she eip]jcitJy retracts her directive ih
response eo a venba]ized'objecfjen made by the child. | '

1. GkéntsllndependeneeE The'pereentage of child-initiated

y

seguences where the ch1}q demands, the r1ght to make a cho1ce or act
autonomous]y and the moener ;omp11es or offers an a]ternat1ve The
’purpdse of this varﬁgb]e is to measnne the mother®s reaction to_tne .
_chiid‘é.active bid to act or decide autonomous1y . |

] Commun1cat1on Commﬁnication refers to.the extent to which the
mother uses verbal reasoning either to obta1n comp11ance or to solicit
the child's opinions and feelings and uses verba] (open) rather than
other manipu1ét1ve techniques of eontrol. The 1ndiv1duel»variab]ee

Compr1s1ng the 01men51on of commun1cat1on are as follows,.

J. Uses Reason to Obta1n Comp11ance The percentage of mother—
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. 1n1t1ated controT sequences in wh1ch the mother uses reason w1th the.
" directive. The purpose of this var1abTe is to measure the mother S.
noffer1ng ‘of a reason for a d]rect1ve,pr1or to a ch11d s obJect1on

K. Encourages Verba] Give and Take. The percentage o? contr01

°sequences in which the mother uses powver or reason or ‘responds with
power or reason to the ch11d s demands 1n order to hand]e a mother—:

‘Chlld d1vergence Th1s a]so 1nc1udes the percentage of contro] ’

sequences in which the mother engages the child in argument genera]Ty

'aTter1ng h1s course of action as a result. The purpose of this variable
¥

is to measure the extent to wh]ch thé mother responds to d1vergence hy
the use of reason and argument rather than power. u i
‘ L. Source of Power Not Dwsgu1sed The peerntage of mother-
,1n1t1ated sequences 1nv01v1ng power in whxch the mother does not d1sguxse'
the source of pover. The purpose of th1s var1ab1e is to measure the'
extent to wh1ch the mother manipulates the child without us1ng qu11t or
d1vers1on “and withaut d1sgu1s1ng in her 1n1t1at1ng act that she is
attempting to controT the ch11d - . ‘
Nurturance ’ Nurturance refers to the caretak1ng functions of

the mother incluyding those maternal acts and att1tudes ‘that express love
and are directed at guarantee1ng the ch11d 5 phys1ca1 and emot1ona1 we]]—
being. Nurtur;nce s expxessed by warmth and 1nvoTvement Narmth is
defined as the mother s persona1 love and compass1on for the child
expressed by means of sensory ot1mu1at1on, verbal approva], and
tenderness of expression: and touch. InvoTvement is def1ned as pride and 1‘§

pleasure in the child's accomp11shments as man1fested by words of praise

and in interest shown. The individual var1ab1es compr1s1ng the d1mens1on

of nurturance are as foT]ows.



M.., Satisfies Child: The perc'en"tage of child-initiated se-

a quences 1n wh1ch the 1nteract10n produces sat1sfact1on for the ch11d
The purpose of th1s variable is to measure the extent to wh1ch the
mother succeeds in sat1sfy1ng the ch11d in ch11d 1n1t1ated sequences

N. Supports Child: The percentage of ch11d 1n1t1ated sequences
involving the’ ch1]d 'S request for support where the mother comp]1es 1ess
those sequences “where the mother does not comp]y w1thout g1v1ng a reason
or a]ternat1ve The purpose of th1s var1ab1e i5 to measure the mother 5
tendency to. react aff1rmat1ve]y to the child's bids for- support and.

- 3

attention. _A ' : el

— - . . .

v

.-

0. Uses Pos1t1ve Incent1ve and, Rewnforcement The percentaqe o
of: mother- 1n1t1ated sequences 1nvo1v1ng the use of negat1ve or positive

“incentive or re1nforcement where pos1t1ve 1né§nt1ve or re1nforcement are -

Al

' used Ihe’purpose 1s to measure the use of pos1t1ve to negat1ve rein-

forcement h01d1ng the use of. re1nforcement constant

J1I. Hypotheses

Since previous:findings of research in the area df pargnt edu-

cation have been 1nconsistent and~1pcbnc1Usive for purposes of the

current 1nvest1oat1on hypotheses\were stated 1n the nu]] form.’

B e . - .

'Hypothesis ] '¢¢g<

mothers who part1c1pate in a Dre1kurs parent study group and those who
‘do not. Expressed be}1efs and attitudes ‘are assessed on the followin-~
dimensions. 7 .

(a) maternal control
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b) maternalimaturity demands',l
() materna1 conmmn1cat1on‘

[N

(d) - materna] nurturance

&

prothests 25 . i
There i5 no d1fference 1n expressed ch11d rear1ng pract1ces
" as measUred by Baumr1nd S parent 1nterv1ew sca]e between mothers who .
part1c1pate in a Dre1kurs parent study group ‘and ‘those: who do not
Expressed ch1]d rear1ng pract1ces are assessed on the fo]]ow1ng

|

dimensions < '
(a) maternal control S - . _ a
(b)"materna1 maturity-demands

(c) maternal communication

(d)ﬁ_materna1‘nUrturance

hxgothe51s 3

There ds.no dwfference 1n observed behavior as measured by.
Baurand S HVSA between mothers who have part1c1pated in a Dre1kurs e
parent study group - and those who have not. ObserVeu be1av1or is
aSSesseo on the fol]owing d1mens1on§ i ‘\\i””

-(a)) maternal control ‘ B

(b) maternal maturityidemands | . | S » f
,“(c) maternal communication

(d); maternal nurturance

ngothes1s 4 - , <
" There: is no re]at1onsh1p between expressed ch11d rearing .
“attitudes and praCtices among mothers ‘who. have part1c1pated ina -

Dreikurs parent stpdyﬁgroup in terms of



-~ (a) materna] contro]
(by;lmaterna1 maturi ty demands
(e)- materna] comﬂun1cat1on

.

(d) maternal nurtitance - . T

Hypothes1s 5

There is no re]at1onsh1p between expresseu ch11d rear1ng
attitudes and observed behav1or among mothers 'who have part1c1pated 1n

‘a Dre1kurs parent study group in tenns of

(a) materna1 contro] )

“_(b) materna] matur1ty demands“ * “ /
'(c)_ maperna1‘commun1cat1on
(dj @éternef nurtukdncen o o I | :

v

Hypothes1s 6 : . ’ e
' There is no re1at1onsh1p between expressed child- rearwng
.pract1ces and, observed behav1or among mothers who" have part1c1pated in
a Dreikurs parent study group in terms of |
r(a)-'maternaT controT
(5)' materna1’matuniiy demands
_(c)vxmaterné1_commnnieatfon'

(d) maternal Aurturance

1V. iStatistica] Analysis

Re11ab111t1es‘ }‘
Re11ab111ty estimates for the HVSA cod1ng and for rat1ngs of the
parent 1nterv1ews were computed uszng the Pearson ‘product momenL

- correlation coeff1c1ent. ~In order to ensure the reliability of HVSA
. C ) . ,n‘;}"\ o

N
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.‘codwng, ten of the v1deotapes of mother ch11d 1nteract10n were f.
'randomly selected and d1v1ded 1nto 15 minute segments The 22 segments -
obta1ned were coded by three observers tra1ned in HVSA decodlng
Re1Tabt11t1es cons1sted of an average;of the 1nd1vvdua1 re11ab1]1ties
bthfned_on»variab1es ATO" Tne jnter-coder”re1iébiltties:obtajnéd in_

this manner were as follows: : N

2 ~ Between coders 1 and 2.-- 0.83 |
Between coders T and 2 -- 0.90
Between'coders'Z and 3 -~ 0 87 X

‘In est1mat1ng the 1nter rater re11ab111ty for the parent

_"Tnterv1ew, one-third of the transcripts were scored by two raters and

"none—qdarter viere scored by three raters. Re11abtl1t1es cons1sted of an
average of the 1nd1v1dua1 re11ab111t1es obtained on the scores for
maternal control, maturity demands, pommun1cat1on and-nurturance‘wn
terms‘of both-attitudes and prectieesi The inter-rater re11abii1ties
obtained in this manner were as follows: .
Between reters 1 and 2--- 0.93 . o "l

Between raters.1 and 3 ~- 0.87

e
P

" Between raters. 2 and 3 i—‘0.88

Anatysis of Results »

. In.order to form one-experiménta1 group,-the.three treatment
groups»nere_CQmPared in terms of attendance‘at the—narent stddy‘gronp A
- sessions; Behaviors, attitudes andvpraetiCes on tne-dimens{ons of

maternal control, maturity demands, communication and nurturance,-were

‘also cd ‘ xA,One;wax analysis of variance was used.’

eréiused in ana]yzing the resu1ts for hypotheses 1-3
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\\where d1ffcrences between the exper]menta1 and control groups were
‘being assessed in terms of. materna] attltudes practices and behauiors
where no- d]fferences were found " the data were further analyzed us1nq
-Tan F-test for the homogene1ty of var1ance It shou]d be noted that
‘since one of the aSsumptlons under]ying the use of the t-test is that.
of homooene1ty of var1ances data are usua]]y ana]yzed for homogeneity
of variances f]rst. The approach used 1n the present work. represented
a departure from this procedure . 4
In‘order to assess the re]ationship‘between chi?d—rearing
attitudes; pract1ces and behaviors among mothers in the exper1menta1

. group (Hypotheses 4-6), Pearson product moment corre]at1on coefficients

‘were calculated.

" Summary-
» In this chapter the procedure and des1gn of the study vere

outlined. Following th1s the uef1n1t1ons of the parent behavior

dimensions'employedjin the study were presented. The particular

hypotheses to be tested a1ong vwith the correspond1ng stat1st1ca1

e

analyses followed.

LY
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CHAPTER 1V
_FINDINGS AND CONCLUSIONS

I. Introduction

In order to form one experimental group for test1ng the

hypotheses, the three treatment groups were comb1ned on a number of

variables as shown in Table 3. A one- way analysis of variance was

applied to the data from the groups.. . S1nce no significant dwfferences_
among the thre# groups were found the data were combined to form one ~
exper1menta1 group.

Once the experimenta] group was'formed, the hypotheses were, -

‘tested using the 0.0S»]eve] of_significance: The findfngs for each

“hypothesis have been bresented followed by the relevant conclusion.

#
II. Hypotheses

Hypothesis 1
Findings. It was hypothesized that mothérS who participated in

-a Dreikurs parent study groub‘hou1d show no differences in expressedvv'

beliefs_and attitudes toward Chi]d-rearing»from those who did not‘
partié}gate iﬁ such a program.. Results of comparisons on the dimgnsions'
of maternal control, maturity demands, communication and nurturanée
have been presented in Table 4. The on]& significant difference
obtainéd was on the dimension of materna]~maturfty demands.

'Conc1usion.‘ Hypbthesis 1 was supported in that no éttjtudiha1
differenées on the dimensions. of maternal control, communication and

nurturance -between participants and hon—participants in a Dreikurs
_ 64 .



TABLE 3

Summary of One-Way Analysis of Variance:

Three Treatmént‘Groups

" Source of

Variable Variation df MS F
Attendance » Groups 2 3.40 1.56
: , Error 25 2.18 '
Attitudes Control Groups 2 ~69.25 1.19
: ) Error 25 £5.38
Maturity Demands Groups 2 19.47 1.78
- Error 25 . 10.93 :
Conmunication Groups- : 2 0.62 0.06
' Error 25 9.68 :
“ Nurturance Groups 2 1 0.47 0.02
A : Error .25 20.40
Practices Control’ Groups 52 112.31 1.72
Error 25 99.92
Maturity Demands Groups: 2 19.63 1.12
S . Error 25 17.46
Communication Groups . 2 4.16 - 0.27
~ Error 25 15.35
Nurturance Groups -2 , 0.07 0.00
. : Error 25 27.39
Behavior Control Groups 2 0.56 0.54
’ “Error 25 » 1.02 -
Maturity Demands Grloups ) 2 0.34 0.21
Error 25 1.59 o
Communication Groups -2 0.81 0.59
e Error 25 -1.37

Nurturance : ‘Groups 2 1.26 1.06
: o Error - 25 1.20
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TABLE 4

T}tests.of Differénces in Maternal Attitudes Between

Experimental (Y1) and Control (YZ) Groups

»

<
Attitude o : .
Dimension ' Y1 S.D.1 Y2 - S.D.2 t P
1 - N
Control 94.93 7.69  96.92 9.96 - .83  n.s.
- . . .
Maturity o L
Demands . 27.18.  3.40  25.42 2.80 2.06 <.05
Communication 23.25 3.00 21.77 - 3.52 1.67.  n.s.
* Nurturance - 33,96 4.35  33.69 3.44 0.25°  n.s.

T +

parent. study group were found. Hypothesis 1(c) was not supported in that
there was a significant difference in maternal attitudes regafﬁing

maturity‘demands between pa{ticipants and non-participants.

Hypothesis 2

Findinés ih the second hypothesisg it was predicted there would
be no dwfferences in child-rearing pract1ces betweer mothers who
participated in a Dre1kurs parent study group &and inose who did not.
Results of comparisons qn-the_dTmens10ns of maternal control, maturity
demands, communication and nurtur: have been shown in Table 5. No
significant d1fferences were found.

Conclusion. Hypothes1s 2 'was supported

Hypothes1s 3 ' ‘
- F1nd1ngs In.hypofhésis'3 it was hypothesized that there would

“be no’ behavioral differences between participants and non-participants. in
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TABLE 5

T-tests of Differences in Maternal Practices Between

Experimental (Y1) and Control (Y2) Groups

‘_‘Practices o
Dimension A AT P B £ $.D.2 t p
Cofitrol ' . 93.11  10.04 - 95.04  9.54  <0.72  n.s.

- Maturity ' : g \
Demands 26.29 4.20  25.04 = 2.84 1.27 n.s.
Communication 22.32 3.81 20.81 3.35 1.55 n.s.
Nurturance 33.57 5.04  33.42  3.79 0.12  n.s.
df = 52

a Dreikurs parent study group in terms of maternal control, maturity
demands,‘cbmmunication and nur?urance. Results for this hypothesis have
been presented in Table 6. HNo s%gnificant differencés were‘found.
Conclusion. The third hypothésis was supported in that
Behaviora] differencés were found between mothers who parficipated'in

the parent education progrém and those who diq not.

Hypothesis 4

Findiﬁqs; A lack of relationship between ghi{d-réaring attitudés
aha practices among partigipants in a Dreikurs parentingaprogram was
predicted. Correlations oh the dimensions of ﬁaternai control, maturity
dEménds, communication and nurturance have been shown in Table 7. A1l of

_the correlations obtained were significant at the .01 level.

Conclusion. Hypofhesis 4 was not supported: Child-rearing
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TABLL ©

T-testsof Differences in Maternal Behavior between

-E*pen{mental (Y1) and tontrol (Y2) Groups

RA
S

08

oo _ il e .‘ - . R — S SU A e TR T T TTIT _‘A‘IS;’E;__.A_
Behavior o .
Dimension \A S.D.1 Y2 s.D.2  t P
Control -0.08 0.99 0.08 1.06  -0.57  n.s.
Maturity '
Demands 0.07 1.22 -0.07 0.73 °~  0.50 n.s.
Communication 0.23 1.15 025 0.78 1.78 n.s.
Nurturance’ » 0.08 1.10 0,00 ©0.92 0.58 n.s.
df = 52
TABLE - .
Correlations Between Maternal ~t.itudes and Practices:
Experimenta] Group
o Correlation
Dimension Coefficient ' v ' D
Control 87 <.0l
Maturity Demands S84 . <.01
Communication ) .92 - <.01

Nurturance ) T.86 " ’ b,‘ ’ <.01
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attitude . and practices among mothers who participated in a Dreikurs

parcnt study droup were found to be highly related.

Hypothes i o5

Findings. It;was hypothesized that no relationship between
maternal attitudes and behaviors would be found among p&rticipants in a
Dreikurs parent progvam. The correlations oQtained in terms of control?
mgtJrity demands, communication and nurturance have been presented in
fab]e §. The correlations were not Qighificaht.

TABLE 8 e

Correlations Betvieen Maternal Attitudes and Behavior:

Experimental Group

Correlation

Dimension ‘ Coefficient —~ P

Control 0.052 n.s.
Maturity Demands 0.032 n.s.
- Communication : ‘ 0.31 ' " n.s.
Nurturance RN 0.28 . n.s.

A
v

Cohclusion. Support was obtained for Hypdthesis 5 in that no

significant relationship between child-rearing attitudes and behaviors

aA

=7

was found. _ %,

e

R



Hypothesis 6

Fihdings. ;A ]aﬁk of reTationship between child-rearing
practices and behavf%fs among mothers who participgteﬁ in a Dkeikﬁrs
‘ pafent eduéation program was predicted. Correlations on the dimensfonsf,.
of mafe%na] ¢control, maturity demands, communication and nurturance

~<have been shown in Table 9. The correlations were not significant.

. TABLE 9

J Correlations Between‘Maternal Practices and Behavior:

© ’ *
’ 2

Experimental Group

Correlation .

Dimension _ ‘ Coefficiént,”»“h A p
‘Control. = R . . 0.075 . R n.s.
Maturity Demands : . -0.016 - N e
| o ] -
Communication = . 0.35 - n.s..
/’NLQN\\—..__

Nurturance - » 0.22 - : n.s.

Concldéion. ttypothesis 6 was supported ‘in that ho‘signiffcant

relationship between expressed practices and observed behaviors was

found;'”

" Summary
‘ Findings_and‘cohclusioné for each of the six hypotheses have

been presented. A significant difference in attitudes toward maturity

deﬁénds was. found between-motherglwﬁo participatéd in a Dreikurs parent



‘study group and those who d1d not: A strong re]afionship-betweeﬁ %
attitudes and pract1ces toward ch11d rear1ng among mothers who
‘part1c1pated in the parent educat1on program was a]so found. The
resu]ts of the study w1th 1mp11cat1ons for further work in this area

have been considered in Chapter '

Qé*“y .



CHAPTER V ..

c -

e - DISCUSSION AND IMPLICATIONS
. : C IN AND IMPLICA

A~
o

I.;ﬁDiscussion of. Results

‘ N . )/7’ b . “ 5 °
While the resu]ts'presented in Chapter AV reveal few significant .

d1fferences in attitudes, practices-and behav1ors among part1c1pants and

- @

non- part1c1pants in a Dreikurs parent éducation program, a fuﬁther con-

sideration of the reSults a]ong W1th “some add1t1ona1 f1nd1ngs may prov1de :

-

some directions for future research.

In terms of attitudes in the two groups, the on]y s1gn1f1cant o

difference was found on the scale for matur1ty demands.

_ - the means for eech'group (Table 4, p. 66) reveals that the exper1menta1u
group scored higher on this dimension than the control group. A f1nd—,/v
ing such as this m1ght be understood best in ]1ght of the empha51s wh1ch
Dre1k;rs has p1aced on the deve]opment of independence andwrespons1b11nty
in children. Adq1t1ona1 test1ng for homogeneity of yér1ance revealed
that in tEYms of attitudes towahd child-redring, the two groups were

r~
homogeneous. . T~

When child-reagring practices were compared, .no significant
- differences between-means.of mothers %n the experimentaT end control
.groups were found on any of:the_dimensionstof’contrd1, maturity- demands,
.tommunicationworlnurturance However, when the data were analyzed tor
homooene1ty of variance, the expe?1menta] group was found to be more

s heterogeneous than the contro] group in terms of expressed practices

regard1p% matur1ty demands . These results have been shown in Table 10

72 . _ e B
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"TABLE 10 -
Y OF- Test of Differences Between Var1ances (Pract1ces)
C Exper1menta1 (Y]) and Contro1 (Y2) Groups-ikn‘

, Variance ,Variance : . K R
Dimension Yy Y2 df1 - df2 F P '
Maturity f" “ilt' S S ‘ i ﬁT,h -

-~ Demands .. 17.62 . . -8.04 27 - 25 2.19 . <.05
“In view ofl the non-significant differengasbetween means on.this
Do . - ‘ i H ’ :r, [ &
dimension, the difference in homogeneity WOu]d”7 tgest that some sub—
Jects in the exper1menta1 group scored h1gher than contro] subJectS<* R

wh11e others scored IOWer than contro1 subJects in ‘their’ expressed-
pract1ces regard1ng maturlty demands S1m1]ar-k1nds of f1nd1ngs have

been found in assess1ng the effecsgyof psychotherapy (Berg1n, 1971)

Pre test measures m1ght he]p ‘to ﬁar1fy whether there are s1gn1f1cant
€

.

changes on this d1mensxon
When compar1ng the behav1ors of mothers who had part1c\pated Ain

a parent group with those who had not, s1gn1f1cant d1fferences between

means‘were not found. However, herenaga1n s1gn1f1cant‘d1fferences be--
\ S
tween groups were obta1ned when the data were further ana]yzed for

homogene1ty of var1ance More spec1f1ca]1y, while no" d1fferencs in

variance were found on the d1mens1ons of behav1ora] control and nurtur— €
A -« '

ance, the exper1menta1 group was found to be s1gn1f1cant]y more

heterogeneous on the d1mens1ons of . matur1ty demands and commun1cat1on

(Table 11, 74)\ These f1nd1ngs wou]d suggest that. further 1nvestiga—
] fee )

t1on us1ng pre tests on these d1mens1ons m]ght prove to be benef1c1aT



oo B . TABEE T T /‘
F-Test of fofenences Between Variances (BehaQiors);"'
. N ! - /

‘Experimental (Y1) and Control (YZ)ﬁthQUps/‘

Variance’ Varijance

Dimension - Y1 SYeo . dft df2 4 F - p
Maturity - o é{/ a7 .
Demands” 149 . 0.54 27 2.79  <.0l
“Communication 1.32 o061 27 ///25 2.18 &5

.,var13b1es compr1s1ng the d1mens1on of/ma%ur1ty demands is needed. A’
‘perusa1 of the we1ghts used to combfne/the four. HVSA varrab]es wh1ch
: j -
form the construct of maturlty

o ariable 1 ra ts inde ende {
v ‘(gran n//P )7

"var1abTé 1ndepe d/nc
: ch11d s dec1ﬁﬁon) wey

'was chTTd 1n1t1ate .
‘ ronly var1ab]e F- H/or on]

- between groups/

behaviors
: corre]a Jons 0

f1nd1 g may

s v = ‘\g\ / ')[j : 2-‘ iﬁb

One other f1nd1ng wou]d suggest that

three other var1ab]es, F- U/ Var1a le’ F (1ndependence tra1n1ng, contro]),

tra1n1n y noncontro]) and var1ab1e H (respects

a]] parént initiated sequences.wh: le variable I
/ .
It may be that compar1sons of group means us1ng o

vvarwable I wou]d show 2 s1gn1f1canr difference

On eXaminin the 1ntercorreiat1ons 1n att1tudes, pract1ces and

mong e per1menta1 gpoup subJects, the on]y s1gn1f1cant 1H; : ';
a1ned were between att1tudes and pract1ces such a

: ef]ect a- h1uh degree of congruency between att1t§%es*and B

pra t1ces‘among exper1menta] ;ubjects On ‘the other hand//the h1gh - R

Corre]atlon may a]so 1nd1cate that the 1nstrument fa1led to d1scr1m1nate
/'/ . N .

Sy e T : S

S e /// L
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betweén\attitudes and practices ' In v1ew of the fact- that 1nformat1on

jfor%poth measures was obta1ned from one 1nterv1ew, and that the levels

for rat1ng the 1nd1v1dua1 sca]es were not well def1ned the latter

exp]anat1on is very poss1b1e

To sunmar1ze, exam1nat1ons of the data have 1nd1cated that

' further exp]orat1on of changes in matuthy demands, and commun1cat1on e

following part1c1pat1on in-a parent’educat1on program, might prove

: benef1c1a] It s 1nterest1ng to note that wh11e Buckland (]971) found

;that the probTem of ”ma1nta1nqng contro1” was one of the most cr1t1ca1

"1ssues for parents 1nv01ved in parent educat1on programs, no differences

*

on th1s var1ab1e werc found 1n the present stnsy

II. 'Implications_’. l; -~ o ;t.f\

'AImplidations for Further Researeh

As w1th most prev1ous 1nvest1gat1ons of parent educat1on pro-
grams (Endres/& Evans 1968 Larson, 1972 LT1]1br1dge,_1971 Shaplro,i

1956 Stearn, 1970;. Sweq!on, 1970), a maJor 11m1tat1on of “the present

“study 1ay in the 1nstruments used In spite of the1r obv1ous advan-

tages, prob]ems with, both the Parent IntervTew Schedu]e and the Parent

‘.

Interv1ew Sca?es in their présent form—are major. Not on]y d1d the task

" of reaching a consensus among raters prove - to be an arduous one, but Tt

was found that the sca]es may be 1nterpreted d1fferent1y by var1ous

1nvest1gators Prov1s1on of gu]de11nes for rat1ng on all flve 1eve1s

:”rather than on two, wou]d prov1de greater va11d1ty for, the sca]es

_Furthermore, a rev1swon “of the 1nterv1ew schedune to e]1c1t 1nformat1on o
cons1stent w1th the sca]es is necessary qn. future research Slnce a

inumber of the 1tems appear to d1scr1m1nate aga1nst people of a lower

L .
.



3

//_

"feas1b111ty of us1ng

educat1ona1 Teve] ~this factonbmight a}so'be considered in subsequent
rev1s1ons As the dimensions wihich the 1nstrument attempts’ to assess
Wappear to- have as much or mare re]evance for work with parents of: young

-

_children than nost ava11ab]e tests, such revisions of th1s 1nstrument

) wou]d seem to b§ woﬁthwh1]e . »

Resu]tc &f the presentastudy would suggest that in future work

b
in tﬂ1s area it 1ou1d be. des1rable to obta1n pre- *est measures on the

e

var1ab1es assesse ; Experwence w1th the Parent Interv1ew Schedu]e and
the Parent Inter91
before betng used i
with-nhich tivey can be admtnistered would haue'to be improved. The

the Home Visituseguence Analysis in langefprojects

'11s a]so debatab]e in V1ew of the t1ne requlred for rat1nq Nhiﬁe

' obsenvatlon 1n a struchured s1tuat1on may make data gather1ng more

eff1c1ent the genera]1zab1]1ty of f1nd1ngs to home swtuat1ons may be

questTOned/V Th1s does not -mean that behav1ora1 measures shou]d be ‘H

-

'overlooked in further 1nvest1gat1ons but rather that carefu1 cons1der~

,/at1on shou]d be g1veh tn the etf'cwoncy with wh1ch such nmasures may be

o

- 0bta1ned o 7 _
/7///m : It s noteworthy that Tittle work has’ spec1f1ca11y focussed on

thé‘persona11ty characteristics of parents aTong‘w1th changes in

' att1tude and behavuor fe‘%§41ng 1nvo1vement 1n a parent educat1on pro=

gram An exam1nat1on of information obta1ned dur1ng the current 1n—'T
vest1gat1on wou]d suggest that var1ab1/s/such .as. f]ex1b111ty, dogma -

P
t1sm ‘and 1ocus of contro] m1ght Have part1cu1ar re1evance for work 1n

. this area. In fact 1n future stud1es these varwab]es m1oht be in- ../

-

corporated in a/factor1a] des1gn

T

. g -

“/ N N . ) ’ o

W Scales WQU]d[§u99e§B that3they not\on]y be,rev1sed‘

“additional studies, but also that the efficiency .
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.Imp11cat1ons for Parent Lducatwon Prograsis

CFeedback from the 28 mothers who participated in thc Dreikurs
parent study grou)s was obta1ned fo110w1ng the fifth and tenth sessions.
Overa11 1mpress1ons of the va]ue of the study group to members as in-
;d1cated on the final eva]uat1on form were pos1t1ve Many reported |
~changes in family 11v1ng, a better understand1ng of the1r ¢hild and a.
greater tolerance for conf11ct while Pewer people’ 1nd1cateu ndo change.
General]y responses regard1ng 1eadersh1p sk111s were posmtwve a]though
d1fferent to]erances for dev1at1on from the subJect matter were evident.
Three of the mothers expressed some d1ssat1sfaot10n with the boo«,‘<

" Children: The Chat]enge- (Ure1kurs & Soﬁtz, 1964).

ATl part1c1pants agreed that the sess1ons shou]d Le ,e]d on-a
‘week1j basis with most 1nd1cat1ng that the two-= hour se lohsvwere of.
adequate 1ength Eight of the motners 1nd.cated that there viere not
_ enough sessions to cover a11 of thiimater1a1 and suggested that e?ther

add1t1ona] programs be offered or ¢ at the number of sess10ns be extend—

4

ed. One mother suggested that the final sess1on be postponed for about.—
one month to give famJ]1es an opportun1ty to pract1ce the~ pr1hc1p1es
‘d1scussed in the group It became .evident that fo]low up seds1ons to
reTnforce prwnc1p1es was a cr1t1ca1 aspect of programs of _ this type
The most common suggest1on for change was that both parents bef

"1nv1ted to. part1c1pate in the program Some mothers reported conf11ct
.w1th husbands because of attempts to change—wh1]e attend1ng the program.
A similar reconmendat1on has been made by Buck]and (1971) ¢
It was a]so recommended that hav1ng mothers with children of

fs1m11ar ages as 1n th1s 1nvest1gat1on was h1gh1y des1rab1e " As ‘one

mother Commented,- ”there ‘Was cons1derab1e empathy and understand1ng and -



\\\\‘

this probab]y made the.gfoup more interesting, other than:theoretfca]
“and academic |

When given the opporfunity to chooée betveen forma11y directed
d1scuss1ons with SDQC1T1C quest1ons and examples as opposed ‘to more
varied discussion »1th role playing, the mothers were d]Vlded in their
.preferences S1nce attitudes appear to be nost ﬁead11/ changed by

tak1ng on another's point of view, prov1s1on for ro]e p]ay1ng in this

o

program as in others would seem to be an 1nportunt change wh1ch nngf
be instituted. In cases where initial d1ff1cu1t1es in commun1cat1ng are
present among group member ; the group process h1ght be facilitated by L

iexper1ence in commun1cat1ons exercises (Gordon, 1970, 1972).'
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\SUGGESTIONS TO PARTICIPANTS

Adapted from a paper prepared by the.

Oregon Society df Individual Psycho]ogy

The idea beh1nd parent study discussion groups is that ord1nar) R
people can learn something by reading, and then gett1ng together to-
d1scuss, in the1r own non-expert terms.

Parent study group 1eaders serve the function of organizing and
presenting material, as well as leading the-.discussion. Although they
will have attended parent study group leaders' meetings, they are usual-
ly unpaid volunteers who have been interested in seeing parent groups
stanted Their role is not one of teaching.or lecturing. Therefore,
considerable respons1b111ty’for what happens in the group is placed *
upon each. gcoup member. ! .

, / . .

This is yGur grQup and no one is going to g1ve you all the answers.
The group will be a st1nm1at1ng en30yab1e experience just in propor-
tvon to ‘the interest and energles you contribute to.it. If you want to
learn to. th1n& for yourself, dofi't sit back waiting for the leaders to
perform: some magic. It is- 1mposs1b1e to make a choice of only one
opinion; but if several_opinions are given, then choices can be made.”
You come to the group to talk about ideas presented in the book. "To
form your own opinions about -the author's ideas and their proper -appli-
cat1on, you must understand them: When you read to get the most-value,
you'll. inevitably find some questions whigh puzzle 'you. Think them ,E‘
through as far as you can, jot them down and come prepared to put thein
to-the group. Don't wait until you are asked to speak - say what you
think and be ready to back it up. But be sure others have plenty of
chance, too,.by keeping your comments brief. ' You learn more when you
hear your own ideas mod1f1ed, supported ‘or opposed by others. Try to
~get the other person s point of view, by askina for examples, illustra-
t1ons and reasons.’ You need not wait for the 1eader to ask- quest1ons

-

-

Prof1tab1e conversatxon beg1ns when everyone is th1nk1ng and talk- .

- ing on the same question. - Once your group has found the problem, keep
it inmind as the- d1scuss1on go% on. If you find the discussion wan-

dering, help to get it back on the track. Uhen one question has been

~ examined, be ready to go on to another even if you haven't yet made your
point. Chances aresthe group will get back to it from another angle

which may make it eas1er for you to get your point. across.

ASSIGNMENTS MUST BE RFAD IN ADVANCE in order to make d1scuss1on
st1mulat1ng )

v
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The purpose ot the parent otudy groups is to help parents learn new
techniyues for improving parent-child relationships.  The intormation
you give below will help you evaluate what you have learned trom the
study groups.

Describe briefly three typical situations that would be likely to
occur between you and your child. Following the description, state
exactly what you do when tfie situation occurs.

The situations you describe should be ones that concern, annoy, Or
irritate you and that you would like to change.
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THE CHARACTERISTICSY OF THE FPAMILY CONSTELLATION

By Mro. Floy Pepper, Teacher and Counselor
-
Oregon Society of Individual Puycholoqgy

In this study we shall be concerned with the ¢hild's experiences,
in the family. His opportunitics and barriers, challenges and expecta-
tions, ambitions and frustrations are strongly influenced by his po,i-
tion in the birth order of the family. An ansigit anto these dynamic
forces can aid the parents or adulty in taking a more etfective courae
of action.

Of greatest concern in this relationship is the immact of the fam-
ily upon the personality of the child. These experiences in the family
are the most 1mportant determinante for his frame of reference for per-
ceiving, Tnterpreting, and evaluating his world outside the family.

The knowledge, habits, and skills which he acqufres in the home largely
determine his capacity for dealing with outside situations.

A basic assumption is made that personality and character traits
are expressions of movement within the family group. This is mn con-
trast to other assumptions which attribute the main devaloprment to he-
redity, psycho-sexual development, general individual development prin-
ciples, or strictly environmental stimulations. The concept of the
-family constellation as a dynamic explanation, sees the development not
so much the ‘result of factors which converge on the child, but that of
his own interpretation and related interactidh. He influences the group
and other members of the family as mych as he is influencad by them, and
in many cases, even more so. His own concepts force them to treat him
the way he expects to be treated. £ELach child in his early relationships
to other members of the family establishes his own approaches to others
in his effort to gain a place in the greup. All his strivings are dir-
ected towards a feeling of security--a feeling of belonging--that the
difficulties of 1ife will be overcome and that he will emerge sately and
victoriously. Dreikurs states that "he trains those qualities by which
he hopes to achieve significance or even a degree of power and superi-
ority in the family constellation". . .

Human beings react differently to the same situation. No two.chil-
dren born into the’same family grow up in the same situation. The fam-
1ly environment that surrounds each individual child is altered. The
environments of the children within the same family may be different for
several reasons.

With the birth of each child, the situation changes.
Parents are older and more experienced.

Parents may be more prosperous and own home.

Parents may have moved to another neighborhood.
Possibility of step-parent--due to divorce or death.

N WwWn —

Other possibilitieé or factors which may affect the child's place
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within the tamity group are:s  a sackly or o crppled chidbd, a chibd born
just bhefore or after the death ot another, an only boy among !l girle,
an only qirl avong all boge, wome obvelous phy<foal characteristic, an
older person lTiving in the home, or the favoritiam of parents toward a
chald.  Adler otates that “the dangers of tavoritiom can hardly be too
dramatically put. Almost everygliscouragement in chitdhood springs
trom the feeliong that comeone elue 14 preferved. - Where boys are pre-
ferred to garde, interiority teelings amongnt givly arecanevitable,
Children are very wensirive and gven d good chaild can take an entirely
wrong dirvection in life through the suspicion that others are preferrved”

Adler taught that in the life-pattern ot every child there vy the
mmprint of his  posation an the tamily with bty definite charadteristace,.
He pointed out that 1490y Fust upon this one fact--the child's phn_v 1
the family conste Hdmonutrmt much ot hiy future attitude towards hife
depends .

The qply child has a decidedly difficult startein life as he spends
his entire childhood among persons who are more profacient. Ne may try
to develop skills and dareas that will gain approval of the adult world
or he may solicit their syppathy by being shy, timid, or helpless.

1. "Usudlly is a pampered child--and if a boy has a mother complex

2. “If boy, sometimes feals that his father is his rival.

3. Enjoys his position_as the center of interest.

4. Usually is interested only in himself.

5 Sometimes has a feeling of insecurity duc to the anxiety of his

parents.

6. Usually 1s not taught o gain things by own effort; rerely to
want somettring is to have it.

7. If his requests are not grantnd he may fee} unfairly treated
and refuse to COOD“Y&LQ o

The First Child

The first child has a threatened pos1t1on in Yife; his being the
oldest should entitle him to the favored spots and frequently does. How-
ever, he may become d1560uraged upos the bLirth of the second child, and
refuse to accept respons1b111ty ’ '

1. Is an only ch11d for a period of time and has therefore been
, the center of interest.
2. Has to be. first--in the sense of ga1n1ng and holding super1or—
ity over the next children.
3. .Becomes a "de-fhroned” ¢hild with the birth of the second ch11d.
(Sometimes feels unloved and neglected. He usually strives to

~
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v ‘keep or to regain his mother's attention by positive deeds ;
when this fails, he quite often switches to the useless side
and may become -obnoxious. If his mother fights back, the child:
may- become a problem child.) ‘

4. Could develop a good, com%gtent behav1or pattern or become
extremely discouraged. )
5. Sometimes strives-to protect and help others in his struggle .-
to keep the upper hand. -
6. Sometimes death wishes or expressions of hate are directed to-
ward the second child. /
7. 1If the first child is a boy followeg, by a s1ster-—w1th1n a
short time:
a. Personal conflict may become a pattern of
sexual discord.
b. Girls develop faster than boys during one
to seventeen and press closely on the
heels of the first child.
c. The boy usually tries to assert himself
because of social preference for boys
and may take advantage Q§ his masculine
— e. , /
d. The girl may develop a feeling of inferi-
vority and pushes on:

The Second Child

+

The second child.has somewhat of an uncomfortable position in life
and usually takes a steam-engine attitude, trying to catch up with the
child in front and feels as though he is under constant pressure.

1. NeQer has his parents'undivided attention.

. 2. Always has in front of him another child who is more advanced.
3. Feels that the first child cannot be beaten which disputes his
" claim of equality.
4. Often acts as though he were in a race. Hyperactive and pushy.
5. If thesfirst child is sSuccessful; the second is more likely
to feel uncertain ef self and his abilities. .
6. Usually is the opposite of the first child. (If the first
child is dependablg and “good“-—the second may ‘become unde-
pendable and "bad'.)
7. Becomes a “squeezed” child whenever a third child is born.

The Youngest Child

2 ’ ~— : ¥

The youngest child has quite a pecu]iak place in the family. con-
stellation and may Jeceme—a "speeder" because he is outdistanced and
may become the most succes>fu], or he may become d1scouraged and have
inferior feelings.
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Is often like an 0n1y child. .
Usua]]y has th1ngs done .for him- dec1s1ons made, and responsi--

ally is spojled by the family.
4. Finds himself in an embarrassing position--is usually the

- smallest, the weakest and above all--not taken seriously’
5. May become the "boss" in the family. ‘
6. Either attempts to excel his brothers and sisters or evades”
the direct struggle for superiority.
May retain the-baby role, and place others in his service.
Often allies w1th the f1rst child as being different frem the
rest

00~

A

The Middle Ch%]d of Three

The middle child of three has an uncertain place in the fam1]y
- group--and may feel neg]ected He discovers that he has not the pr1v1—
leges 6f the youngest nor the rights of an older child.

May fee] unloved and abused.

Becomes a "squeezed chw]d“'whenever a third child is born

May hold the conviction that peop]e are unfair to him.

May be unable -to find his place in the group.

May bécome extremely discouraged--and more prone to become a
prob]em chiid".

T RWN

Middle Children--Large Family

.
Children who come in the middle of a family usualty deve]op a-more
stable character, and the conflict between the children tends to: hé 1ess

fierce. In other words, the larger the family, usually the less con-
- flict and strife among the children.

| X
. B
’ ) ' O

Generalizations - n

Every brother and sister has some p]easant feelings and some un-
pleasant feelings about each. other. They are likely to haveypleasant
relations when they satisfy one another's needs. Since each child feels
differently toward each brother and sister, the relationship of any two
of them is very special. "As each member s®rives for his own place
within the group, the competing opponents watch each other carefully. to.
see the waysaﬁ%‘heang\gé which, the opponent succeeds or fails. Where

. one succeeds, the other~gives up; where one shows weakness or deficien—
cies, the other steps in. In-this way competition between two members
of the family is always expressed through differences in character,
temperament, interests fand abilities. Conversely, the s1m11ar1ty of

haracterlst1cs a]ways 1nd1cates a]]1ances Somet1mes, the two strong-

/

™~
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est competitors show no sign of open rivalry, but rather present a
close-knit pair; nevertheless, their competitive str1v1ng is expressed
in personality differences. One may be the leader, the active and
powerful protector, while the other may lean and. get support by weakness
and frailty. -~There are cases where strong competition did not prevent

a mutual agreement, but rather permitted each to feel secure in his
personal method "of compensatory striving". '

If there is quite a number of years between the birth of chi]dren,
each child will have some of the characteristics of an only child.
Perhaps there will be ‘two families--one set of children, then a space
of years, then another set. Whatever combination may first exist, with
the space of years the situation changes and sh1fts, but “basically the
above character1st1cs remain .the same. '

The deve]opment of an only g1r1 among boys or of an only boy among
girls presents a ticklish problem. Both usually tend to go to extremes
~--either in a feminine direction or masculine role. In most cases,
‘both would be somewhat isolated and have mixed feelings and emotions.
Whichever role seems to be the most advantageous will be the one

sadopted .

‘ "Every difficulty of development is caused by rivalry and lack of
copperation in the family. .If we 160k around at our social life and
ask why rivalry and competition is its most obvidus aspect——1ndeqd
not only at our social life but at our whole world--then wé must recog—
‘nize that people everywhere are pursuing the goa] of being conqueror,

© of overcoming and surpassing others. -This goal is the result of train-
ing in early childhood, of the rivalries and competitive striving of
children who have not fe]t themse]ves an equa] part of their whole
family". . } o

. From the moment of birth the child acts, thinks, and feels in
response to his world in accordance with how he experiences or perceives

" it; and the wayein which he expleriences or perceives his world is to
him--reality. Wnhat actually happens to the individual is not as impor-
‘tant as how he interprets the situation. With this in mind, we must i
remember that it is not the positiéon in the famlTy sequence that is the
dec1s1ve factor, but rather the s1tuat1on as the child interprets 1t

‘The ch1]d s p051t1on in the family sequen e shows how a child uses

his situation and the resulting impressions to#dreate his style of life,
his pattern of movement and his characterlst1c traits.

o
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" "HOMEWORK" ASSIGNMENT FOR PARENTS

Adapted from R. N. Lowe, Community Parent-Teacher

Education Centers, Eugehe, Oregon

o

Between now and next\;;Ek&§ megting, try to practise constant ob-
servation of the interactions betwéen parents and their children (in
their homes or in public places) and take note of the following.

1.

10.
1.

12.

‘Are bribes used as incentives?

How do the‘parents‘act‘toward their children? Is the attitude
friendly and codrpeous‘or‘critica], cross, impatient and nag-
ging? Is the child treated as one would treat a friend?

Which do parents do--request or order the child to do something
or to stop doing something? / -

-

Are parents'Aorders accbmpanied with threats?

Is.corporal punishment used? Is the”chi]d berated? Is the
parent's attitude that of the educator or the punitive author-
ity? ' : = '
Is the child being~“discfp1ﬁned" (T.g.,-puniéhed) as the par-
ent thinks people expect him to be, rather- than in a way that
will actually benefit. the child?

Are adult standards and manners being forced on young children?

Are adult requirements inappropfiate? (Such as a 2-year-old
being forced to share, or a young child asked to sit still too

long, or yqqhg ¢hildren required to have impeccable table

. manners?.) ¢

Ié.the child being humi]iated‘in pub]iélwhen he "1et§/;he
parent down" (such as not saying "thank you" or shaking hands,
etc.)? Does this .encourage him to do better? - / - R
Is the child being reproved for faults that pargﬁts excuse in
themselves? (Such as being late, télling 1ies--~even "white"
ones--not ceming immediately when called, not tel]ing where
one is going\%j? when one is expected to.return, etc.)

Does the .adult talk so much that thes child becomes "mother
deaf"? - - B ' :

°

Does the adult.realize that fespect mus¢ be earned, not-demand-
ed? ' _ - ‘

N

Does the adult show approval more than he or she corrects?

N
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Does he or she 11ke as we]] as love? Does he or .she encourage
the ch11d7 o

In the fo]1ow1ng week, try to become awaﬁe of the 1nteract1on be-
tween yourself and your own children.” Be a non-critical observer,
simply noticing your own attitudes and habits of action with the chil-
dren, without judging yourself in any way. As your awareness grows,
you w1]1 spontaneously discover those situations in which you feel a
change of behaviour woyld be helpful. You are then in a p031t10n to
consider implementing Thew ideas.

AN v . : ) @
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o , WHY NOT PRAISE?
Vicki Soltz

Most of us have grown up be11ev1ng that pra1se is. desperate]y
needed by all children in order to stimulate them into "right" behavior.
If we watch a child c]ose]y when he is receiving pra1se wé may discover .
some astonishing facts. Some children gloat, some panic, some express
"so what", some seem to say, "Well, f1na11y”' .

We are suddenlky confronted with the fact that we need to see how .
the child interprets what is go1ng on rather than assume that he regdrds

"~ everything as we do.

Exam1nat1on of the intention of the praiser shows that he is offer-
ing a reward.  "If you are good you will have the reward of being high
. in my esteem". Well, fj What is wrong with this approach? Why not
" help the child learn ’do the right thing by .earning a high.p]ace in
parenta] esteem? N :

. If we look at the s1tuat1on from the child's po1nt of v1ew, we will
find the m1stake of th1s approach. '

How does praise affect the ch11d S se]f image? He may get the
impression that his personal worth depends upon how he "measures up" to
the demands and values of others.. "If I am praised, my personal worth
"is high. If I am scolded, I am worthless". When this child becofies an
adult, his effectiveness, his ability to-function; his capacity to cope
with 1ife's tasks wiM depend entirely upon his estimation of how he
stands in the opinion of others. He will live constantly on an elevator
--up and down. ’ . : .

. Pra1se is apt to center the attent1on of the child upon h1mse1f
"How do I measure up"? rather than "What does this situation need"? .
This gives rise to a fictive-goal of "self-being-praised" 1nsteadaof
the rea11ty goal of "what-can-]-do-tox he]p“

Another child may come to see praise as his r1ght~—as r1ghtfu11y
due him from life.., Therefore, life is unfair if he doesn' t receive
praise for every effort. "Poor me--no one appreciates me". Or, he
may feel he has no obligation to perform if no praise is forthc0m1ng
"What's in it for me? What will I get out of it? ~If no praise (reward)
is forthcom1ng, why should I bother?"

_ Pra1se can be terrlbly d1scourag1ng " If the child's efffrts fail
to bring the expetted praise he may assume either that he isn't good
enough or that what he has to offer isn’'t worth the effort and so gives

_up.

If a-child has set exceedingly high standards for himse]f, praise
may sound 1ike mockery or scorn, especially when his efforts fail to
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measure up to his own standards.  In such a child, praise only. serves
. to increase his anger with himself and his resentment at others for not
understanding his dilemma. - \

In all our efforts to encourage children we must be alert to the
child's response. The accent must move frqh "What am 1"? (good?) to
""How can I he]p in the total situation"? Ahything we do which rein-
forces a child's false image of himself is 31scourag1ng Whatever we
do that helps a child see that he is part of 'a functioning unit, that
he ¢an contribute, cooperate, participate within the total situatien,
is encouragement. Ve must learn to see. that{as he is, the child is
good enough. . . )

~ Praise rewards the individual and" tends to fasten his attént1on
upon himself. Little satlsfact1on or self- fu]f111ment comes from this
-direction. :
Encouragement stimulates the effort and fastens attention upon one's
capacity to join humanity and to become aware of 1nter1or strength and
. native capacity to cope. ‘

Praise recognizes the acfdr, encouragement acknowledges'the act.

Praise ' " Encouragement

.Aren't you wonderful to be able - Isn't it nice that you can help?
to do this: _ o ' .
: ¥ S : . We appreciate your help. Don't
B : the dishes shine? (after wiping)
. » Isn't the carpet pretty now?
: : (after vacumm1ng)

How nice your room 1ooks

Thanks for watching the baby. It
was a big help.

I 1ike your drawing. The colors
‘are so pretty toge;her.
o | How much neater the-room looks now
C that-your toys are put away.

o How nice that you could figure
that out for yourself. Your skill
is growing! :

I'm so proad;of you for getting JI'm so glad you enjoy learning
good grades. (You are hich in (adding to your own resources).
my esteem.) oL .. . : ‘

/
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Encouragement

I'm proud of you for behaving so
nicely in the restaurant.

I'm awfully proud of your per-
formance in the recital.

We all enjoyed being together in
the restaurant. )

It is good to see that you enjoy
playing. MWe all appreciate the

job you did. I have to give you
credit for working hard.
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SOME* WORDS OF ENCOURAGEMENT

= Clint Reimer

Oregon Society of Indiﬁidga] Psychology -

hl

These thoughts are intended to be-of help to parents and teachérs
in working with children. Whether these suggested remarks will in,
fact be encouraging will gepend on the attitudes of the -adults using
them. Is the feeling one, of belief in the child, trust, confidence,
acceptance, sometimes mixed with:humor ©F is the feeling one of moral-
jzing, preaching, or Jmpatience?. + :

1. "You do a good job of . . ." - T o :
Children should be encouraged when they do not expect it, when
they are not .asking for it. It is possible to point out some
useful act or contribution in each child. Even a comment about
something small and insignificant to us may have great impor-
tance to a child. , , :

2. "You have improved in}. e
Growth and improvément is something we should expect from all
children. They may not be where we would Yike them to be, but
if there is progress, there is less chance Wor discouragement.
Children will usually continue to try if they can see some
improvement. . :

©. 3. . "We like (enjoy) you, but we don't like what you Qﬂ)J' R

\*’70ften-a child feels he is not liked after he has made a mis-
take or misbehaved. A child should never think he is not
liked. It is.important to distinguish between the child and
his behavior, between the act and the actor.. oj}

"You can help me (us, the others, etc.) by . - M , ,
To-feel useful and helpful is important to everyone. Children °
want to be helpful; we have only to give them the opportunity.

“Let's try it together." - A ) » v
Children who think they have to do things perfectly are often
afraid to attempt something new for fear of making a ‘mistake

or failing. —

6. *"So you do make,a mistake; now, what can you learn from your

4. - mistake?" N . I ' .
There is nothing that can be done about what has happened, but
a person can always do something about the future. Mistakes
can -teach the child a great deal, and he will learn if he does
not feel embarrassed ‘for having made a mistake.

7. fYou would like us to think you can't do it, but we think you
- can." ‘ 7 T ' '

-
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This approach c6uld be used when the child says or conveys
that something is too difficult for him and he hesitates to

- even so much as try it. If he tries and fails, he has at

least had the courage to.try. OQur expectations should be con-

-sistent with the child's ability and maturity.
. oy &

"Keep trying. Don't give up."
When a child 5 trying, but not meeting much success, a com-
ment Tike this might be helpful.

“I'm sure you ‘can straighten this out, (solve this pﬁob]em,

etc.) but if you need any help, you know where to find me."

Adults need to express confidence that children are able and
will resolve their own conflicts, if given a chance.

"I can understand how you feel (not sympathy, but empathy) but
I'm sure .you'll be able to handle it "

' Sympathizing with another person seldom helps him, rather it

conveys that 1ife has been unfair to him. Understanding the
situation and believing in.the child's ability to adjust to
it is of much greater help to him. :
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CH}LDRLN_LLARH WHAT THEY LITY
Dorothy Law Nolte

//If a child lives with criticism he learns to condemn .
If a child lives with hostility he learns to fight.
If a child lives with fear he learns to be appyrehensive.
If a child lives with pity he learns to feel sorry for himself.
If a child lives with ridicule he learns to be shy.
If a child lives with jealousy he learns what envy is.
If a child lives with shame he.learns to-feel guilty.
If a child lives with encouragement he learns to be confident.
1f a\child lives with tolerance he learns to be patient.
If a child lives with praise he learns to be appreciative.
If a child lives with acceptance he learns to love.
If a child 1iyes witﬁ approval he learns to like himself.
I% a'child T}%es with sharing he 1earns'about,geﬁerosity.

~/(I% a child ](ves with-honesiy and fairness he learns what truth and
‘ justiée are. . : L4
If a child lives with security‘he learns to have,faithrin himself and
in- those about him.

If a child 1lives with friend®iness he learns that thg world.is a ni;e'

.place in which to live. :

«

If a child lives with serenity he will live with peace of mind.
) . thh what is your child 1living?

L L

el

j
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CHILDREN DO HOT DO CTHINGS Uil eSS THEY HAVE A REASON

Adapted trom "How To Be a Good Parent™ by Kay Whitmore

The Toronto Socicty of Individual Paychology

Sometimes children are bad just to keep you busy.

Example: A child picks his nose. Mother does not like this.
She tells him not to do it. The child soon knows that this
15 a good way to keep his mother busy with him. He picks

his nosc more just to keep her busy. The mother does not
know it, but she is encouraging the child to be bad.

. ) r

Understand the Child's Goal

A child has a purpose for everything he does. His first goal is
to have a place in the family. A happy child has found his place in
the family. This child does what he is supposcd to, like being helpful,
for example. The unhappy or bad child tries in the wrong way to feel
important in the ¢group.

Example: A child is not allowed to help at home. His
parents tell nim he is not big enough to do anything.
This child does not feel important. He does not think
he has a place in the group. The only way he feels im-
portant is to be bad. By being bad he keeps his mother
busy. His mother will yell at him. When -the mother is
“busy with him, he feels important. He feels like a part
of ‘the group.

The Four Goals of Children Who Don't Benave

Most of the time a child does not know why he does the things he
" does. MNeither do his parents. A child acts a certain way because he
thinks he has a place and is important when he acts that way. All bad
behavior is done for one of these:reasons:

Goal 1 Keeping people busy: He wants péop1e to notice him alil
the time. N :
Goal I1 Feeling powerful: He wants to be the boss.

Goal IIl  Getting even: He wants to hurt us.

Goal 1V Proving he is "good-for-nothing": He wants to be lefis
' alone. He does not want anyone to ask him to do things.
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PARETTS (AN EIND THE CHITD'S GOAL by watching the way they act to-
the ¢hild.

Examples:

\

éoa]

1. When a child's goal i beening people by, parcent s hecome
angry. They become angry becaunse they must tell him to do
thing, all the tine.

2. When a child's goal s teeling powert ul, parents become angry
and try to be stronger than the child. Parents think, "The
child cannot get away with this". -

3. When a child's goal 1s qgettino even, parents feel hurt.  They
feel sorry for themselves. Parents think, "How can he be 50
mean?’

v

4. When a child's goal -is proving he 1s a "qood-for-nothing",

parents feel very discouraged. Parents do not know what to do.

They give up. -

Do you act in one of the above ways? 1f you do, then you know the

of your child.
~J

A CHILD TQ‘WANT,IQ_EEWBQ§§X_U5§~A“EBFFIN;EQElWi5ﬁEQ§§Y,

Most of the time a child who wants to be boss has a parent who

wants to be too bassy. When a mother always wants her. own way, her
child tries to act-like her. He wants his own way all the .time, too.
The mother and child fight against each other. The child does not do

“what

get what they want from their children.
only-

the mother wants. Parents who try to boss their children do not

child unhappy with each other. A mother has something better to do

than

pose

always have something to do with other people.
* son does hot know why he does spme things. L
. (=4 . .

’

fight with_her child.

Every Behavior tas A Purpose

Each time a person does mething he does it because he has.a pur-
in doing what he does. - person's reasons for doing something
Most of the time a per-

TR

. ' L *
A1l Behaving (Good or Bad) Is Moving In Life

T .
AN .

To know how a child moves in 1ife, you can watch him. You can

Fighting teaches a child that
bossy people get what they want. Fighting.also makes a mother and
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walch hon do everyday thiing.. You can watch the way he oot with other
people .

Example: A child e Slow every marnimng, Ple torgets to

do things he io —upposed to doo e mother bas Lo tel]

him what to do. She han to tell b over and over agan

or he will torget . At school the teacher has to tedd

him what to do. She has to push b to o get b 1o work .

What o thio «hild doing with other peoples il child ‘
1o making other prople cerve R He 1o not becoming
responsible ina qood way for himselt . He may alwaye

try to move in bife vithout being regponsible in o good
way tor himoelt,

Lach Child Want A Ditferent Place In The f\_vmna«_;wL(fnm ly

fach child wants to be good at something. 1f cne brotner or sister
is very good in school work or is very well liked tpe-others, the other

child in the family may be good in something elae . Mnis nappens when
one child feels he cennot do as well in somthing a- the Gther chil¥,

so he gives up at it and tries another thing. - 1t one brother 1o very
r .

good ™ school, the other brother fey bocome discouraged abeat school.

He may become very good in sports. Parents who are too ecaqer to wake

children better make them different instead. The more narents tell
each child to win at sometiing the more the childreswtTl Le different.

EggiLing;Qggqu]'j;; UnpgjjiyythpjlﬂEapjy Child

Each child has his own ideas about whether hce 1s wanted or not.
Sometimes his feelings about himself are nﬁg/fﬁhLSQHQ as his parent's
feelings about him. Feeling wanted cannot e folkind outside a person.
It can only be found when a child feels strong inside. To feel wanted,
3 child needs: :

To be strong - "1 will take a chance ."

To be sure - "] will be able to do it."

To have hope - ©  “Everything will be okay."
. . ..

Parents who are strong, sure, and have hope, help their children to be
strong, sure, and to have hope. It is just as e¥sy to teach a child to
be strong as it is to teach him to be afraid. , '
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 GOAL RECOGNITION -

. R M. L. Bullard - ¢
Comfunity Parent-Teacher Education Centers

Eugene and Corvallis, Oregoh

Comments by Dr. Dreikurs - 2

*."The trained observer has no difficulty in recognition of the
child's°goals and in classifying the category in which a particular
behavior belongs." "The recognition of the child's goal is the basis
for his treatment." -"Different approaches are indicated for each goal".

Goal 1: Attention Gettihg Mechanisms (AGM's)

- . ~~ . ) .
"Attention getting is almost universal in our young children be-
fore school age; it should disappear gradually during the first few
years of school " -

o

Active Coﬁétructive:E’AGM's ) -

1. AImpression of exée]lence with purpose of praise and recogni-
tion. (They are often the delight of parents. )
Cute rematrks.. ' :

Performing for. attention. "
Stunts for attention. . -
Being especially good, reliable, cooperative, industrious (mal-
,adjustment becomes apparent in situations where they cannot

gain praise and recognition). :

VRwW

1

uPasEiVe COnstructive:"AGM's ' . -

(This is usually not recognized as misbehavior.)
. %' 5

1. Excess pleasantness.
2. Excess charm:. :
*3. 'The "model" child.
4. Exaggerated conscientiousness. '
5. .Bright sayings (The purpose is to gain attention: If behavior
continues too long, the child does not wish to relinquish and
_-may change to destructive methods).,

>

Active Destructive: AGM's

].n The show-off.
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The clown.

- Obtrusiveness.

The walking quest1on mark.
The "enfant terrible"
Instability.

Sogmbswn

Passive Destructive: AGM's:

Bashfulness. - . : ‘ ' : )
Lack of ability. ~
Instability.

Lack of stamina. L
‘Fearfulness. : s
Speech impediments. ' -
Untidiness. '
Self-indulgence.

Frivolity.
Anxiety.
Eating d1ff1cu1t1es
“Other performance deficiencies.

¥

— . :
— OWONOOV Pl N~
. 7 . . L] . . . . -

.

i

x

Note of Caut1on Any of these character1st1cs may appear in the
‘child and not be. an attention getting mechanism. If it-is an attention
getting mechanism, the ch11d will cease its actions when reprimanded.

1f the action continuesg¢gfter reprimand, it may be considered a symptom
of a stronger goa] Co ‘ _ T

bl

L " In any event the total situation of thé ¢hild must be examined-- -

—A—f~4’~r%he~4ﬁ%e¥ae%+eas—bei%een~¥én4gus~memberS,gfgiheAIAMleﬁ_partALuJﬂrly
between parents-and child. [t may copy successful actions of s1b11ngs
put{1s more likely to use an opposite approach.

4 .
L]

Goal 2: Power

@

General character1stﬁcs The power strugg]e is similar to des-’
tructive attention gettind, but is more.intense and a reprimand inten-
sifies the misbehavior. During a power struggle no 1nterre1at1onsh1p
is too trivial to be used as an opportunity  for challenge.

JActive Destructive: Power

Argue S~
Contradict.

Continue forb1dden‘%ab1ts
Temper tantrums. =
Bad habits.
Untruthfulness.
Dawdling.

Q

Ny’
N TR WR -
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s ~
. Passive Destructive: Power . !
1. Laziness. ' , ‘ i s
2. Stubborness. :
3. Disobedience.
4. Forgetting..

Goal 3: Reveng_;ﬁ

©

General characteristics: Child does things to hurt others; this
may be for a limited time or in specific situations; may be .the regular o
@pproach;depending upon the degree of hostility. 'Being disliked serves
to attain a social position. . :

_ ActivenDestruétivé: Revenge
¥, Vicious. ’
2. - Stealing. _ ‘
3. Bed-wetting. -

Passive Destructive: Revenge 3 _ R

. Violenf passivity.

Goal *43"_"m‘sp]'ay’fn'g'"In’adequatyi*‘ﬁiwe-up‘i*"" S e e e

‘Child assumes réa] orVimagined deficiency as a means to safeguard
prestige (inferiority complex). .

Rassive.Desthétive (only férm) ‘ ®
Prevents ahyfhfng peﬁng'deménded of them. .
1. Indolence. ¥
2. Stupidity.
3. "Inaptitude"
4. "Hopeless"

Nofe: Pkogression beyond these behavioral methods becomes a patho-
logical reaction. Here occur the nervous disorders, psychosis, and
psychopathic personality. ' . ‘ "

Significance and Use uf Goal Recognition

Unless & chi]d'%_gdals‘ahd reasons for his behavior are‘disc5ve}ed,
psycho-dynamics of the clkild and the social relationships remain obscure..

{
/.
i

&
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Q

The child is not aware of the purposes of his actions (goals).
Many children stop their questionable behavior when they are made aware
of its purpose.* It is easy to bring the purpose to his attent1on to
make him aware of it (recogn1t1on reflex). ﬂ
When confronted with “"could it be . . .", the child smiles quickly
or gets a twinkle in his eyes if the diagnosis of the ‘goal is correct.
If a wrong diagnosis is made, he may respond with a denial or a stare

There are two except1ons, usually in older children: (1) the one
who has such confrol over his facial .expressions, he doesn"t demon-
strate any feelings, and (2) the one who covers by laughing constaht]y
and finding everything funny. _

t o

- i=3
@

N

c4

*» Dr. Dreikurs has d1scovered that, for the most part parents do more
damage than good in- attempting to disclose to the child the purpose '
of his misbehavior.  Therefore, the discussion on this po1nt in
Children:. The Challence on pade 64 represents Dr. Dreikurs' present
Thinking 1n place of that expressed 1n The Cha]]enqe 0f Darenthood

9 .

V. $o]tz .
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¢ "BUT PUNISHMENT WORKS'"™

Vicki Soltz

, "Punishment works for me", declared a mother. "So, what's wrong
with it? I s]apped Johnny's hand often enough and he f1na11y stopped
picking h1s nose.

‘It is true that many times punishment does seem to work. So let
us examine this situation more closely. To begin-with, we should
- figure out what we mean when wé say "it works". We mean that the child
has stopped the behavior for which he was pun1shed But “for ,how long
did he stop? Mother admitted that she slapped her son's hands quite
often. One slap didn't work for long, so she had to do it time and
again. When he finally stopped picking his nose, she thought it was
_because he didn't like being slapped for it. This may look like a good
reason; but the interaction between mother and. son gives a different
picture. SOalet us look, then, at the interaction and what it means.

Johnny ‘picks his nose, This gets Mother's goat. She slaps. Let
us apply the rule ‘that we can usually tell what a ch11d hopes to gain
by his action if we 1ook at Mother's: response. How we can see that
Johnny wanted to get a rise out of Mother. H1s act “is in defiance of
her command, She says, “"Don't pick your nose"; his behavior says, "I
will". Thé%efore we can, see a power.contest in which the child scores
several times for 'each v1ctory gained by Mother. Johnny has gained his .
- point. He has continued to. do the forbidden, And Mother's violent
react1on is on1y a declarat1on of her balkruptcy Qu1te a game True,

“ He has shown Mother that he w11] when she says he won't. If th1s is
true, why did Johnny stop his. disagreeable behavior? Because he was
s1apped7 Because he lost the battle? Hardly. He stopped because the
issue no longer interested him. Hb got bored w1th it. Chances are he
has found another way to show his: power

Pun1shment does not fit into a democratic’ settlng The right to -

' pun1sh belongs to a superior power who decides what another 'shall or
shall not do. ‘Since children have gained the right to decide for them-
selves what they will do, they have become our equa]s While wé cannot -
~force the child's decision, we still may be ab]e to 1nf1uence them.

If Mothér would promote a situation where Johnny gained noth1ng by
his act, -she might influence him to stop. She cannot achieve this with’
a futile show of power. But she can stimulate him to reconsider. , To do
so, she can’accept Johnny's decision to pick his nose, and dec1de_what
she will do (not what she will make Johnny do). She can quietly say,
T don't 1ike to touch your fingers when they have been in .your jnose",
and refuse to touch his hands or let him touch her. NowRJohnny\ as
-1ittle to gain by p1ck1ng\h1s nose and much to gain by stopping. Of
course Mother must remain friendly in all other respécts She may pat
,him on the head, kiss h1m on theyback of the neck or cont1nue any other

°
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form of affection that avoids the hands. 'After his bath at night she
can tell him, "Your hands are clean now, how about a hug?" Such a
course w11] be mych more effective and take less time. :

It may seem strange at first to consider that a ch11d is w1111ng
to accept pain.in order to gain something. However, observation has
shown that children will bear anything to gain their hidden goals. If
we hope to train our children for the democratic way of life, for a’
life of satisfaction in participation and usefulness, we must -learn to
use the democratic techniques which will guide them to become. s1tuat1on—.'
"centered, rather than se]f centered.
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WHEN TO BEGIN USING I. P. METHODS
From OSIP News]ettérq

Mothers in pérent stu&y-groups often ask, "How.old should my child
~be before I start using these Adlerian methods in training him?"

If you remember Dr. Dre1kur s reply, it wou]d be, "From the day
his birth, Because if you aren't training him, he is training you \\

. Yvonne Thomas,ﬂteacher of the Behavior Problems Class of the
Corvallis Elementary Schools, brought to our attention that the Sioux
Indians also believed and practiced this answer. In the book, In 01d
Jules -Country, Mari Sandoz, the author, -describes how as a girl of
eight she peered into the dusky interior of the tepee where an Indian
woman bent over the new baby on her lap. YAt the noise of our excite-
‘ment, the tiny red-brown face began to pucker up tighter, but the mother
caught the 11tt]e nose gently between her thumb and forefinger and with
her palm over the mouth stopped the crying. - When the baby began to .
~ twist for breath, she let go a little, but on]y a tittle, apd at the
first sign of another cry she shut off the air again."” Thus it was
- "During the newborn minutes, that new born hour, Indian children were
taught the first and greatest lesson of their lives--that no one cou]d
be perm1tted to endanger the peop]e by even one cry".

Another 1nstance of early training- J"Before Young One was two
months old it was decided he must learn to swim “before he forget it'
the older mother told us . .. . The woman carried the child to a

quiet spot along the river bapk, and with her hands pnder chest and
811y, she eased the baby 1ntg the shallow, tepid wmter until it came

up around him" . . . after a few attempts he dog padd]ed for h1mse1f

_The ability to swim was necessary to self- preservat1on

At an early age the Indian child learned to make h1s own dec1s1ons,
and take the responsibility for his actions. “"When the baby began to
crawl, no one cried, 'No, no's and dragged him back from the enticing

red of the tepee fire.-.'One must learn from the bite of the fire to -
let it alone' he was told when he jerked his hand back and whinpered.

He 'soon would discover whére warmth became burning."

o,



1. Has a good op1n1on of hlmse1f (high self- esteem)
2. Has conf1dence in h1mse1f
3. "Feels he be]ongs (1n part1cu]ar situafions, in the world)
’ 4, Is 1ndependent (does not man1pu1ate other's)
5. 'Respects r1ghts of others
6. Fee]s concern for others, mank1nd .human welfare
7. Encourages others
8. Islwi11inth0'éhare
9. Wins and holds f;iends
10— —Is-optimistic,forward=loaking
1. IS cooperative o
12. Puts forth genuine effort
- 13. 'Ach1eves success in norma]tasks of 11fe ..
marr1age, occupat1on ' o
14.» Rema1ns encouraged on occas1ona1 fa11ures
15. Can so}ve problems )
6. Accepts responéibility wi]]ing}y )
2 17. Contr1butes to the whole | .
18. Is situation centered (needs of’ s1tuat1on)
19.

cess

The amount of social

WORKING TOWARD INCREASED 'SOCIAL RESPONSIBILITY

Alfred Adler Institute of Chicago -

and happ1ness of his 1ater life.

Qua]ities for social 1nterest (responsibi]ity

-Th1nks in terms of '

rather than "I".

) include:

119

interest a child acquires determines the suc-

. friendship,
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i HEARD AT STUDY_GROUP MEETINGS
From OSIP Newsletter, November-December, 1965

"When 1 see all those misbehaving children at the park, and -just¥
one being good, I think that one must be sick."

. //V -

The sharing of experiences and mutual fassistance by mothers was 50
well illustrated at the first meeting of ;one study group. A young mother
said, "I am herggecause I am so frustrated. It.seems I can't make my
little 15-month-old daughter do what I think she.should. For instance,
she will not go to sleep unless I stand by her bed and pat her head--
and sometimes it takes an hour". - . :

"Why don't you put her to bed and leave the room?", she was asked.
; é "If 1 do, she will cry for an hour or more, and I can't stand to
' helar her cry", the mother replied. ‘ .
" "Jould you like to know how we handied that same problem at our
house?" ,asked a vivacious brunette. "I couldn't stand to hear the cry-
ing either, but my husband could. So I would-put our baby to/;xzﬁ get
my coat and go for a long walk. When I returned the baby was“asleep,
and hubby was absorbed in his studying. It took about thre evenings
of this, and the baby cried no more at bedtime." (Note: t worked for
the first mother, too.). . : - : B

-

<

- "My son had me at his beck and call"related a mother. "I finally
realized this-one morning when.my husband would not let me go out to
help and sympathize with my five-year-old Johnnie when he fell off his
trike. Johnnie yelled and yelled. The other -children tried to help
him up, and he shouted, ‘Let me alone. I*want.my mother to help me'..
‘He lay there. No help came--so0 finally-he got up and went on playing.
We both learned semething that day." S

How early do children reach the goal of .revenge in misbehavior?
Five-year-old Betty had been taken home by the: neighbor woman. because
she hads taken the neighbor's turtle out of the bowliand let it run away
in theg”yard, and then .said Tommy had done it. ~ Imagine the neighbor's
surprise the next day to seé Betty in the yard pulling up’-the marigolds.

Is this a switch? ‘The.three-year-old déngﬁter-knbcked on the bath-

- room door, and called, "Mama, you may come out now. -l will.be a good |
girl". S & ' : T S

' L s
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GIVE ME A JOB

Lucille E. Hein
published in Living for .

Young Homemakers January, 1960

"Give me a job." nGive me something té do n '"let me help you."
Is there a household in which such pleas are not heard once in a while
from a child of six or ten or.twelve?  Children want to work. They
have their routine of household life, school, homewark, religious activ-
~ities, clubs, sports, music or dance lessons.- And they have their play.
Their days seem too full of activity.. Still, a child will tag after
you and’ beg, "Give .me d job". ' T ;

. A child. wants td feel useful.- He wants to feel he is necessary in

the household. He wapts to be trusted with responsibilitiés.‘ He may

feel far more grownup at school than at home, because at school he has
jobs and responsibilities from the time he enters kindergarten. At
home his parents may do everything for him. They, may- never ask him-to

“work or expect him to work. Maybe his parents' answer to his plaintive
"Give me a job", is usually, “Go’p]ay“ﬁ '

Play is not always a good answer. Play is not always satisfying.
1f your child wants a job, find him a job. A wise. parent usually has

a couple of jobs in mind or on a 1ist.- Take advantage of his eagerness
rowork—at—something, Nnrkgteaches. 1t teaches self-discipline,
promptness, neatness, reliability, responsibility, tho Tmportance of
serving others, the dignity of work. In apartment-house 1iving, parents
‘complain that there are so few jobs.for children. HNonsense. There are
2 dozen jobs, a hyrdred” jobs that a child of six or twelve could do. A
house with attic basement, garden, lawns, garage does not offer more.
jobs than the city apartment, just different jobs. . .

. Some howsehold jobs only an adult can do, some a 'six-year-old €an

do. Why shduld you shuck ‘the corn you pbought at the roadside Wgrkep?

~ Your cix-year-old might 1ike this job. He will do it .differently. He
may stri each ear husk by husk and the silken tassel thread- by thread.
He may take forever to do what you can do in five minutes. What does
it matter; if the job is done? Maybe. he wants to .linger over the job

se he has no other activity in mind. This may be his relaxing

e. . The child who has a- job to do has respect for himself. ~Adults

espect him. And adults respect. the parents who™ give their child a

chance to work. - Other children who are not-trusted with responsibili-,

ties by their parents may even be:envious. A 1ittle friend says to

. your daughter, " et me. 'go with swou to the store. My mother nevér gives

" me errands to do". And as youreson, starts the power, mower, Nis friend

. begs, "Let me mow part,of your lawn. They never let me mow ours”.

-

No motherfwho has one chjld"br seVé}a] should be doing all the

;
i
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dishes or all the table-setting or all the bedroom cleanup. No father
should be doing all the outside jobs. Give yowr child a chance to help.
He is an able assistant once he knows that his help is needed and ap-
preciated. A child—sonetimes has a more creative approach to a job than
the adult to whom it is daily routine. Your daughter might suggest
cleaning all the coats with vacuuin attachments after she listens to you
lament that you have no outdoor place to air woolen clothes. “Your son
might wash the tiled bathroonr floor by a method that makes you wince--
but the result is likely to be a clean. floor.

Some parents answerNthe child's need for jobs and responsibilities
by assigning simple jobs. Some children respond best to._gegular assign-
ed jobs. One mother lists on the blackboard each morn1ng§fﬂﬁ”§ma]1 Jjobs
that her ten-year-old daughter and eight-year-old son ‘are’expected to
do that day. Perhaps there are three ten-minute jobs for each child,
to be done before or after school or sometime during the day. "Once
I write their assignments on the board, I refuse to.be bothered", she
says. "I'm deaf to a]l arguments. They are never difficult or impos-
siblé jobs. There's'a lot of muttering and groaningy but by the end of
the day they're done. Not on]y are -they done, but my tough son still
loves me. And my daughter, who tries to sneak .out of jobs, tells me it
was fun -to wash. the dishes with the new pink. liquid soap."

' In another fam1Ty, in the summertame, the ch11dren are "yard birds"
until they have made their beds and tidied their rooms, ~Until these
chores are done, they must stay home and na_pne can come ‘into.the yard
to play with them. There is nothing ‘harsh about this. Theéy are old
enough for the jobs. In fact, the children agreed during a famiJy-job
. council that thesé were jobs they would do each day. "A child becomes

proud of "having sach jobs™, this mother says. ™1 had wy reward one
morning when the gang stopped byi on the way to the swimming poo] My.
daughter appeared at the window and shouted importantly, ‘We'll be out
as soon as we finish our rooms. Ve're helping mother. Don't any of
you have to make your beds?' VWhy, my child ‘was actua]]y scornfu] of
those children who d1dn t have Jobs of their own! " .

In other families a 1ist of jobs tacked to the kitchen bu11et1n
board is the favorite way of offering jobs to a.child. For some chil-
dren this approach is better than a regular assignment of small jobs.

A 1ist gives the element of choice. On allist of twenty jobs there
. might be one that would appeal r1ght now because it is raining. on’ the
1ist there might be just the right job to {fill that restless half-hour
before dinner when your son follows you,around the k#tchen and says, ,
"What can I do?% If you post a list,.it should have jobs that are suit-
‘able to the various ages and abilities 0f your children. Some fun jobs,
some suprise jobs, some serious hard-work jobs.  Some jobs that take
five minutes, .some that take an-hour: Indoor and outdodr jobs. “ Jobs
that depend on the season and the weather. Daytime jobs and evening
jobs. * Some at-home jobs, some away-from-home jobs. The 1list should not
be permanent. When a child does a job, he can scratch it from the 1ist
with the feeling that he has accomp]1shed something. New jobs can be
added--by parents and by children. Inc]ude a few tasks that you know

.:’_/'

«
Y,



123

you can do better and more efficiently than a child. But let a child
tackle them, because this is the way he learns.  1f you cannot stomach
the way your son or daughter bungles one of your jobs, do it over, but
in secret. Next time he will do the job much better. 4
Your list could be hecaded with a provocative phrase:  "If yoyu'ro
bored, try one of these". "Want to help?  Here's how o "Jops waiting
to be done. Anyone interested?" Ahe list might inglude five jobs or
fifty. When a child has done some household chore from the list, notice
him“at it. We-all like to be PRQised and complimented and thanked. In
your praisg, show him how his work has helped you or helped ‘the house-
hold to run on a smooth track or made 1ife more pleasant foA\someone——
perhaps even mdre pleasant for  himself. lNever begrudge thanks.—Watch
a child sparkle when you say, "I liked the way you moved so carefully
around the flower beds". "Thanks for finishing the ironing. You gave
meé” time to bathe the baby." "How cleverly you have arranged all your
toys and books. May I bring Mrs. Smith up to look at your room?*
A g

A child resents the nagging in the adult voice when you ask him to
do 1ittTe chores. He closes his ears to the repetition of, "Please
take the dog for a run". "Did you take the dog out?" "I asked you ta
take the dog out." We adults cannot help-but nag because a child is so
exasperating at times. If "take the dog for a run" were on the list of
Jobs taped to the kitchen waTTthe might choose it eagerly without par-
ental nagging or prodding. Perhaps it is the impersonality of a job-
reminder 11st that pleases the child.

When a child does a household Job that an adult might ordinarily
do, he matures. —He thinks,"They can't get along $&§¥gg§ me". Uncon-
sciously, he begins to realize that everyone has a ro in family life,
that running a household means the whole family cooperates. He becomes
aware of the many jobs there are to be done, even though he is not cap-
able of doing all of them. A child who knows and shares 1in the ‘house-
hold routine is a value and a comfort in an emergency. Your daughter

of ten or twelve can take over temporarily if you are 11 in bed or have
to make a sudden trip to a sick relative. She can put together a simple
meal. She will make the beds. She will remind her father that today 7is
laundry day. ‘She rises to the emergency until a neighbor or relative or
baby-sitter comes to run the household in the mother's absence. The
reason a child can rise to emergencies is because his parents have

given him the opportunity -to make household responsibilities within his
capabilities. He is proud. He feels that his parents depend on him,
recognize his abilities, need him. This is a good feeling. It is, in
fact, a growing-up feeling. ‘

<&



THE TOWEL ON THE FLOOR |

Vicki Solty

!

Jack, 9, drove Mother to distraction by messing up the bathroom.
He Teft the towel on the tloor, the water dripping, “and the <oap in the
basin. HNo matter how much she talked, or even yelied, Mother still had
to clean Gp after him and hand the towel up. She presented the problem
at a counseling session. R

Since it was obvious that Mother and Jack were in a power contest,
the solution lay in withdrawal. How could this_be accomplished and
still maintain order? 1t was suggested that Mopher ask Jack where he
would like to keep his towel and then follow through ok the answer even
if he wanted it on the floor. Mother agreed to this suggestion with
some reluctance, since she is a very fine housekeeper. ~_

At the following meeting, Mother, greatly amazed, reported that
when asked the question, JaCk had looked dumbfounded. After a moment's
thought, he said he would like to have his own towel rack put at his
level. Daddy immediately complied. Even after two weeks there has
been no further disorder in the bathroom.

Withdrawal from the contest was indicated to Jack when he was asked
what he wanted. This took him by surprise. His response indicated a
relatively good relationship between Mother.and son. As sopn as the
pressure was off, he could recormend a solution. FHe complied with the
request for order when respect for his needs was recognized and met.
Rather than concentrating on a show of power, Mother had turned her
attention to the needs of the situation and won cooperatdion.

&
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SHARING RESPONSIBILITY

bl

Mary Ann Haak
. ) OC ) e

Certain basic principles are helpful to remember when assigning

~duties or jobs to family members. Below are a few to keep in mind.,

1. Children have righté as well as responsibilities. If these
rights are arbitrary or impulsively withdrawn by the parent,
the child will feel no personal responsibility toward the home.
He wi]i_feel that nothing belongs to him, and therefore, it is
not really his problem. ° : '

2. Children should be consulted about the jobs that need to be done
around the home. After they have helped identify the work,
‘then they must help decide who will have the responsibility of
doing each job. . » :

e - .
3. Allow the children choices in which jobs they would like to do.
e (Not doing anything is not one of the choices.) They nust

then follow through with their choice or suffer the conse-
quences. ' '

4. Place appropriate time limits on when a task should be finish-
ed. If the child helps in setting up the timé limits, the
consequences will s%em "more logical" to him.- .
) [o) > B

5. Vary the tasks to do. Children becpme easily bored with the
same thing. They like the challenge of a new or unusual Job.

. . «

6. Use common sense in the number of tasks expected of each child.
He may stage a “sitdown" strike if he perceives the parent as
just using him to get the work done.

7. Remember you are a model of "order" to your child. Do not
expect orderliness or cleanling@s from them that you would not
expect of yourself. ’ '

8. Examine your own standards. erﬁgps you are a perfectianist

"~ -+ about your house or feel uncomfortable if things are slightly
out of order. Learn to accept your house as a place of com-
fort for your family, not as a reflection of your worth as a
person. i R

9. Sometimes in our efforts to keep material possessions ‘nice"
children begin to feel that the possessions are more important o
than they are. This may discdurage children from wanting to
keep these possessions neat and clean. = '

&N
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RULES ABOUT RWLES
Parent Education Association, Columbia, Missouri

A rule is a prescribed guide for conduct or action.'

Rules establish orderly routines that give boundaries and dimen-
sions to ous- lives. They are bad when thgy are unreasonably and forci-
" bly imposediand when they are presented in a manner that incites rebel-
‘lion against them. Rules are beneficial to everyone when they set up
“and maintain a system of order in the home and contribute to coopera-
tion, harmony, and feeling of security among family members. There are
sevggal rules about Setting up rules that all parents should know and
fo}ﬁ% IR ’ . .

1. Rules are more cheerfully and willingly followed when all

. . members of the-family have a voice in making them. Usually,
parents make rules without asking for,their children's views,
and then command the children to follow them. Time after time
it has been found that children, when given a voice in setting
up family routines, are highly responsible in the rules they
prescribe. They cooperate much better when their opinions are

N solicited . . . even very small children.

. 2. A good rule must be definable and understood by all parties.
It must specify—exactly what it has been agreed will be done,
when, where, how, and by whom. Preferably, each rule should

~be written out and posted.

3. A good rule must be reasonable. For instance, if a chore 1is
required to be done faster than it can be done .(or logically
"~ will be done), it is unworkable and will be resisted. 1If a
Fule requires more ability to follow than a child -possesses,
the rule will cause frustration forsgveryone. The parent may .
need to teach the child how to follow a rule before expecting

iqthe child to comply with it.
AN

4. A good rule should be attached to specific and known conse--
quences that will-occur when it is broken. For-example, a rule
is established that all members of the family should be at the

“dinner table at 6:00 p.m., and that anyone who misses without
prior notification and agreement also misses the meal. A
"price" should be attached-to failure to-conform to rules that
have been established by group consensus. Parents also should
live up to and®abide by rules, and pay an agreed ypon penalty.
when they fail to follow.rules that apply to them.  When they
"model" rule-breaking, they invite their children to do the

. sanme. : : ,

5. A.good rule can deteriorate into no rule if parents are incon-

sistent in their attitude toward it. A11 members of the family

- A b}

N
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need to expect rules app]ylng to all members to be cons1stent-
1y .-followed. When a member fails to follow a. rule, wsually
all that is necessary is to ask the 'person: 'What' i the

Jorule?'" o , . Y ,'”

A good rule is not so r1g1d and compliance so 1nsxstent1y de- -

mahded that it becomes a joyless ritual. Vhen other, more

important activities- come up that compete with comp11ance with
the” rule, the rule shou]d be waived if arrangements are made

-’ to. 'swap duties or to comp\y with the rule at a differentstime.
~ When rules interfere with wardi, frientily relations and per-

petuate power strugg]es, they should be abandoned and new-ones’
d1scussed : : s S
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12 POPULAR ROADBLOCKS TO COMMUNICATIONS

BETWEEN PARENTS AND CHILDREN

Reprinted ffom International Adlerian Study Group Newsletter
i ° - . R

~ o

The wide]y_used'communication forms presented ‘here seem, on first. -
jmpression to be perfectly legitimate methods of communication from
parent to child. But tryithis_interesting experiment; turn each message
.around and have it coming from child to parent. If you, a parent, were
on the receivingend of the twelve categories of communicafion listed
on this shéet, how do you suppose you woyld react? Would you_he in--
clined to feel -warm and friendly toward the child?. Would you be eager .
to cooperate with him? Read and decide. B .

1. DLRECTING, ORDERING, €OMMANDING :
You must . . . you have to . . . you-will . . .. ¢

5. WARNING, THREATENING, ADMONISHING

You had better > . . if you don't, then<. . .
3. MORALIZING, PREACHING, OBLIGING - . e
You should .-. . you ought . . ..t is your duty .-. . it is

yolir responsibility . 7

4. PERSUADING WITH LOGIC, ARGUING, INSTRUCTING, LECTURING

- Do"you realize . . . here is why you are wrong . . . yes,
but . . . the facts are . . ..this is.not right .

5.° ADVISING, RECOMMENDING, PROVIDING ANSWERS OR SOLUTIONS®
What I would do is .- . . why don't you . . . let me-suggest .
it would be best for you . v -0

6. -EVALUATING, JUDGING NEGATIVELY, DISAPPROVING, BLAMING, NAME
“ CALLING, CRITICIZING ‘
o You are bad . .. . you are lazy . . ..you are not thinking
straight ¢ . . you are acting foolishly . . ¥ =your hair ise
too long . . . - - ' e

7. °PRAISING, JUDGING OR :EVALUATING POSITIVELY, APPROVING
You are a good boy . .. . you have done a good job .
 .that is a good drawing . . . that is a nice thing to do .
8. SUPPORTING, REASSURING,.EXCUSING, SYMPATHIZING :
- It is not so bad . . . don't worry . . .'you. will feel v
better . . . that's .too bad . . . o - \\\\\

""9.,. DIAGNOSING, PSYCHOANALYZIRG, INTERPRETING, READING IN,
OFFERING INSIGHTS - . o ‘ :
What 'you need is . .. . what is wrong with you is . . . you are
just trying to get attention . . . 'you don't.really mearr that

)

o

.0



0.

11.

12:

129

QUESTIONING, PROBING, CROSS EXAMINING, PRYING, INTERROGATING

Why- .-. . who . . . where ... . what - - how .

when . . e '

DIVERTING, AVOIDING,°BYPASSING,'DIGRESSING, SHIFTING ,
Let's not talk about it now . . . pot at the dinner table. .
forget it . . . that reminds me . . . we can discuss it

later .-, ) . _ -
KIDDING, [EAS&NGf MAKING LIGHT OF, JOKING, USING SARCASM o
Why don't you burn down the school . . . when did you read a
newspaper last . . . get up-on the wrong side of “the bed? . .

wWhen did they make you boss of this outfit? .
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DEFENSIVE AND.SECURE COMMUNICATION ELIMATES

- - Parent Education Association, Columbia, Missouri

TO HELP THE CHILD FEEL INSECURE,
WORTHLESS

TO HELP THE CHILD FEEL SAFE

 WORTHWHILE:

1. Continually judge the child.
Scold, blame and criticize him

. Always show him how
wrong he .is, how right you are.
When he speaks up, put him down.
Remind him of his -ignorance,
1nexper1ence, ‘and proneness to
error.

2. Seek to contro] by app]x;pg
. Try to stop, start or
change the child. Manipulate or
use force in getting the child
After

all, you're the Boss.

‘3. Be detached, &isinterésted,

indifferent. Have 1ittle con-
cern or respect. for the child.

If the child balks at seeing
. things your way, simply don't .

care. Be a neutral, cool cat.

4. Use tricks and maneuvers to

get your way. Hide your. real

purpose. Think.it's OK to use
deceit or to "snow" the -child
to get yolr way. Bribing is

a swell gimmick,. too.

5. Flaunt your superior size
“and/or wisdom,

- Use your posi-
tion to browbeat frighten, -

intimidate subdue the small- -
er child. \Yever let the cpild

have a say
After all,
you have."-

what's going on.
he hasn't 1ived, and

6. Be dogmatic, utterly cer-
tain of your divine rightness.
Stubbornly and without offers
to comprise, stick to your
guns. Be the final authority

© 0K as a person.

. demands.

1. Play down persona]ities. Dis-
cuss specific problems with the .
child. No matter whether the child .

"is right.or wrong, experienced or

inexperienced, he's still a VIP
(very important person) and always

“worth listening to.

2. Invite the child to share res-
ponsibility for solving problems.

_Mork together to .fmprove-conditions.

Avoid trying:to impress child of
your dgreater knowledge, rightness,

. or general superiority.

3. Show real interest in_the child
and his viewpoint. Respect him and
his opinion. Care about the outcome
of your discussion. He]p the child
be r1ght instead of prov1ng h1m
wrong. : ) -

4. Be open about your aims. Be

-spontaneous instead of sneaky.

Frankly admit what's in it for you.
Negotiate and compromise if it's
called.for. ,

5. Showvthe child hevfs.anjequal—— '
. How? By respect— '
ing .,his views, feelings, opinions.-

. Make suggestions ahd requests but

refrain from orders, commands, and
Use peaceful persuasion -
instead of trying to dominate and. .
coerce. ’

6. Offer your views as flexible and
only tentative. You could be mis-
taken. You are willing to change
your mind in the fact of other evi-
dence and you welcome it.
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TO HELP THE CHILD FEEL INSECURE,  TO HELP THE CHILD FEEL SAFE,
WORTHLESS: . " WORTHWHILE:

on everything. You know it all:

KBased on research by Dr. Jack Gibb on communication styles.) -

” N
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~FOUR _STEPS IN PROBLEM SOLVING

Rudolf Dreikurs, M. D.

Mutual respect established:

Grant each other the legitimacy of his stand.

Pinpointing the real issoe(s) which are not apparent:

Not "Can I have the car? etc.", 1nstead determine the conflict
of status. The issue is who wins and who loses. Personal reasons.

Power: Who <s above whom?
Who will have his own way?

May also be need for,excitement: significance;
“need to realize purpose. .

Neitherofight nor give 1in.

Change at the current agreement:

Stop the current agreement which is to argue, f1ght Decide not "
to fight. v , ~ :

Dialogtie: Concentrate on what I am doing. What
can I do to make things better? Can
only change own role. This puts res-
ponsibi]ity where it belongs; no blam-
ing others.. :
Only when you know both people's be-
havior, can you change role and estab-
1ish agreement.

Everyhody must'participate'in making decision:

Shared respons1b111ty, don't exclude “enem1es"; enemies have no
respons1b1]1ty ,

©

»Ch11d and parent decide together e

- Help each other
. Listen to each other .
Decide how to-solve common problem
What can be done together
(when majority dec1des, m1nor1ty violates dec1s1on)

Part1c1pat1on in dec1s1on mak1ng gives adu]ts a chance to 1nf1u—
N .
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ence child's behavior. e

D]scuss both advantageS'and disadvantages of consequences of be-
havior. : :

Use Fam1]y Counc11 to st1mu]ate agreement of a]], use group pres-
sure all in the same boat .

~
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THE FAMILY COUNCIL:

PRACTICE IN PRINCIPLES OF EQU

Vicki Soltz

/' o ' .‘. , ) ©
‘ . Spould Congress fail to meet, the citizens of the U.S. would ex-
press considerable alarm. We can say as ‘much for the democratic family
which tries to function without a Family Council. If a democratic ap-
proach to living is to be maintajned in the home, regular meetlngs over
the conference tab]e are as v1ta] as are the scheduled sessions of
- Congress. ¢ . ‘ o PR

Whenever two bdr more peop]e live or work together there will be L

conflicts of interest from time to time. In the past, such conflicts

" have been received through fighting 1in which the stronger won out over
the weaker or through authoritarian demands of thé superior over the
inferior. In either case, ohe:person repiained on top while the other
felt pushed down. Adler has expressed a univérsal law: "Those whb fee]
pushed down seek to rise" It is the inner awareness of this law which ¢
has caused manklnd to move toward democracy w1th 1ts concepts of equal—
1ty :

While we in America possess greater equality than anywhere else in
the wogld; we sfill lack a deep understanding of its implications in our
“daily T1ves -Democracy means more than a system of" government, it has
become a *way of life based on mutual respect. -

It is not at all easy for adults.to view children as their equals.
Nor is it easy for people in general to treat each other with respect.
We are atl in the process of learning how to live %together as equals.
This learning process requires the réplacement of 6ld ideas with new
ones. Ve all must abandon the idea 'in whatever form it takes that we
have to be better tham or bigger than the next one. For whenever we
act in a manner to show another we are bigger or better than he; we
violate the universal social law and push the other person down. He
now seeks to rise. - This teeter-totter 1nteract1on increases cOnf11ct,
which results 1: friction and disharmony.

PePhaps the idea that each member in the family is equal to all
others will make more sense if we consider exactly what we.mean by
equality. The English language uses this word to express two concepts.
Two plus two equals four. “Equal™ in this sense means "the same as"
However, in interpersonal relationships, no oné person is ever "the
same.as" another.  Each has his own talents, capacities, concepts, and
approaches. - What each and every .individual has in common is the right
to choose, the r1ght to decide. This is the basis for equality. It
holds true even in situations. where one is in a.total bind and must go
only one way. "While it seems one has no choice, he nonetheless still
chooses how he will feel ‘about the situation. Will he feel resentment?
Anger? Hostility? ~Rebellion? Despair? Or will he feel acceptance?
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l /
Courage? N111 he make the best df a bad situation? L
/

Respect for this right to cﬁ&ose what one w111 dQ, this right to
decide for oneself, must be the foundation for fam1ly/counc11 meetings.
This means that each person respects the right of others.to choose and
at the same time respects his own right to decide.” It means that no
one has the right to decide for another what he will do, nor has he the
ob]1gat1on to accept imposition of-another's decision-for him. Thnis
latter is particularly important for today's parents who too frequently
allow their ch11dren to rule them. /

Unfortunate]y, our experience has been that parents not yet S 111ed
in thinking in terms of.equality misuse the family council as a néw
means for lecturing a captive audience or for 1mpos1ng their des/dires
upon ;he ch11dren y

If a decision has beeén made to establish regular meetings, it must
be done:in the spirit of conferring--of finding out how eacl/individual
in the family feels about a given friction point and what n be done
by the family as a whole to make matters better. -

O0dd}y enough, ene does not vote. We have come to consider the
vating process.as a symbol of the democrat]c process. In a represen-
tative government, voting is required, and the will of the majority
carries. But in the family, each person; represents himself and. voting,
s1mp1y does not work. Why?

In most familieg children unlte in an~a111ance, either to defeat
the: ‘parents or to=gdin their own ends over rival brothers and sisters.
If a vote is called for, the alliance is strengthened and a deadlock
results. Suppose-a family of six meet to plan a day of fun. The
question, "Where would you 1ike to go?" is posed,  One child wants to
go to the zoo, another wants to go swimming, a third wants a picnic and
the fourth holds out for a movie. "Let's vote", Daddy suggests Each
child votes for his own choice! Nothing- has been gained.

0r, suppose six children in a family vote for a new home. Six
"against two. The children's vote carries! Must the parents buy a new
home? Of course not. In“the family, voting merely deélares "sides"
and sets up oppos1ng teams--the very thing the fam11y council desires
to 1essen

The on]y solution is to come to an agreement. In order to do so,
each member is obligated to forego his personal preference and examine
_ the problem from the "viewpoint of the needs of the total situation. HNor
can there be "compromise!. To compromise means to yield--to give in--
for now. The person who "gives in" feels pushed down and will seek to
-rise. Compromise upsets rather than fosters & desirable balance.

let us return to the four children, each with a different idea of
what to do for an afternoon of famity fun. How can the situation be
reso]ved? Suppose -both parents take it easy, avoid the desire to control
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the situation, and let the children work it out. Humor helps. ‘”He]],
all of a sudden we need to be four families' Suppose each of you in
turn tells us why your choice is best for all of us for today_." As

the children move into the act and try to convince each other of the
virtue of his own choice, the discussion widens, viewpoints change and
agreement becomes possible. Agreement is reached only if each feels
satisfied at the logic of the total situation. If no agreement can be
reached, tne matter must be tabled until the next meeting. The natural
consequences of lack of agreement is that no one goes anywhere'

As the family gains skill in conducting meetings, it 1is possible
to move on to a discussion of areas of strife. EFach member may bring
up anything which bothers him. Whatever problem exists for one person
affects the total family.

For example, Bobby leaves his bike lying in the driveway. Daddy
comes home, has to get out of the car, move the bike, is irritated,
comes into the kitchen and yells at Mother. -She is busy getting dinner
on the table and becomes upset at Daddy's yelling. "What do you want
me to do about it?" fight is started. Dinner for the whole family
gets off to a bad start and suddenly both parents are picking on the
children's table manners. A chain reaction resulted, affecting -the
whole family. :

At family council meeting, Daddy might say, "I have a problem. ~
Whenever I come home and find Bobby's bike in the driveway, 1 get
annoyed and blow Gp, and it affects everyone. Has anyone an idea of
what can be done to help me?" - | :

The problem has been <tated. The pefson involved has acknowledged
his need for help.  The whole family is asked to consider the problem
and seek a solution. .

It is impossible for one individual alone to solve democratically
a problem which involves another. To do so is to impose his will upon
the other. While it may be difficult for parents to acknowledge that
they need help from children, this is the only procedure possible in a
democratic atmosphere. This creates a cituation of equals looking for
a solution to a common problem. Parents can't be "super-humans' and at
the same time show respect for children and for themselves. We all have
our feet gn the same level. : o

Perhaps the most important attitude for the conference table is,
net's see": What is the problem? How does it look to edarhi-other
“member? lHow can it be solved? How mdny solutions can be “Suggested?
Which might work best? Which shall we try? Such an attitude Helps us
practice mutual respect--a regard for the other person's viewpoint and
his right to make choices. o
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SOME_QUESTIONS AND_ANSWERS

_The Toronto Association of Individual Psychology

¢

My husband (or wife, or ¢hildren, etc.) is not interested in a
Family Council. Should I ’have one anyway?

One should not let 1he Family Council be the source of conflict in
the family. Usually, after the Family Council has been going for a
while, the formerly reluctant member of the family will join.

I have no husband. Is the ‘Family Council a good idea?

Yes, a family with one parent needs a Family Council even more than
a two-parent family.

~

How many'people have to be in the family and how old do the chil-
dren have to be? _ . .Y
i D
¥

< Even a two-person,fémi]y can benefit; any child who cdn talk can §~é“

attend and participate. ;:i {2

:Suppose children try to take over the Family Council?

We' expect that each person who participates will try to get what
he wants, and we expect coalitions between various interest graups.
This is good. The concept of the Family Council is that it is a union
of equals, some older than others, some stronger, some more intelligent
--but still equals who have to be heard from and dealt with. No person
or group can dominate the Family Council, neither parents nor children,
for a decision by one group will not be. binding for another unless
agreement is reached. 7

If a person does not behave well during a meeting, nothing at atl
is to be done'! No one has the right to tell him to shut up, to be
quiet, or to behave himself. Remember, this is a voluntary group, and
so each person has the right. to behave just as he wants. But every per-
son has the right to leave the meeting if he doe;n't like what is going
on. ‘

So, if at.a particular meeting, Peter starts acting silly, giggl-
ing, laughing, and talking’ incessantly, first mother may leave, then
father, then older sister--and Peter has the floor and the meeting all
to himself. .But nobcdy is to tell him to stop. . At the next meeting, |
no mention is to be made of anyone else's behavior in the past, but
once again, if someone misbehaves, it is best for the others-to wait as
long as possible fer the disrupter to stop and then if it takes too
long,' for the various‘individuals to leave the meeting. It may take
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some time before each member of the family learns to cooperate. -

. e
H
»

Does the Faml_y Council have to be so formal w1th all SOrts _of

[)‘4

rules? o

O .

No. Each famlly decides the degree of formality it des1res In g
some families, a Secretary is elecfed who keeps minutes or. a new cha1r— »
man is elected every sessiap. -Evenyone has to raise his hand every”
time he wants to speak. There are a large number of rules of conduct.

In other families, there are na rules. The family members just assemble
for the purpose of. free d1scu351on
O

Every family hag to develop its own system We find that it s
best in the beginning to have some degree of formality, meeting arognd
a table, rules being established on the basis of group dec151> n. As
time goes on, formalities may go i / Co

¥o

Is one supposed to complain@at a Family Council?

Yes--and at no other time! Parents shou1d ]earn to keep all their
comp1a1nts for the Family Council, and if a child complains to
about another child or something else that can be referred to
Council, then the formula should be:r "Bring it to the F@m1]
One of the most important benef1t:%of the ?am11y Council

it has on the fam1]y)for the rest pf the Fﬁrents4 ¥ g

to tattling,-they-won't mgke big enes he spot"; ey wilj

keep all comp]aﬂnts for éﬁé Family Coyncil. But during.the week they

can act, apply logical consequences, and ma1nta1n-quwet1y the order .
within the family. :

b - Q

wHat is_the“Family Council for besides settling complaints? “

The Family Council is fpr all family business: settling pgtans,
planning parties and picricsy d1scuss1ng vacations, negotiating allow-
ances, dealing with-visitors, -taking up chores,- establishing family
ru]es, and so forth. Parents will try to reserve all dec1s1oq; for the
Family Counc11 So everyone's opinions can,be heard and So that decisions
dre made on as broad a basis as poss1b]e - No decisions are s0 urgent
that they cannot wait for thé next meet1ng

© ¢

How 1ong should meetiqgs 1ast7

: This. var1es w1th the fam1]y, the ages of the chiddren, the amount

.of business at hand and other factors. In some cases, meetings: have a o
set time for ending. In other cases, the meetings cont1nue until all
bus1ness has been- settled.

o0
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What are .some common mistakes in running a Family Council?

** 1. Not starting bon time. - U
) Rei : ) - e -
2. Cancelling meetings: )
‘ D

3. Meetihg at mealtime.
0

‘4.1‘Paréntal‘domination.

5. Getting discouraged.

6. Notrfo11ow1ng through on agreements. (When the children do not
keep thnir agreements, the parents have no r1ght to- comp1a1n until the
nex’ nceting.)

To <_-marize the$e points: Parents 'must respect the Family Council,
by reing yr-esent on t1me, By meet1ng\every time no matter whether they
th.ok that there is. something important to be brought up or- not; by
t\!kirg o y under circumstances when the others are willing to listen;
by not ac: ng in an author1tat1ve manner; by not getting discouraged if
meetings con't go well.

Is the Family Councii a cure=all for all families?

No. Used~proper]y with full understanding of the philosophy and
theory of democracy- in the family, the Family Council can be of great
help in establishing better re]at1onsh1ps, in hav1ng a more pleasant
and order]y family. “

What is the theory and philosophy of the Familnyounci1?

o

Essentially, the basic: theory 1% that all members of the. family are
equal  and deserve respect and consideration. Only if all memBers feel
that they are. treated properly, will they cooperate. In a democratic
sogiety, the family has. to be democratic if. it wants peace and harmony.
The family is the incubator of attitudes, of‘ﬁee11ngs, of sent1me%ts,
of habits, of behaujor. If the family opgrates in an eff1c1ent, friend-
ly, sensible’and Eg%ﬁectfu1 nanner, the CU11dren will Pearn to.behave in
the same way, as reghonsiblé and resourceful people. . We are convinced
that inherent in all children is the potentiality for these qualities.
Used proper]y,,thg Fam1]y Counci] canﬂproduce such children.

sy .
B
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' INFERIORITY FEELINGS AND THEIR EFFECTS B

Maurice L. Bu]]a?d

Corvallis Schoo] District Nd. 5094, CorvaTlis, Oregon

There are three main types of inferiority fee11ngs and. two of these.
can be beneficial. )

1. (Good) Biological inferiority has caused man to form groups.for
protection, develop his 1ntel]ect to use tdols, and to genera]]y become
the master of nature. .

2. (Good) A cosmic 1nfer1or1ty in which man . realized his minute-
ness in the universe and his inevitable limit.of earth]y ex1stence cul-
minating in death. This inferiority has compe]led him to achieve “in
philosophy, art, and religion.  ° ‘ 4 3

3. (Destructive; it sets him up.against others.) Social inferior-
ity comes from the child's interpretation of his experiences of small-
ness in contrast’ to the size, power, and abilities of adults and older

siblings.

:This social .inferiority may be a minimal amount with no harmful
after-effects, or it may be so severe as to:require medical care. The
relationship within “the family largely determines the extent and sever-
ity of: these 1nfezlofﬁty feelings.- Mistaken methods of child rearing,
even when stemming from the best of intentions are just a$ harmful asLL
outright neglect, rejection, or sadistic treatment. g

The importance of can understanding by parents and teacheré of the
dynamics of inferiority feelings can hardly be overemphasized.

Some Typical Obstacles to Social Development

Leading to- Inferiority Fee]ingsv

1. Spoiling and pampering (one of the worst obstacles).

2. Lovelessness, neg1ect, and rejection. c

3. Anx1ety, excess.»e superv1s1on v L s : o

4. oExce551ve ta1k1ng, extract1ng promises, hagg1ng, fau1t f1nd1ng, o
d1sparagement R ,

057

_5 ?hys1ca1 pungghment ‘and reta11at1on




"7.: Nefther the absence nor thesR

[

“10. . Methods of avoiding social tesponswu111ty are two-fold. One'methodh

2. If spgiled, he underest1mates his- own strength regard1ng°the Su=

‘4. The -child or-adult resents this feellng of being low on the. sca

S

. i ° -
w . B - : 0
o B o

% Dynamics of Inferionity Feeh’ngs0

[ .
i) . ©

<

1. As the 1nd1v1dua1 fee]s regu]sed he acqu1res a subJect1we fee]1ng
of being “less" than others R o

< " ; s - a

o

‘perior ‘strength of others as something to be- taken for granted.
If excessively- suppressed, he coméssto believe the super1or strenoth

“of others w111 always be’ v1ctor1ous o s oo se . .
., . o o a c
3. This ﬁee]ing of being "1é%s“ has a coro]]ary feeling of” others .
be1ng "worth-more". . < ] .
0 . o S . . o e o

o

and soon his dctions will mqve in a direction of acceptance by -
some segment of tne members of h1§ comnun1ty : o

s -
o 0:

Any person who 1aboers under a-sense of ﬂnferaor1ty tries-fo obta1n R
- power Gf some kind in order to cancel the supposed superiority of ’
other people » His feelings of inferiority.impe¥.him to strive for
s1gn1f1cance (Do not confuse this with the’ ?nfer1or1ty comp]ex

<1in which the 1nd1v1dua1 q&1ts striving:). : 0

o °

6. oInfer1or1ty fee]1ngs are faulty self- eva]uat1ons Anyone ‘who doubts

ﬁ1S°own value. overest1mates thess g git]es of others ¢ v

o

P ¢
,e of 1nfer1or1ty feellngs is
Fi3ome extremely va]uab]e and suc-

oh .nferiority feelings.  On-the
'ss191c te -find a.trage of inferior-

" any index to-a man's :real .
cessful people suffer dcy

< other hand, it°is sopet
ity feel¥ngs in a- mdron

o e “
L a

8. Human fa11ures are_not so.-much, the cause of" 1nfer1or1ty as they are
the consequences of such fee]1ng5°' . :

»

-

[9l Peop]e w1th inferiority- feellngs tend to avoid social respon51b1]1f s

tieés. to conceal their imagined def1e1enc1es or to avo1d possible
fa11ures ?

-is to "run “away" from the obligations theveby avoiding dec1s1ons,°
‘limiting the action, gaining time, or setting distances between
themse]ves and other people. The real object is to concea] the
assumed 1nfer1or1ty from others or ourse]ves °

The a]ternate method is to take some action to gain a spec1a1

s1gn1f1cance by achievement. -If this is a "useful" achievement the per-

'hiS'energ1es and strength in condeming others, pushing them down and

. son may-appear to be perfectly capable of adapt1ng himself to his com-
mun1ty,‘a1though his deepest 1mpu1ses are fear and tendency -to retreat

I1f£, the motlvatlons are on the “use]ess s1de of 11fe": he wastes

ST



inflating his own accomplishments. The price of these fictitious
accomplishments may:be his own suffering. |

o _ . o \
11. "Some methods -of disparagement: - ' , @
. a. Open‘ang cutting critigism. ' °
b. Posing an extravagant idealism, exaggerated moral
° tenents, or ethical principles set so _high other
peop]e must appear small and worthless: o

Disparaging reality by éhgaging in da;dreamé and .

C.
fantasy which relegate everyday-1life -into the
background. B R .
Summary

0 : ~

]
o

* As the gharacteristics of inferiority feelings are understood the’}
teacher may watch for their symptoms in behavior of children .and adults.
Since the several phrases pertaining to inferiorities have so many pop-
ular (and unpopular) meanings, it probably is better to speak of a ,

ituggion in which the child has feelings of inferiority: The emphasis
W on constructive action rather than on "labeling". .

[N
-

° o

°

o . ) o
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A MEMORANDUM FROM YOQUR CHILD

Adaptéd from The King's_ Business Maga

143

zine

Published by the Bible Institute of Los Angeles:

Don't spoil.me. I know quite well -that I ought

ask for. I'm only testing you.

Don't be afraid to be firm with me. 1 prefer i

‘ where I stand.

not to’have all I

t._.It lets me know

Don't use force with me. It teaches me that power is all.that
counts. I will respond more readily. to beingv1ed

Don't be inconsistent. That confuses me, and ma

- get away with everyth1ng that I can.

.. Don't make prom1ses, you may ot be able to kee
.discourage my trust in you.

o

kes me try harder to

p them. »That will

Don't "fall for my provocat1ons when I say and do- th1ngs just to

upse% you. Then I 11 try for more such "victori

I want you to feel sorry for what you have done

ies" ‘\

. 'Don t be too upset when I say ”I hate you" I don't Tean 1t but

to me

\
Don't make me feel sma]]er than I am. I will make- up for it,by be-

having like a big shot

Don't do th1ngs for me that 1 can do for myse]f

like a baby, and I may continue to put you in my service.,

It makas me fee]

Don't let my "bad habits" get me a jot of your attent1on Iﬁ only

encourages me to continue them.

Don't correct me in front of people wI‘]] take
you talk quietly wwth me in pr1vate

Don't try to discuss’ my behav1or in the heat of

some reason my hearing is not . very good at this.
operat1on is even-worse. It is alright to take
but let's not talk abouf it until later.

1

\
much more notice if
a conf]1ct For'

time and my co- -
the action required,

Don't try to preach to me. You'd be surpr1sed how well I know

what's”right and wrong.

Don' t make me feel that my m1staﬂ!s are sins
make mistakes without feeling that ‘I am no good

1 have to 1earn to_

4
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Don‘t“nag; If you do, I shall have to protect myself by appearing
deaf. : o . 7

Don't demand explanation for my wrong behav1or I really don't
know why I did it. o

i

‘Don't tax my bonesty too much. T am easily frightened into'telling

lies.

Don't forget that I love and use exberimenting. I learn frgm‘it,

so please put up with it.

Don't protect me from consequences. [ need to:learn from eXperi—“
ence. . ’

Don't take too much notice of my .small ailments. I may learn to
enjoby poor health if it gets me much attention.

" Don't put me off when I ask HONEST questions. Ifé&ou do, you will’
~find that I stop asking and seek my information ‘elsewhere. :

Don't ahswer "silly" or meaningless questidns. I just want you to
keep busy with me. : :
Don't ever think that it is beneath your dignity to apo]og1ze to
me. An hones t apo]ogy makes me feel surprisingly warm toward you

: Don t ever suggest that you are perfect or infallible.. It gives

me too much to live up to

Don' t-worry about the little-amount.of time we spend'togé%her. It
is how we spend it that counts ‘

Don't let my fears arouse your anx1ety Then I will become more
afraid. Show me courage

Don't forget that I can't thrive without lots of undekstahding and '
encouragement, but I .don't need to tell you that, do I?

'TREAT ME THE WAY YOU TREAT YOUR FRIEMNDS,«THEN I WILL BE YOUR FRIEND,

REMEMBER, I LEARN MORE FROM A MODEL'THAN A CRITIC.

-~
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MAKING FAMILY LIFE SATISFYING

" Clifford Adams

h v
The Ladies Home Journal, March, 1962

"I don't know what's wrong in our homé, but I don't think any of

" us is very happy. We seem to be in a.rut. Our children of seven, ten

and twelve years squabble among themselves, and our evening meal most
days is noisy and disagreeable. About all we do is sit and watch the
idiot box: (my husband's name for teleyision). The children sit up too
late and they fight about which programs to watch. - By the time they

finally get to bed, John and I are both exhausted."

"He works hard at his job and I have imy hands full with the work
for a family of five. We don't get enough rest or any time together.
The house 1ooks a wreck all the time,.and I have given up trying to keep
it clean. I-am sure John is discouraged, and I sure am. We keep -tell-
ing ourselves that everything will be different ‘when the children are.
older, but I've been saying that for five years and things are getting
worse instead of better." ¢ .

. "There never is much extra money, and we wouldn't pave this if
John didn't work Saturdays at a second job. I suppose he and I get
along about as well as the average touple married for fifteen years, but
I keep thinking of our-first two years of marriage, when I was working.
We were so happy then fompared with now. e wanted our children and we
do love them, but I sometimes feel like going off by myself and never

“coming back. I would never do it, but it frightens me even to have

such thoughts. I want our home and family life to be more satisfyimg,
but I don't know how to make it so.” - :

:Tﬁis mother's problem is quite common. Swamped by daily routine

" and the repetitive demands on her, ‘she feels hopelessly bogged down.

Though it is difficult to make specific suggestions without more detail-
ed information about her particular circumstances, perhaps these ideas
will be useful: ’ :

_ Discipline seems inadequate. The particular form of child rearing
is a matter for the parents to decide but it always requires direction

.and control. Whatever the training, it should not be based-eon force,

fear or°withdrawal of love. No child can be emotionally sectarg without

‘an’ abundance of affection, but he actually feels safer if he knows he

must respect- some rules arid authority. Nor can he" develop respect for

. others and accept appropriate responsibilities without.firm and con-

sistent discipline. Even a six-year-old can and must learn to respect
the rights and wishes of others if he expects. his own to be observed.

This wife's children can be of real help (though at first the in-

structions required of her will take more time than the tasks). Suit-

able chores should be assigned.to them, and they should be  praised for
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adequate performance.

Play space must be provided.  The 1iving room should be an orderly
family center, not a gymnasium. Perhaps the attic or basement can be
converted to the children's use. We know one mother whose children take
weekly turns using one of their two bedrooms for active play, and they
respect her rule that the week's p]ayroom must be put in order before
they can_ come to supper.. ,

_ Games should be Supp1ied Games and toys for any age level and
ability can usually be found at the five-and- ten. Games can be inter-
esting and at the sameé time stimulate learning and skill. But parents
should participate,~at least by nelping the children understand the
instructions and rules. If space and money permit, indoor games such -

. as table pool and tennis, outdoor games like croquet and badminton, can

provide: fun for adu]ts as well as children.

Te]ev1s1on should be restricted. Te]ev1s10n attracts ch11dren be-
cause they .17ke action and noise, and it frees the mother from giving
them attention. But this does not free her from seeing that they have
a well-rounded program including active play, household chores, reading
and study and developing independent interests and activities.. Though
some programs are excellent, no normal person, child or adult, shou]d
spend half his free time. in pass1ve captivity. If your child is already,
afflicted with “"televisipnitis", the only way to restore him to normal
family act1v1ty may be _to d1sab1e the set for a couple of weeks. When
operation is resumed, tell your children-when and what they may watch.
N1thout some limits, you may be actual]y disabling -your ch11dren

Family projects are 1mportant Sharing activities increases co-
operation and solidarity. Devise undertakings in which everybody can
take interest and pride; potted plants, a bird feeder, a garden in which
.each family member has a plot are possibilities. So are a Sunday drive,
a Saturday movie, picnics or an occas1ona1 restaurant meal. Pet7 are

desirab]e

Reading aloud is valuable. When children are old enough, Jet them
read their favorites to the whole family. "Dressing up" and afting out
skits keeps the children busy and can amuse the adu]ts——wh11e tly knit
or sew or sneak a glance at the evening paper. ;

o Communication is vital. It's almost impossible for a child to talk
to parents who don't talk to each other. When parents don't share, they
are not likely to share with their children or to build a confidential
re]at1onsh1p with them.

Housework should be organlzed With a 1ittle better planning, many
wives and mothers could operate their households more efficiently and’
more enjoyably. Dur1ng her children's school hours, this mother might
attend to duties requiring care, concentration and freedom from inter-
ruption. She might even sandwich a coffee break and short nap into these
hours; ‘she could lessen her fatigue and be able to work more effectively.

¢ -
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When the children returaed from school, she coultd attend to those chores
in which they can be of greatest help. Aside from their assistance, the
association would offer-opportunities to talk to them, to learn about
their friends and school activities, and listen to their wants and com-
plaints. And as the-children grow older, not only would her labor be
lessened but also her relationship to her children would be more. posi-
tive and understanding. .

The home should be livable. - Though perfectionism, whether in home-
making, a husband's job or children's behavior, is undesirable and un-
realistic, everybody enjoys a home that is comfortable, livable and
pleasant. When children are small, formality should be avoided. Furn-
iture should be functional, and arranged for convenience rathér than
for appearance. Expensive furnishings or those easily marred should be
avéided or protected. It is shortsighted to surround young children
“with bric-a-brac or other tempting objects that can be easily broken.
The criterion every wife and mother. should follow ‘in home furnishing is
not what the neighbors will adm1re, but what her husband and children
will enjoy.

None of these suggest1ons, if adopted will guarantee a* happy mar-
riage and home life, but each can contribute sométhing worth. while to
harmonious and comfortable relationships among the members of the fam-
ily. . Why not . read these suggest1ons again, and ask yourself if any of
them app11es to your fam1]y
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ONLY-CHILD FOR A DAY

Jacob A. Evans

. Source Unknown

“Ever hear of Carol Day? Jackie Day? Steve Day? Dotty Day?

To me, these are holidays. Like Columbus Day. Except they are
more fun. In fact, these four holidays are the best holidays of my year.
Well, maybe, after Christmas. : " :

. Only two people in the world celebrate these days. One is my
daughter or son. The other is 1. Four days each year one of my kids
and 1 eschew family union in favor of a day together. Sans brother.

Sans sister. Sans Mother. Just us.

. The youngster is queen or king for the day. He may choose any
activity or event, any restaurant, as long as time and Pop's -wallet =
last. Six years ago, when my daughter Carol Was 11, of all the restau-
rants in Hew York City, she chose the Automat. The next year, at a
grownup 12, it was the Stork Club. Another time, Carol's plan-of-the- .
day began with a visit to the Metropolitan Museum of Art and ended with
horse racing at Belmont Park.

Before I inaugurated these father and child "days", about 12 years
ago, I, like many New Yorkers, had never been to the Statue of Liberty.
Since then, .1 have climbed that tortuous, circular stairway, to Miss

.Liberty's head three times. And still, one to go.

If the sightseeing boat around Manhattan runs short of~guﬁde§, I'm
heir man. The Empire State Building elevator operators call me by my
first name. There's one orangutan at the Bronx 700 who now gives me a
welcoming hoot, no doubt wondering how many more kids we are going to
produce. . o ,

Qur holidays have revealed latent gourmet tastes. We have eaten
in Polynesian restaurants, French#restaurants, Indian restaurants,
Japanese restaurants, Finnish restaurants. This year, on Steve_Day, .
however’; we had‘a problem. Noontime found us in.the heart of Chinatown.
‘Thousands of visitors from all.over are attracteéd to the exotic oriental
food of New York's Chinatown. Not my Steve. He wanted a hamburger.

We got a hamburger too . . . 15 blocks away. .-

As a l12-year veteran of Kid Days, I have developed a sort of

Father's Guide to Days on the Town. "It runs something like this:

Age 4 - The zoo is the best starter.

Age 5 to 7 - The ‘children's section of amusement parks, the circus, .
“rodeos, movies, another trip to the zoo. 2

-

-~
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Age 8 and 9 - Sightseeing, museums’, boat rides; beaches, visits
to farms, aquariums, "exploring" trips, alrports, children's con-
certs, circuses and amusement parks.

Age 10 and 11 - Sporting events, TV-radio studios, stage shows,
newspaper plants, manufacturing p]ants, art.galleries, beaches,
good restaurants, botan1ca] gardens, ice shows, planetariums,
museums . 7
./
Age 13 to 16 - Plays, musicals, historical points-of-interest,
sporting events, forgign restaurants, city hall, colleges, concerts,
opera, art ga]]er1es, beaches, hiking or mountain climbing.

I wouldn't trade a single one of these holidays for a dozen Colum-
bus Days. The best thing about them is not just seeing your kids have
fun. You get to know them. You get to know what they are rea]]y 11ke

. sam3 brother, sans sister, sans Mother. .
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SOME _PRINCIPLES FOR LIVING WITH CHILDREN
Developmental Career Guidance Projeét, Tucson, Arizona

] . :
Foltowing are a number of principles suggested as a basis for 1iv-
ing with children.  They are reproduced for use with Parent-Study
Groups. , ' ‘

1. GOLDEN- RULE. "Do unto others as you would have others do unto
you™. This is the basis of democracy, since it implies equality
of individuals. . ‘ -

2. MUTUAL RESPECT. Based upon the assumption of equality; the inalien-
able right of all human beings. No one should take advantage ‘of

another--neither adult nor child should be slave or tyrant.

3. ENCOURAGEMENT. Implies faith in the child as he is, not in his
potentiality. A child misbehaves only when he is discouraged and
believes he cannot succeed by useful means. The child needs en-
couragement as a plant needs water. ‘ .

4. REWARD AND' PUNISHMENT. They are outdated. A child soon considers
a reward his right and demands a reward for everything. e con-
siders that punishment gives him the right to punish others, and
the yretaliation of children is usually more effective than the
pgySRment of adults. ‘

5. NATYRAL COMSEQUENCES. Requires utilizing. the reality of the situa-
tion rather than personal power; can exert the necessary pressure
to stimulate proper motivation. Most useful at the,"attention
getting” level. Only in moments of real danger is it necessary to
protect the child from the natural consequences of his disturbing
behavior. , 4 o ‘

6. ACTION INSTEAD OF WORDS. Suggested for use in times of conflict.
- Children tend to become "mother-deaf" and act only when raised
~ voices imply some impending action, and then respond only moment-
“arily. Usually the child knows very well what.is expected of him.
Talking should be restricted to friendly conver ations and not
used;ag a disc¢iplinary means. .

7. WITHDRAWAL=-EFFECTIVE COUNTERACTION. Withdraw] is not surrender.
and is most effective when .the chitd demands undue attention or
tries to involve one in a power contest. He gets no satisfaction
in being anneying if nobody pays attention.

8. WITHDRAWAL FROM THE PROVOCATION, NOT FROM THE CHILDY Don't talk in
monents of conflict, but friendly convérsation and pleasant contaci{s ~~
are essential. Have fun and play together. The less attention the
child gets when he disturbs, the more he needs when he is coopera-
tive, , : . - -
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9. DON'T INTERFERE IN CHILDREN'S FIGHIS. By allowing children to re-
solve their own conflicts LhLy learn to get along better together.
Many fights are provoked to get the adult involved and by separat-
Ning the children or acting as judge we fall for their provocation,
thereby stimulating them to fight more.

10.  TAKE TIME FOR TRAIBlUg Teaching the child essential skills and
habits is e requirement for parenthood. If a mother does not have
time for such training, she will spend more time correcting an un-

trained child.

11. NEVER DO FOR A CHILD WHAT HE CAN DO FOR HIMSELF. A "dependent"
child is a demanding child, Most adults underestimate the abili-
ties of children.. Children become _ irresponsible only when we fail
to give them opportunities to take on responsibility.

12. UNDERSTANDING THE CHILD'S GOAL. Every action of ‘a child has a pur-
pose. His basic aim is to have his place in”the group.” A well-
behaved and well-adjusted child has found his way toward social
acceptance by conforming with the requirement of the group and by
making his own useful contributions to it. The misbehaving child

~1s still trying, in a mistakern way, to gain social statucs.

13. THE FOUR GOALS OF A CHILD'S MiSBEHAVIOR. The cthild is usually un-
aware of his goals. His behavior, though illogical to others, is
consistent with his own orientation.

1. Attention getting . . . . . ®wants attention and service
2. Powerw, . . . . . . . ... .wants to be the boss

QRevenge .'iif_. .+« < . . . wants tg hurt

S

f?:D1sp1ay of 1nadequacy PR .'wants to be left alone

'14.5;REA£T10NS T0- & tHLLQ S MISBEHAVIOR PATTERNS..

‘¢g 1_n‘Fee1 annoyed Ce e wants you to remind @nd coax
‘ f2.\ Fee] proVoked e e e ”?ou can't get away with this!
3. Feel deeply hurt . . . . .;lrﬂ“illl get even!'
r‘h, Feel despair . . . . .. . . "I don't know what to do"

TS5. FALLACY OF FIRST IMPULSE. By acting on our.first impulse, we tend
* to satisfy the child's m1sbehav1or patterns rather than to correct .
them. .
16, MINIMIZE MISTAKES. Making mistakes -is human. We must have the
~ -.. couragé to be imperfect. Build on strength, not on weakness.

-~

17. DANGER OF PITY. Feeling sorry for the child, while human, often
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.

. B %
adds harm to an already tragic situation and the child may be more
harmed by the pity than by the actual tragedy. tifes satigfactions
depend o one's ability to take things in stride. fvulindisorry
for someone leads  to self-pity and to the belief that life owes him
something. o ‘

DON'T BE_CONCEKAED WITH WHAT OTHERSKDO. Learn to acceptl responsi-
bility for what we can do. By utilizing the full potential-of our
own constructive influence, we do not have to worvy about what
others may do to the child. Compensation for the mistakes of others
is unwise and over-protection may rob the child of his own courage
and resoucefulnegs. - ’
A ) N
FAMILY COUNCIL. Gives every member Of the family a chance to ex-
press himself freely in all matters pertaining to the family as a
whole and to participate in the responsibilities cach member of the ..
family has for the welfare of the.family. t is truly education
for democraéy and should not become a place for parents to "preach®
or impose their will on children, nor should it deteriorate into .
a "gripe" session. The emphasis should be on "what we can do about. _

the situation".

HAVE FUN TOGETHER. Help to develop a relationship based on mutual
respect, affection, confidence, trust, and feeling of belonging.
Playing together, working together, and sharing'iﬁferégiﬁng and ex-
citing expggiences lead to the kind of closeness viich§§§ essential
for cooperdffts R
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MID-SESSION EVALUATION o

Adapted from Chicago StudyﬂGthp'Leaderstorkshop'

o Vicki Soltz

Give your reaction to the questions Tisted below. Your "evaluation
lead to improvement of further discussion sessions. Please under-
the appropriate expression in each question. :

What is your over-all rating of' this discussion group? -

Very satisfactory, satisfactory, average,,uhimpressive, very.

unsatisfactory.

Do you feel theagog1s of the group are clear to everyone?

Very clear, clear;.uncleaf,_mudd1ed.','

What progress do you think the group iglnakfng toward, its goal?.

Achieving goal, much progress, jome progress, very 1ittle progresss

‘none.

. How effective is the_ planning for {“ese sessions?

‘Outstanding, average, poor, very poor.

%z

How’effective is the leadership?
——

OQutstanding, effective, adequate, 6ccasional1y ineffective,
unsatisfactory.

Do the leaders exercise effective guidance at the sessions?

Qutstanding, average,- poor, very poor. -

Do -the members of the group seem to contribute to the extent of
their ability? ’ ’

P

How do you feel the group can be improved?. What would make it more

2

interesting, usetul, enjoyable?



QUESTIONS FOR FINAL EVALUATION

0} STUDY GROUP EFFECTIVENESS

’ .

°  Vicki Soltz

. .

“y .

FORM®1 S - | g S

1.7 MWhat is your over-all impression of the value to ydu of this gfoup
study? ' ) ' - o

-Excellent - e Good Fair

2. In whdt ways have you found your family 1iving has changed?
3. What dggravatedsor disappeinted you abouyt the‘sessions?‘a

- ¢ ‘ _ . L~
4. What™Suggestions do you have th(jmﬁkovement of future groups?

“5.  Would you recommend meetings be

. Weekly —~  Every other week?

S . o ’
6. Any other thoughts or suggestions?

FORM 2 - e | .
1. . Were the number of %essions enough, not enough, too many?
2. Was the length of each session about right, too short, too IOng?‘ .
3.. Was ‘the material covered'aaequate1y, inadequatg]y; too thdrough]y?

g, - Did the study gfoup interpret and clarify the book»éufficfent]y?‘
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Did the leader lead adequately, dominate, deviate?

what-wefe the leader's strong points?,
T 2

* MWhat were the leader's weak points?

~ o
/—\ & N

Which do you prefer: Formally directed discussions with specific
questions and examples. More varied discussion sessionsewith role

playing.
) | ' S

A

What .changes woufd you recommend to iﬁprove<future study groups
“based on your experience with the present group?

<
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September 4, 1974.

Dear Parent:

Since parents spend so much time withh their children during their
early years, they are the primary teachers in the child's life. However,
they receive very little help in carrying out this most important task.
Within the past few years, many parents have shown an interest in meet-
ing with others to’ learn about different methods of chlld rear1ng and to
d1scuss problems whi¢h are 1mportant to - them

Are you interested in learning d more democratic approach to deal-
ing with your child. Have you considered qttegding a parent study group?

Beginning in September, the Department of Educational Psychology of
the University of Alberta with the support of the Edmonton Public School
Board is conducting @ resSearch project on parent study groups and we are
TooKing for mothers of 4 to 6 year-olds who are interested in partici-

*pating.” The main objective of the program is to help mothers learn

methods aimed at developing social integration and self- sufficiency in -
the child. At the first meeting, tdthers will receive a copy of the

boek, Children: The Challenge, by Or. R. Dreikurs - a book which is

written specifically ror parents. Uiscussions in the sessions are to
center around topics such as encouragement, mistaken'goals, resolving
conflicts, developing social responsibility and independence. In addi-
tion, specific exercises will be given to mothers to try at home.
Sessions are to be conducted-at the university and involve attendancn at
a two-hour meet1ng cnce each week for ten weeks.

Since th1s is a research progect no fee is involved. However,
interested parents must be willing to attend the sessions and fill out
a brief questionnaire on thc]v family. They must also bring their chil-
dren to the university for a twenty-minute videotaping session followed
by a videotaped interview sometime in late November or December. It .
should be noted that all informatian will be kept confidential in accord-

ance with good research ethics. Singe we have a limited number of places
available, your cooperation in fulfidging these requirements is essential.
X ) - ' -

If you wish to volunteer, please fill out -the attached form and

“return-it to Sharon Roberftson before September 20.. If you have any

questions or require further information, you may contact Miss Robertson
at 432-5807 from 2:00 -~ 5330 p.m. and 7:00 - 9:00 p.m: on weekdays.

Since our project must get underway., we W\]] be contact1ng you shortly
regard1ng the program

Sipcene]y. : .

. Sharon Robertson, M.AEd..
. “ Ph. D. Candida

s

r J. G. Paterson,

Professor of Educational Psychology,

Chairman of Supervisory
Committee for Research.

R

o g



" Name:

"PROJECT PARENT

Telephone:

158

Address:’

o
Ye
T

'Birth Date o
Sex of Chlld

f Ch]ld .Between Ages 4 and 6: Year

s this a single arent family?

When 1is your child attending kindergarten: a.m.

Indlcate afternoons and evenings on which you would be available to-

attend a stu
afternoon

“evening

dy group

Mon. Tues. Wed. Thurs.

If accepted into this program, I agree to fu]f1]] the following

requ1rements

attend se
complete
participa

FNFRY R

Réturn to: .
A

ssions; !
a questionnaire on my family;
te in a videotaped interview;

bring my child to the university for a short videotaping session.

Signatu;e'of Mother

Sharon Robertson, ‘
Department of Educatlona] Psycho]ogy,
The-University of Alberta,
Edmonton; Alberta. .,
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QUESTIONNAIRE
Name:
Address: _ Telephone No.
Birthdate of child between ages 4 and 6: Year Month Day °
Number of children in family:
Sex and ages of children:
Educqation of A Father Mother
‘Eleméptary (Grades 1-6) " " . -

Junio% High School (Grades 7-9)
Senior High School (Grades 10-12)

College or Univeréity_

Language most often spoken in the home:

Agé Range of Mother: 20-30 __ 30-40 __ 40-50
. — — E—
Have you attended a parenting program before? -

-]

If so, what program?
) \

If you haVe not as yet attended a parent study grahp as part of this
| . . i $

project, have you a]reédy read Children:- The Challenge?

Have you‘or your child been involved in counseling sessions during the

v -

past six months?

-
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PARENT INTERVIEW SCHLDULE

Beliefs and Attitudes

- COntrbl

1. What'do you think are the best ways of managing the behavior of
children: o
Do you think children's behavior ought to be managed?
(Probes--ways of managing behavior) , ' ‘
(a) spanking; (b) completely disregarding; (c) letting him know you
"are hurt; (d) behaving coldly; (e) sending to room; (f) depriving
him of privileges (like watching TV or playing with a favorite toy).

2. Do you believe that parents know what is.best for their children by
and ‘large? Do you think that children should obey, their parents?
Why? (If parent replies affirmatively the following probes are
appropriate.) (a) respect for parents; (b) higher morality
(religious sanctions); (c) parent's rights and conveniences; (d)

child's immediate safety and welfare; (e) conformity to what is

v “expected; (f) consideration for others; (g) child's best interests

in the long run. (If parent replies negatively the following

probes are appropriate.) (a) ¢hild's right to make own-decisions;

(b) parent's uncertainty as to what is right; (c) parent's reluc-

tance to enforce own standards. ‘

3. Some parents expect their children to obey immediately when they

“are directed to do something. Others do not think it's terribly

important for a child to obey right away. How do you feel about
this? - How does your husband (or wife) feel about strict obedience?

4. Do you -think that parents should supervise the activities of their
children rather closely or do: you think that the reins should be
held rather loosely? 5
(Probés--types of supervision) N
(a) knowing who the child's friends are and censoring the choice of
friends; (b) knowing whereabouts of the child--how often does parent
check; (c) checking on homework. (in the case of school age children); .
(d) checking to see that parental directives axe carried out. -

5. Would you say that you have a position about child-raising, a way
of bringing up children which helps to guide you? Is this position
related to a broader philosophical or religious position?
(Probe for:) . . o
(a) permissiveness contrasted with directiveness as a general posi-
tion; (b) source of values (religious, philosophical, practical day-
to;day, welfare of the community, social conformity). ‘

-

Maturity Demands

6. In what areas, if any; do,you think children between 3-6 should be



.
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Communication

163

able to make decisions affecting their own behavior?
(Probe for:) o L .
(a) choice of clothes; (b) choice of bedtime; (c) how much and what
kind of food. :

Do yoy think that a child should learn to be self-sufficient in an
area a¥% soon as he is able?
(Probe for age when:) :

(a) child is expected to dress self; (b) child is expected’ to do
some chores..

Y

Do you think that a child should be asked to share in the work of
the household? ‘
(Probe) . _

(a) chores expected at age 3, 5, 7 years; {b) chores expected at
age of parent's own children.

How much would you expect in the way of conscience development
from a four-year-o01d? :

(Probe)

(a) injury to another child; (b) not telling the truth.

~

10. Do you believe that a child should be allowed to disagree openly

‘with his parents? Shemld he be encouraged to be forthright about
his likes and dislikes about such things as:

(Probe) )
(a) what has been prepared for dinner; (b) his parent's appearance;
(c) how his parents treat him.

11. Do you believe that parents should express their negative feelings
to the child Jjust as he feels them or should he control what and
how he communicates to the child? ]

(Probe) - ' )

(a) regarding the conduct of the chiid; {b) regarding how the
actions of the child make him feel; (c) regarding his feelings
about the child in general.

Nurturance -

12. How about their positive feelings? How openly affectionate should
parents be? = : L
.(Probes) - : ,

(a) appropriatenass of physical expression--hugs and kisses; (b)
verbal approval. '

13. How much do you think parents ought to put themselves out to provide

. special comforts and pleasures for their qhi]dren?

<

(Prqbes——examp1es) _ '
(a) to please them with gifts or amusement; (b) to ko them.
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constructively occupied; (c) to-bring them places--e.g., dance
class; (d) fo read to them, play with them.

There are always times when the needs of children seem to conflict
with the parent's welfare. Are there times when that happens in
your house? )

(Probes) .

(a) conflicts with father's wishes, such gs quiet when he comes
home; (b) parent's own need to rest; (c) what should happen when
the child wants to do something that the parent does not enjoy.

7
Performance

Could you describe to me? Give me a picture of what  he
is 1ike?

" (Probes)

(a) what parent Tikes and would like to preserve, dislikes and
would 1ike to change about child; (b) what child's own interests
and aversions are; (c) child's peer relations; (d) child's
behavior with adults.

What sorts of things do you talk about with ?

(Probes) .

(a) What kinds of questions does he ask? (b) Do you like to answer
his questions? (c) How much of what you say does he understand?

Do you allow to argue with-you if he disagrees with you
when you tell him to do something?

‘(a) Do you let him spéak angrily to you? (b) Do you ailow him to

use insulting language, call you "stupid" or .such naico?

°

Control

4.

What do you do to get to behave as you want him- to behave?
What works best? o

" (Probes)

(a) send to room; (b) deprive him of privileges such as waichingu
TV; (c) scolding (What kinds of things do you say?); (d) making
him. feel silly or ashamed; (e) spanking. :

How much do you try to explain things to him and reason with him?

.- "What do ybu do if he is unusually gooa? Do you let him know you

are pleased? How?
(Probes) . A
(a) special privileges; (b) material rewards.

We would like to get some idea of the sort of rules you have for
‘ , the sort of things he is allowed to do and the sort of



10.

11.

e m \'\_
B, .

things he is ndt allowed to do.  What are some of the rules?
(Prbbes) - . .
(a) bediime--hour he i$ %o _be in bed, leniency about deviating;

- (b) inéking #Bise in the house; (c) comportment away from home;

(d)* time he may spend listening to radio or watching TV; (e) mark-

., ihg on,wéfﬂs and jumping on furniture; (f) quarreling with siblings;
(g) fighting with other children. &

When has to be disciplined, who usually takes care of it,

.you or yOuf~FUsband,‘assuming that both of you are there? How

well do you agree on the means of discipline?
. ’ . . »
Do you keep track of exactly where is and what he is doing

“most of the time or do you let him watch-out for himself quite a

bit? How often do you check?

How often do you tell _ _that you're going to have to punish
him and then for some reason .ou don't follow through? What kinds
of things might keep you from ‘ollowing through? - If he doesn't

do something you ask him to do, perhcps not put his toys away,
what do you do then? C

Would you say that _nas beer a difficult child to raise?
Does he tend to be strong-w’lled or is he easy to manige?; Does
he ever downright refuse to obey? ¢

s

Maturity Demands = " _ %

12. Does have any regular chores to do? How is he about
doing them? s e s o
(1f difficulty is mentioned) How do you go about getting him to
do ‘them? T

13. Is a child who likes to do fhihgs for himself or does he
still 1ike to be helped a good deal? Does he dress himself?

14. Does like to visit with next-door’ neighbours without you?
With whom does he play when he's not at kimdergarten.

15. ’Are there any. adults is e$p¢c1a11yAf0nd of besides-his

‘ parents? . o -
(Probe) =~ : . L
(a) with whom and what kind of relationship?

Nurturance

16. What sorts of things do you most enjoy doing with ?

§Probes) o , . ,
(a) what about reading? (b) outdoor games; (c) chatting.



17.
- 18.

19.

20.

St ]66
Was .~ fun to take care of when he was a baby? Is he fun
to be with now?
Do you enjoy holding at times? Does he still sit on your
lap at times or do you think he is becoming too big?
How much time does spend with you? Do you work? (If
mother works) How much do yo® thimTik knows about what you
do at work? )
Is there anything else you would like to tell us about ?
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1. Strictness:

5 Very stric
ing or Jjum
treated ca

1 Permissive.

up.
2. fS;ritfness:

5 Very stric

1 Permissive.

% .. restrictin

3. Strictness:

5 Very stric
out anothe

-1 Permissive.

“ing order.

4. Strictness:
of bedtime.)

5 bctwetn 6
1 After 9:00

168
PARENT INTERVIEW SCALES

Care of family property’

t. Very important forz child to be- careful about mark- .

ping--all furniture, all parts of the house are to .be

refully~-child is not allowed to touch many things.
Child may Jump on furniture, mark wa]1s, put feet

Neatness

o

t. Almost never pcrm1t< mess.
Almost no restrictions. A]most no demands for
g disorder,

Responsibilities about orderliness

t.  Child expected to put one toy'away before,taking
r. : : N
Child has almost no responsibilities for maintain-

Farly bedtime (Subtrqét hours of naptime from the hour

‘and 7. S
,» Or varijes at ch11d S p]casure, but aft%; 8:00.
Bedtime behavior . - e
; : 5\3§é i
t. No leeway. Child must be in bed by a certa1n
cttlng up for company.

No particular ru]es, child goes to bed when s]ecpy

v

Quarre]1ng with s1sters and brothers

t. Parent'trwes“

Y.
“Parent hardl

.0 stop quarreling and fjghtjné

ever interferes in children's

quarrels. ™ They are ,allowed to fight 1t out, parent does not

5. Strictness:
5 .Very stric
time, no g
1 Permissive.
6. Strictness:
5 Very stric
, inmediatel
-1 Permissive.
stap or tr
© 7. -Strictness:
. '

g

5 Very stric
g m1. Per11sswvo
ﬁ ’tha ke, sh

gr0w1 n%p

8. '%Strwctness

y to prevont this.

-

”Aggresswon toward otheﬁ children
[9o0v .

t. Parent always tries to -stop or prevent f1qhts
Parent does not interfere, does not tell child .
ould not fight, may consider it a natural part-of

_Television e

(Refers to amount of time allowed and restr1ct1ons on cho1cc of

prm>

T

A - . t;’

4/“‘- o o



*

9:

10

B

12.

13.

14.

5 Very strict. None watchcd or programq q1lowed are ent1re]y
~ determined by parents.
1 Perm1ss1ve + TV used at chw]d s own plecasure.

Dev1at1on from parent's moral code

= 0 R

5 Insists on rigid, absolutistic adherence to pavont S moral code
1 Totally re1at1vwst1c, unwilling to state, or devoid of, any
stated moral values for ch11d .

‘Demand for 1mmed1ate or total obedience

5 Vory strict.: Demands obedience. Punishment for dev1at10n

1 Does. not expect or desire strict obedience. May say he or she
‘thinks. one should not expect of a child th]://ounq, or that
parént’ can be wraong too and does not have tg; right to ask ‘child

to snap to attent1on _ j
- - /

Negat1ve sanctions: “Corporal punishment L ¢
(Refers to use of @hys1ca1 pain, mlld or severe, a% incentive or
reinforcement.) . : . ‘ 4\,

5 Veny frequent. Controls deviant behav1or of child by quﬂy'

painful physical punishment or threats th%xeof wh1oh are caJLicd/»

cout often enough to carry impont. ;o /
1 . Seldom - if ever s]aps or spanks, may ~say hc doosn t be]1oxg/ﬁn
. /. )

it. g ) -
‘Negative sanctions: Dopr1vat1on of gr1v1lcqo (§uc"/és desserts,
TV, toys, having v1s1tor9) - P
5 Very frequent1y controts deviant behav1?4,bV such déprivations
1 Seldom 4f ever uses deprivation of privileges as dmsglplinary
technique, and/or says exp11c1t1y she does nat bo11evg in 1t
Negative sanctions: Withdrawal of 1ove :
This scale measures the degree to which the parent tries, to Lontrol
the behavior of the chidd by use of sanctions whicl’ thodten the
snurturant r€1a€1onsh1p between parent and child. Statements -such

as_"You don't love me, " UYou're hurting mather's feclings," "I'm
go1ng to have to-get another little boy," or “Nobody can 1ch you
when you act like that," are relevant cues. - \

5~ Frequent usc of withdrawal of love.
’1 ,Avoids u51ng this.technique. -7~

Negat1ve sanctions: IsoTation £ '
_“IsoTation includes sending child to room, send1ng out of d1n1ng -
room when tlie rest of thé fam11y are at ‘the table, etc., but does
not include ma}wng child-stand in corner or sit in chair if other
areg prcﬂent c ~ ;

ES
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. 21. Parent's appraigRl of his or,her‘general“influence’onfchiid: -
- e AR - T - )

170,

v

5 Frequent. Parent uses and approves of this technigue.

1 Avoids using this technique.

5. "Negative sanctions: Use of ridicule ’ ’ —

.

a

Ridicule is defined as those symbolic acts whose intent is to place
the child in an undesivable category. Includes derogations eygo

deflation, name-calling, ost ipstances of teasing, and Sarcasm.

5 ‘Frequent use of ridicule. Evidence that technique is considered

- effectivéor used frequently. .

"}, Avoids using thfs technique.

16:iQNegative canctioms: Attempt to. provoke a sense of quilt ',

-

1 “Avoids using this technique.

Guilt is defined as a feeling of lessened personal worth or .a sense

of anxiety arising frow g realization that one has violated ethical,

. : S

moral, ‘or religious principles.

N T

5 . Frequent use of gu%]t-pr‘ovoking tecj@ycs.
2

>

7. Negativesan?tions: Frightening the child by screaming, Fagé@»or

“threats in orden-to obtain:-obedience or in order to punish -

5 :F}eﬁuent Qse of frightenﬁng technjddes.. -
1" Avoids using this technique. -

18. Positive sanctions as incentive gr reinforcer: Praise «

19. Positive sanctions as

20. Parent's feeling of control over child:

H

»

-

5 ‘Parent»regu1ar1y praiges, admires, shows affection for goqd -
behavior. | (. . o . o
1 Almost never prafses as a reward for good behavior..

incentive or-reinforcer: Tangible revard-

5 -Relies heavily on tangible fewards including desserts, money, -

"to reinforce good behavior. L, e T

1 Does not. use reward for_good behavior; may state a vatue judge- .
ment such as, "I don't want te bribe-my child." '

. =1 )
- 1

- 4

Does- parent feel that she can contrbl child's behavior when a

~divergence exists? Disvefard intensity of conflict or amount of

‘diver§ence tolerated. S S, ‘ .
C - - - . "A"‘,’A - . - . . =‘

5. Very.great. - Parent=feels” that he.‘or she very readily -succeeds -
4n obtaining obedicnce from child incany specifit matter.

7T Almost naver. feels in control, . Parent feels unable to €ope
iith the child in the face-of a diverdence: ° °

- £33
N

5 Vcﬁy-greét;f'Parent feels that he-or she has ;strong_influence

- - . - - -
- I . . -
. . o



22.

23,

26.

. the parent s child-rearing attit
* tinpe. -~ Refers to cons1stency wi

171

and is a major factor in modifying chidd‘s behavior and per- |
sonality,

1 Parent feels that he or she-has almost no 1nf1uence or effeut
on the child's development, goals, etc., or that he does not
wish to modify child's behavior or influence himat all.

-Lacks 1nterna1 conf]1ct about d1so1p11nary procedufes

-5 Very little if. anyoconf11ct, sure of self, not concerned about

poss1b1e harmful effects of disciplinary procedures or lack-o¥f
them,, not guilty about treatment of child.

»1 Very great: Parent unsure of. self or gul]ty about techniques

“in disciplining, distrusts own motivation, the effcct1vcness of
procedures, or fears possible harmful effects on the child.

Consistegcy: Follow-through in discipline N
% Parent almost never threatens punﬁshmgnt or stateé a directive

_ without follow-through. Following through#s card#nal Pringiithes .
1" Parent very frequently threatens pun\Shment or. states a dircga¥s

without following throygh.

a

Consistency: Child- year1nq att1tudes - &
This scale 1nd1cate an overall estimat® of the degree to wh1ch %ﬂ;,"
es -are consistent from -time td
elf, noet with other parent.
Cons;der such variables as attM¥dbs toward aggression in a variety
of situations; treatment of dependency, dlSClplwnary pO]lLy, en- o

forcememi of‘regu]at1ons, etc _ L. .-

5 A]most always cons1stent Attitudes toward»qhi1d seem“a]ways -
expressed in the same way .
1 Netably inconsistent. Very often says one thing and does
‘another. e : ‘ .
Cons1stency A fOqu1ated ideology“regarding child training pro-
cedures ’ : , ‘ N -

-« 5 Has c]ear 1deo1og]cal -or re11gﬂous pOSItWOﬁ»wh1ch gives \n1ty to

child -training thebry and practices..

i \Lacks 1deology Operates on intuitive or fee11ng 1eve1, can

g1ve voice ‘to almost no pr1nc1p1es wh1ch affect her chitd train-
- ing pract1cas _ - , .

=4 - - -

: Cons1stency of discipline: Pa\enta] approva] of “the other ﬁﬁrent S

methods-cf d\SC1p11n1ng the _child (as reported By parent) -

5 Parent sees eye to eye or approves of other pargaﬁ s methuds of
dlsc1pT1ne . K

P

1 Cons1derab1e and constant d1sagreement reportcd

-

: Contro}Jof vepba] “and/or” phys1ca[ aggressjon-toward:parent -



= 28.

29.

30.

31.

33,

5 Child 1is pun1shed for aggression ‘toward parents, such aggressipn
is not allowed. . .

1 Parent-allows child to hit or insult her a]most at will with |
tacit approval-of this.form of self-expression; acts as if child.

- has "as much rlght to hrt parent, or believes you can't stoo chl]o;

‘D1rect1veness Restr1ct1ons on child's initiative °

(To what extent does parent seem to need to exert moment-by- moment
control‘over child's actions?) o
5 Very directive. Controls what child does and how he does it at
Cwoevery moment. .
1 Completely non-directive, laissez~faire, unconcerned about mueh
of what ch11d does, comp]ete]y w1]11ng to -let him do things hjis

- own way: A

Reasons g1ven for rostr1ct1ons such as they are:
Parent's conven1ence, ease in runnlng household

-5 Of paramount Jmportance. Extremely important.

i

{

|

i

w : ) |

"Reason given for restr1ct1ons such as they are Child's uelfar%

- Reason ‘given for 7estr1ct10ns such as they are: R i
Conform1ty with what is socially acceptabie i

“5 Of paramount 1mportance. Extremely 1mportant. -
1 Deniedd—as a reason.

right to talk back to one s parents.")

5 . 0f paramouﬁt importance.. Extreme]y 1mportant

] Den1ed——as a reason. e

5 "0f patramount 1mportance. Extremely 1mportant;
1 Denied—-as agreason. A , o

Reason g1uen for restr1ct1ons such as they are: An absolutist
moral: impérative for re11g1ous or traditional’ ‘reasons ("It 1is inever

1 .Denied--as a reason - ' T

~

Reason g1ven for restrictions %uch as they are: An ethical stjndard

which 1s K part of parent s personal morality

a o {
5 0f paramount 1mportance« Extremely important. ‘ N .
1 Denied--as a reason. ‘“d“~ - d

el | : i . 5

.- Matur1ty«demands househo]d respon%1b111t1es

I

(Censider amount of. chores oy jobs such as picking up, empty1 g

waste baskets or ashtrays, helping set tab1e etc. )

5 Very much expected of child. Expects two or three regular:

. chores, "all -part of the family", definite expectat1on of e1ng
respon51b1e, .working member of fam11y

- .t y

——F

N
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39.

40.

“himself”,)

"~ self-help.)

1 Parent doesn't

, sueceeds in meeting this level.) P
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-1 Almost nothing expected of child.

o

Maturity demands! Conscience “
5 Very much expected. Child old "enough to ackﬂow]edge‘Wrong doing
and feel guilt when parental standards have been violated.

1 No expectance of guilt or contrition, child teo young.

) ) o\‘ ’ 'l N .
Maturity demands: Permissiveness for exploration and expeérimenta- .
tion ' e o o T '
(Extent to which child is allowed to do things he's intérested in,-
roam fyeely. Degree to which parent trusts him-to take care of

<

S S

5 Almost always permits child to try anything, even at much in-
convenience to parent, allows chidd tosexplore and experiment
free]y. . ‘ ‘ » ) ET z o ‘

1 Very restrictive. Parent does not allow anything Jikely to be
time-consuming qr risky, attempts at experimentation usually
interfered with, pavent suspicious of anything new that child
may-try. o 0T : - _ :

Maturity demands: Rewarding of self-sufficiency

(Extent to which parent feels it is important that,ch{1d learns to o
.do things for himself, gives approval for such behavior and’ teaches

5 Parent very pleased by signs of ability to help.self, rewards
such bchavior by approval or other names, cues” child to-help
self" o ‘ . .

A consider such bchavior, important, is unaware of © -
~this sort.of behavior, or discourages it/ .

Maturity demands: Does not reward dependency

- (Extent tohicpa s rewards child's dependent acts, complies

with his demand$?¥ gives help when child solicits.)

5 Does not veward. Tells child to do it himself. Suggests some
' alternative® behaviors:: ) ~ -

1 Generally remgrds dependency. Tries always to comply with
dependent démands. Will stop what she is doing. .
Maturity dem#Wg: Intellectual achievement expected R
(Take into account the level of behavior the parent expects -

relation to child's ability regardless of whether the child

s

-

SZ%Very~high.
1 Very low.

Permission fon'independeﬁce: Encourages cdntact'w?thfother'adu1§s~
{Extent to which parent is ‘willing to allow child to formh attach- -~

-
-
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45. -
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o
.

ments to adults other than herself such as nursery school teacher,

.a neighbor, a housekeeper.)

. openly to child.

=

5 Encourages such attachments.
1 Actively discourages attachments to adults other 'than herself.

Perm1ss1on for indepéndence: As much as possible introdyces child
"to new exper1ences : g

5 Very often 1ntroduces ch11d to such .experiences.
1 Almost never makes the effort to introduce child to novel exper-
iences. . .

¢ Communications: Attentivehess to child's efforts to communicate
*when it is child's turn to be heard

5 Very attentive. Once parent agrees to listen to-child he gives -
full and careful attention to .child's efforts to communicate.

1" Very inattentive.. Parent se]dom if ever focuses comp]ete]y on

-~ what child is saying;. parent seldom if ever responds in such a
way that the child feels that he has been fully heard.

Communication: Parent's w1111ngnes$ to express hegat1ve fee11ngs
to ch11d about hws conduct ;

5 Parent be11eves that™it . is 1mportant to show anger or d1sapprova1
openly to child-
1 Parent strongly d1saps!oves Qf expggs51ng anger or dwsapproval
’( T e
ToTerance of verba] protest : _
. (When child gives reasons for” d1sagreement wwthout perSOnal vin- _

d1ct1veness or defﬁance )-

- - - ' : \\\ |
5 Chl]d ¥s encouraged to d1ssent 1f he ‘has reasons.
1 Protest not allowed;. child is to do what parents say w1thout

protest.
ConSults with chi]d about fornationﬂof.reQUIations

5 AJways tn]es to consylt- w1th ch11d, even when much- 1nconven1ence
“ " and some.risk to the chitd's welfare are involved.
T Does not consu]t with,child or belidve in do1ng sQa.

»
[

Use of reasen1ng : : - .
Include exp1a1n1n9,vdescn1b1ng\con5equences of act1ons,‘11sten1ng
to child's arguments, and trying to .give an answer _on the merits .
of the case.. Evidence would be remdrks such as "He is o]d enough -
‘now so that he understands when I explain things. to h1m

5 Ven» frequeht use ' of reasonlng - :

1 Almost never used reasoning. Exp11C1t ev1dence that 1t is’ not

4

LAY

-

[
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used. ("1t doecs not do any good to reason with him.")

w

.~ (Accuracy, and clarity with which child i$ perceived, degree to
_ which parent can state similarities and differences between child
and sib}¥mgs, child and others. This question requires a Judge-
ment by ‘the rater based on the parent's remarks.)
i, s
'seen very much-as a person in

47. -Individual character of child perceived: . :

5 Parent very perceptive. Child is
" his own right. : h : i
1 Parent distorts, fails to perceive, steratypes child's charac-
teristics. : ' '
48, ~Warmth:- Presence of a loving relationship
(Measure presence of warmth, rather than prgisence or absence of
hostile feelings.) . '

5 Unusually @irm and loving.. Enjoys childls company, entertained
by him, expresses pleasure in child's person, appearance, per-
formance. - Co -

1 Relationship is cool, lacking in affection.

49. Warmth: Oemonstrativeness

"5 Unusually. demonstrative.
1 Entirely undemonstrative.

50.~ Hérmih%:hApprovaLJ

.5 Unusually approving. Thinks child 1is wonderful, unusually
' praise-worthy, -admires and respects ¢hild immensely. .
1 Generally disapproving. Thinks 1ittle of child's ability or
personal qualities. ' : : S

‘51.. Warmth: -Absence of hostility - )

-~ (This .variable should be rated without regard to the presence of
warmth. MNote statement indicating resentment, annoyance, or dis-
likes of child.) ' - '

-8 Very little,-if-any, expressed. Almost no evidence of resent-
~ ment, annoyance, or condemnation. :
« . 1 WYnusually hostile.. Obviously resents child, i§ annoyed by many
aspects-'of his behavion, -is disapproving.

52, MWarmth: Empathy S

5 Very empathic. Parent feels very close to child, has almost

complete understanding of his .feelings-and view of the world,
seems. to. be able to see things through the child's eyes.

1. Very distant, almost complete lack of empathic understanding,
e child seen as a very scparate or-different sort of creature.

53, MWarmth: Sympathy ‘
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56.
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Very sympathetic. Feels deeply for child if he is i11, physi-
cally hurt, or rebuffed, and expresses these feelings to child.
Very unsympathetic. [rritated at child when he is ill or in

need of nurturance.

.
Q

Cpnscientiousness: Keeping track of the child

5

Very aware of child's whereabouts. Whereabouts of child con-
stantly on her mind. Keeps track of child. Child must be in
sight or earshot or whereabouts known at all times.

Unconcerned about child's whercabouts. Practically never checks.
Lets child take care of self, does not worry when child is out

of sight or earshot or exact whereabouts of child are not known.

Conscientiousness: Willingness to sacrifice own needs to those of
children ‘

(

Do not include the child's whims or fancies. Do not include con-

flicts of interest of subject's needs with-those of other childsen
or spouse.) o

5

!

Almost always considers child's needs first. Parent states that
he orsshe is always available if needed by child. Plans outings,
arranges matters so that child is pleasantly occupied, brings '
him to special classes, COOKs food he likes, even at consider-
able inconvenience to self. . .

Parent's interests and needs come first.

Conscie@@ﬁousneésE Acceptance of responsibility for child's future

5

~ developuefit and present welfare

Accepts full responsibility. Feels that child's welfare and
future success is a major responsibility of its parents and that
it is their job to guide child at all times; assure future
success. 2t ,

Markedly casdgﬁ and nonchalant about child, at times neglects
child. Says that what will be will be, and that child nas to
take care of himself. ‘
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HOME V1SIT SEQUENCE ANALYSLS CATLGORIES

1. Type I: Control sequences, parent-initiatcd

pParticipant code

MS Mother to subject
Fs » Father to subject
MG Mother to sister .
MB . Mother to brother
FG Father to sister
FB Father to brother
Message code .
; K Factual knowledge about the world
D Cognitive insight into cause and effect relations
I Alteration of immediate behavior

Control rating for initiating act -~
Degree of power

1 Dircctive : :
1 Directive without reason
1X  Directive with reason
2 Persuasive ] \
2X . Persuasion with realistic reason added |
2Y Indirect manipulation with source of povier
’ disguised '
27 Appeal made to social or religious more% binding
- parent and child ) ' :
3 Coercive
, . 3 Coercive without reason
T 3X Coercive with reason

\

—

' Kind of incentive

a Positive - parent promises approval, etc., contingent upon
a given action

b Negative - parent threatens disapproval, etc., contingent
~upon a given action , .

Contro1-5utcome Fat&ng 3 7//,_ﬁ//”” N
jptérpersonal maneGVerS;greceding compliance”

o gl ST
‘jately,without a second parental’
e S

o

¢ 1

Yer .‘etthe/withouthincreasing povier _
. B Child doe$ not comp1ygfnmediate1y; parent increases power
T va parent meets some of chkld“s objections ‘

V5 Mone of the above copdﬂtions exist; child complies
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Interpersonal maneuvers preceding noncompliance

ﬁ‘; .Parent repeats directive without increasing power
Parent increases power and still child does not comply
Parent meets some of child's objections
& Parent does not persist - evades control conflict
X5 parent does not persist - respects child's decision

o

L= X6 None of the above; child does not comply

2. Type II: Control sequences, child initiated

‘Participant code

SM Subject to mother

'SF Subject to father SR
GM Sister to mother

BM Brother to nther

GF Sister to father

BF Brother to father

Message code A

Seeks support, nurturance or (S) seeks attention
Seeks information )

Demands right to make a choice or act autonomously
Seeks to involve parent in play ‘
Other ‘demand ‘

— OO RV

Control Eating for initiating act
1 Minimum - child asks

2 Medium - child begs or pleads :
3 © Maximum - child demands by ccreaming or whining

persistently

Parent reaction T ]
Interpersonal maneuvers preciding compliance

/1 parent complies willingly -

/2 parent complies reluctantly in response to child's request
/3 pParent promises to comply in future and does.

Ja parent complies after realistic argument with child

Interpersonal maneuvers preceding noncompliance
' : ?

X1 parent refuses, child does ‘not continue demanding

X2 parent refuses and continues to refuse although child
continues to demand | . ... e ’

x3 ¢ Parent refuses giving child & reality congruent reason or .
offers an alternative’ ' . : o

X4 parent refuses gnd employs threat or,negative_sanction to
quiet child : ' ‘

X5 Parent evades child's request or statement

T
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Child satisfaction )
v Child expresses satisfaction with parent's response
X Child expresses dissatisfaction by contunued demands or
irritability
0 Child satisfaction not rated

Type III: Noncontrol sequences, parent-initiated

barticipant code

MS Mother to subject
FS Father to subject
MFS Mother and father to subject
MG or MB Mother to sister or brother
FG or FB Father to sister or brother

o

Meséage code .
Support or nurturance

S

‘R~ Positive reinforcement offered for action completed

p Hegative reinforcement 1mposed for action compieted

K Exchange of information . ‘

I Child's social skills are advanced o

D Child chooses form of action or makes a decxslon after
parent-child d1scuss1on j .

P °~  Play ! ' o

C Conversatton : -

0 Other, including s1mp]e conversat1on

Ch1ld sat1sfact1on

v Child expresses satwsfact1on vith parknt S response
X Child expresses dissatisfaction by continued demands or
irritability /
-0 - Child sat1sfact10n not rated /
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7. )
‘Control

Variable
Variable
Variable
Variable
Variable

-

mooO >

Maturity Demands

Vafiab]e.

Variable
Variable
"~ Variable

Communication

\). Variabie
) Variable
Variable

-

Nurfunance
Variable

\Variable
Variable

o A

o=2=

- T M,

, OO OO0OO

ke

coo.

@

WEIGHTS FOR COMBINING INDIVIDUAL VARIABLES
' (HVSA) |

.397
.604
.752
.485
.737

170
.699
.364
.823

.794 .
.444
. 887

.770
.676
- 601
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AUTONOMOUS ACHIEVEMENT MOTIVATION TEST

" Basic Instructions

In this study-you are the experimenter ‘and your child&is the sub-
Ject. Please read this brief instruction carefully and upon finishing
it read the indiviidual instructions to the tasks as well before you be-
" g t.  hile reading allow your child to get used to the °
0 exp ore\tﬁg\r’oom, or plawwith the toys, etc..

. There areithree tasks in this study for you to do. A1l three are
very much similar, in fact they are almost identical in the procedures
and: the rules 'involved.  The only main différence between the three -
tasks is the materials used. The first task uses "snap-it" beads, put
together in a pre-arranged form to be copied by the child. The second
task has sheets of. paper with pictures pasted on the front. Here the
child is asked to(recal] the pictures he saw. The third task involves

copying some designs. - -

The main pﬁfncip]e in this’'study is that you are to present the
individual items in each task in a- pre-arranged order, ask the child to
make one 1ike it, recall what he saw, or draw the model. You continue
- until two failures at which time you take the first item, the last
success, the first failure, and the last failure, pointing out the
nature of difficulties involved and ask the child to choose oné he

~would 1ike to try again. _ : '

.

~ Materials and verbal instructions follow. You may either reagd the .-
actual verbal instructions to your child while doing the experiment or
you may read the instructions over a few times, get the essence of the
tasks and limits involved and work on your own using a methodology of
your own. . ’ : ’ /

‘The’whoTé study should take about twenty minutes to complete.. You
~ could take five minutes for the reading of the instructions and five
minutes for each.of the three tasks in the study. ~ . ) .

Task 1: Instructions F 1 : ) \\\\5\\\\\‘_.

_ Materials. To your right under the cover you find some "snap-it"
beads put together.in a pre-arranged form and’ sequence to serve as

- stimuli or models. As you note, they vary in color, shape, and the
number of beads in the sequences ranging from 2 to 9; . a

To your left there is an assortment of beads in a box for your
child to make designs the same or similar to the- models you will -present.
After the presentation and comparison of the-individual gmodels and the
child"s work replace your models intact into the box te@“your right and
take. apart the child's beads and replace them in his. box.

-
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Verbal instructions. The first thing we're going 'to do is with
these beads. You see they are all different colors. Also they are
different otherwise. Some of them are round, others have lines 1jke an
accordion, and still others *look like lanterns. HMNow we can put them
together and make different things out of them. This is the game: I
will show you something put together,already. You will look at it care-
fully, because | am going to hide it behind my back and then you will
make one just like mine.” And then we will see whether yours looks 1like
mine.

(Show Item 1 and say) "~

Look at this carefu]]y. /
(After 5 seconds hide it beh1nd your bggk and say)

[ Now make one JUSt like mine.
- <

(Walt for the child to show his work. If it is the same as the
mode] continue to the next set of beads. If his work is wrong point out
the difference betweén his product and the model. Afterward continue
to the next set of beads until the child fails twice at which time you
take the first model, the model of the last success, of the first fail-
ure dnd the last failure. Pointing to the_individual models say)

~ Now let's ‘make one-more string d¥ the beads. You may try one of"

these things. Remember, this first.one was very easy for you; .this
“one was nqQt so’easy, but you got it right; this one was hard for you,

and this last one was very hard for you. Now, wh1ch one vould you 1ike
to try again? .

(After the ch11d chooses 1et h1m try- after which you shou]d con-

‘t1nue to the.next- task. )

. R
. . .

Task 2; InstrUctions

Materials. Eight sheets of paper with two, three, five, seven,
nine, thirteen, sixtean, and twenty pictures of readily identifiable
objects pasted on ‘them. . .

Verbal Instructioris. Now let's play a different game. On the
other side.of each.paper there are pictures of different things. When
I turn the paper over, you look at the pictures carefully, and try to
remember them, because soon I am going to turn the paper so you can 't

. see the"pictures. Then you tell me what p1ctures you saw. Okay? -lLet's

look at this paper first.
(Point to the pictures~idividué]1y-on the paper, say)
This is a : '

P . -
(Let the child f1n1sh the sentence If2he hesitates, supply the
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name. After he has named all the objects, say)
Now look carefully, because soon [ am goiny to‘Lurn the paper over.
(After five seconds do sa.) | N
Now tell me what you saw.

(After tﬁe child finished his Jisting of pictures. turn the card
over for the child's evaluation. If he failed to name all the p1ctures
point out the misses. Continue "to the next paper and say)

Now let's iry this one. /f’ . : - .

(After two failures show the child the first ‘item, the last success,

the first failure, and the second failure and say) ’
v"f Qd..

Let's tvy ‘e more of these again. Remember, these p1ctures viere
easy for you to remember; this one was not so easy, but you got it right.
This third one was hard for you, -and this last one ‘was very hard for you.
Which one would you like to try again?

(After the child chooses, let him try as before and continue to the
next task.)
Ny

~Jask 3: Instructions

Materials. Blank paper, pehc{lé and china marker, and seven de-
signs td draw. The designs are arranged in the order of presentation.

Verbal instructions. (You take the top card and preSent it to thsz
child to copy. - Before the presentation of thé first card you may say)

Here is something children 1ike to do when they are leagrning about
things. Children who are your age learn to drawe make pictur€s, and
all.kinds of things with crayon and pencil on paper. I would like to,
see what kinds of things you do with pencil on paper. .

(Show the first model and say)
Can you draw this one? Try to make one just like mine.,

(After the child finished and presents his product compare it with
the model. If his work is acceptable continue to the next card. If,
. you consider his work unacceptable itndicate this and point out the mis-
takes. Afterward continue until the child has failed twice at which
point you take the first card, the last success, the first failure, and
the last failure and pointing, to -the 4individual cards say)

Now let'S make one-more drawiné. Yoa may-try one of these that‘
you have done. ,Remember,-this one was quite easy for you. This one
was not so easy, but you got it right. This one was hard for you, and
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this one was very hard for you. Now, which one of these drawings would
you like to try again? -

\

- (As before, after the child chooses a card let him try to draw it
again.) |

End of yourt}ésk. Thank you for your cdoperation. q*



