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This study was designed to investigate the eﬁfects eftfb;f i
_several behavior management strategies in modifying |
inappropriate behavior and fostering appropriate ones, in
behaﬁior dis%rdered boys placed in a. self conta1nedi;?éi{“lt~'

experimental classroom’for behavior disordered elementary "

‘. school chiidren.

- . _ R :
The experimental subJects of the study con51sted of six

boys identified by,the school system ‘as hav1ng behav1or

disorders severe en rgh to warrant placement in a

self contained special education classroom for one year. )

ﬁp indeg%ndent variables consisted of Slx 1ntervention
strategies based on the psychoeducational, group managerial
and teleoanalytic models of classroom management -Some'“
specific behavior management strategies based on these ’

models included planned ignoring, verbaiqucouragement,

: Y »
-.proximity control_ interest boosting

f“ntiseptic bouncing*h .

-
Yoo

['_Ana life space”interviewing.u The ecoloéical model of
Vfbehavior'disorders5provided‘bhe conceptual framework for‘
applying the behavior management strategies.,.c _ .’
| Instruments used in the study included the Walker
Problem’gehavior Identification Checklist the Child Home
Checklist the Child School Checklist the Child Community
f Checklist and the Psychosituational Classroom Intervention;fl

measure. Affective Variables were measured by the Student s

.« ¢

iv .



vl d in various ecological settings.p Fiveff

| o '
’kfvﬁre tested and the ANOVA 12 (Ferguson, 19661 ‘was RS
»gjs ‘ B
r‘afyze the quantative data obtained - o ~1f'vn: e R

q

_. in community priplem/behav1ors, was also
1t ) fu?,‘ ’ ,'
B However, Hypotheses 4 and 5, which predicted a

‘Significant increase in academic self- concept and a” :;. v’if
,~Significant increase in internal expectancy of control
':‘ respectively, did d@t reach the' 05 level of statistical |
,Asignificance.- Generallié both quantitatively and |
'qualitatively the data revealed that the intervention- :
strategies used were effective in significantly improv1ng"T"¥$,
_the behaviors of the experimentaiﬁsubjects and that such '
rimprovements generalized to environments other than that of |

llthe experimentai classroom during the 12 week intervention .

'yperiod These results were'%enerally consistent with those

’
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e of Demagistris and Imber (1980) and Beck Roblee and Johns .

(1982). o ‘ S

‘.--_' . . : .
R . . .

The results of the investigation are discussed w1th

reference to the efficacy of the strategies used and the
“conceptual ecological framework which provided the ba51s

ifor them. Implications for theory, research and practlce

are discussed with emphasis ‘on practical suggestions for

' N

’f{tﬁ]; classroom management for severe behav1or disordered
. children.,f . “* LT
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I. THE PROBLEM : o o+

. A. Background To The Problem -

Children who arouse negative feelings and induce
negative behaviors in otpers...are not typically.

- popular among. or leaders’/of their classmates and
playmates. . They usually experience both social -and
academic failure at school. ' Most of the adults in
their environment would choose to avoid them if they
could. Their behavior is so persistently irritating to
authority figures that they seem to invite punishment
or rebuke. Even in their own eyes these children are
usually failures, obtaining little gratification from
life: and chronically falling short of their. own
aspirations. They are handicapped children - not
limited by diseased or crippled bodies but by behaviors
that are discordant with- their social and interpersonal
contexts (Kauffman, 1977, pp SJﬁ) :

' Many teachers, phySic1ans and mental health
profe551onals have been exposed to‘children 51milar to'the
npthose described by Kauffman:(1977) Although estimates of
-~ the prevalence of behavior: disorders in the school- agel
population range between 2%'and;30% (Cowan, 1978; Rubin and
B Balow,vi978; Dow and'O'Reilly;.1981), Cullinan) Epstein'and ,
LLOyd (1983l'concluded that 4% is the most commonvfigure.i //”
However, Apter and Conoley (1984), uSing a most conservative _'
' estimate, stated that only 2% of these children receive -
special education services. In Edmonton; it appears that 4%‘
Tmight be an approximate estimate of'tne behavior'disorderedi
school population (Alberta Education, 1983) i |

The‘W1de array of definitions and definitional issues’

.

that.characterize the study of children s behavior problem



-

largely account for the lack of precision of these ji7'

restimates. Individual judgements made by profe551onals

_coming from different theoretical perspectives often result

3

“'sin a situation in which a particular child for example, mayv'

A_ be regarded as mentally ill by a psychiatrist, as
.emotionaIly disturbed by a,psychologist, and as behaviorally

'disordered'by a special educator (Long,.1975 p.57).

Kauffman and - Hallahan (1981) note that%the definition of a

behavior disorder or emotional disturbance is,vunav01dably,

;y‘both subjectiVe and nonstandard enough that it can be molded '

to serve nearly any purpose. Further; they conclude that

disagreements at a conceptual or theoretical level are not

likely to result in a generally accepted definition

”'The.“emotional disturbance- versus "behav10r~disorders

vcontroversy referred to in the current literature (Grosenick

4this controversy follows.

and Huntze, 1980; Hewett and Taylor, 1980 Apter,. 1982).'
represents a major, conceptual disagreement. Due‘to the

cernitral role of theories in planning intervention strategies

.'(McDowell 1982) an examination of Qhe theoretical ba51s of'

!
oo

: B.' Theoretical_Considerations

c

0ver the years;finnumerable divergent theories have

- been prOposed in an attempt to understand "and explain s

deviant human behavior. According to Kauffman (1977),

"throughout history persons in every culture have sought to



:conceptualiza unusual or’ disturbing human behavior in terms .
of causal factors and to draw implications of those. factors

' for eliminating, controlling, and preventing deviant acts.v,
,Human beings have been variously conceptualized for

example, as. spiritual beings, biological organisms, rational o

and feeling persons, and as products of their environments"

“A(p 42) Several conceptual models speCifically concerned

»f'with both the etiology of deviant behavior and- aberrations

in the growth and development of children have been

developed Newcomer (1980) has suggested that ese models
R

can be grouped into three major orientations, na ely the

\

"'disability,~dev1ance andvecologioal perspectives of

-children‘s‘behavior.problems;'VThe following section-wi 1
.describe each of these perspectives, as well as the specific

conceptual models aSSOCiated with them.'

. The Disability Perspective

-

The disability perspective, basis for the emotional
disturbance label, views inappropriate behavior as a disease
caused by internal neurological or psychblogical disordé:s;_;_kl
Consequently, a child s disturbed behavior is perceived to-i
" be symptomatic of an underlying illness. Once emotional
:disturbance has been diagnosed physicians and therapists
attempt to measure ‘the child's internal: functioning in order

"to focus on what has caused the behavior. Emotionally

’ disturbed states are believed to be fixed conditions that



y'

- are neither culturally or. environmentall, induced

'\

hTreatment and intervention strategies, therefore, focus on
\

,vcuring the child s underlying pathology, rather than Simply“

removing symptoms (Newcomer, 1980) "The biophysical and

\psychodynamic models are both representative of ‘this

: perspective.w A brief examination of each model ﬁollows.‘a

PN

From the biophysical point of view, emotional

ome biogenetic weakness or

N,
'f ponents of this model

e disturbances are the result BEN

¥
.malfunction within the child

j,adhere to the belief that organic factors such as 1nher1ted' _?7'

Wgenetic traits (Lorenz, 1966 Wilson, 1975), nutritional
' ' 7.
disorders (Rutter, 1980 Birch and Gussow, 197 )i chemical

'imbalances (Lipton, DiMascio and Killam, 1978) and7

neurological‘dysfunctions_(John, 1977) account for a range g

. . "

of mental and~emotional disturbances (Sagor, 1972'-Knoblock

1983) The principal criteria currently used by phy51c1ans~

and psychiatrists to classify and label children s behav1or
_Tproblems is contained in the Diagnostic and Statistical
.r’AManual of Mental Disorders (DSM III, 1980). : The DSM III
‘stresses developmental disorders in a multiaxial ' '?
: classification system and recommends that each child be
classified on the basis of five axes. The first Ehree axes

(

'“mprovide symptom descriptions, developmental data and

~

biological bases,»which,constitute an-official diagnostic' .

» evalution. ‘The remaining two axes take" into account

,ﬂ environmental factors that may be useful in planning

[} o
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' defiCit disorders can be found in Appendix A,

s_'

e

‘a*treatments .and predicting outcomes.. A description of each

¢

.of these axes and the diagnostic criteria for attention s

Q

Mattison, Cantwell Russell and Wlll (1979) reported

- P

' chat interrater agreement for the diagnostic categories of

the DSM III ranged from 20% to 100% with a mean of 54% for_'

child referrals. The higher levels of agreement were f und

"for mental retardation, psychOSis, conduct disorder and PR

o .

‘bhyperactiv1ty,vwhile the lowest levels were obtained for'y
}anxiety disorders and the subtypes of depression., Criterion

'-validity was established by comparing the classifications of '

referral children with those of "experts" (Cantwell

a

i

vhRussell Mattison-and Will, 1979) The average agreement

M

' between the experts and the raters was less than 50% and
this was ﬁighest for mental retardation, psychosis,,ug

-hyperactiVity and conduct disorder..~. e .

~n

Treatment approaches based on this model including‘

o

drug therapy and diet, generally follow a- medical

-'orientation-fFeingold 1975) These treatment approaches

<

]'.have been critiCized however, for their lack of attention
to the soc1a1 and interactional forces impinging on the

' child (Schrag and Divoky, 1975). Noting the teacher's lack

of active participation in medical interventions, Reinert

(1980) has suggested that school staff'maintain a éupportive

. role by communicating effectively with physicians and by

monitoring the progress of identified children.\'Beyond this.

<

}‘ ,.‘ .



suggestion, few firm educational 1nterventions and .

conclusions have been drawn from these theorres (Paul and':. 3
Epanchin, 1982)._ On’ the other hand the psychodynamic model
'-has made several important contributlons to educational
‘programming for disturbed chiIdren (Apter, 1982). A brief
‘review .‘*< this medel follows.- " ‘;

~

The psychodynamic model, which 1ncorporates various
theories and points of view,aislbased;upon seVeral key
,assumptions.' One .such assumption’isuthatfail children have
some . basic psychological needs that must ‘be met in- order to A

"%ﬁ%@b

?develop a healthy personality.» Examples of such needs

3

include the need for love, security, belonging - and success
(Jhul, 1978).‘ A second assumption i that.each child passes
through'severaL4psychosocial stages of.emotional growth~‘
(Erikson, 1963) ' Traumatic experiences and deprivations‘may
interfere with this growth and result in lasting personality
disturbances. %hirdly, psychodynamic theorists contend that
.the quality of the child s e otional relationship with his
ffamily and significant others 'in his life is of cruc1al |
| significance (Juul, 1978). | '

_ The basic premise of the psychodynamic model is that
’ disturbed ‘behavior is largely determined by psychological

processes. ,Psychopathology is ‘%Ermined by the way in

R which the child's psychological make-up, thoughts, feelings,r

‘ “perCeptions and needs, responas to the environmental _ . 2
'influences of everyday life. .Psychodynamicatheorists

e,
.
1.



- contend that althoagh all children bring inherited |
'"potentialities to life Situations, it is the specific manner
‘Vin which those genetic or biological factors interact with_~’
particular aspects of the child's personality that results
1‘in the development‘of maladaptive’or disturbed behaViOr
(Apter,.1982); Figure 1 depicts Long's (1966) conceptual
.framework for understanding children with social and
-emotional disturbances. .In essence, the emotionally
'disturbed child is seen as being unsuccessful in
negotitating the various intrapsychic and»external conflicts
v faced in- the process of . psychological and physiological A
maturity (Reinert, 1980).' Behaviors that reflect a statg of
‘emotional disturbance are. believed to be caused prim:;é%y»by
'5‘,internal psychic pathology. > ‘ - - . .uﬁ |

Identifying the etiology of a child S disturbég)

u_

Therefore, treatment typically involves’c‘

. by prov1ding insights 1nto past conflictsl *eﬁrthed from the

b

~unconscious. Changing the child's overt behavior is seen as

-

less important than dealing with . the underlying conflicﬁﬁ

o

‘that cause the behavior, since surface treatment only

-

results in symptom substitution.



_These symptdhs

T

“#When a child's . <~.Innate Biglogical Potentials such as:

-Intelligence-maturational rate,
‘Energy level-congenital anomaly,"
Sensitivity capacity for adaptation

fare_subjeCted to - Early ‘Environmental Forces such ‘as:

Insufficient affection/acceptance,-.
" Inconsistent management,
_ Overprotection
 Communication of fears
. - Parental dissension ,
~ Nurtural deprivation Y.
'PhySical damage S '

‘the - o : Resulting'Anxiety )

leads to an . - : B f‘ ) lui - ‘ o -
attempt to : ' ' o L
regain . - - N e

> N~

balance by ’ ; : . :

developing , - Rigid Defense Mechanisms “such as:

B i X - . compudlsion, regression,’ projection,
conversion, withdrawal, "
denial, repression, displacement :

L4

.,
o ! 2

usually result

in further
social" emotional

" disturbances in

school with v...nuthorities‘ ' a

Peers. _ . o . o

Self . - which perpetuate the

Learning - psychopathological cycle
Figure 1 o

Conceptual Framework For Understanding _
Children With )
Social and Emotional Disturbances

[y

v £ " fls,,
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' in this study.

A. ‘..,

Therapeutic 1nterventions, ranging from "life space

interviews (Redl 1959) to "psychoeducational teaching"

'(Long, Morse and Newman, 1980) -are. diverse and oftén combine

efforts to help children become aware of their behaviors and

how to 1mprove them.; More detailed examinations of these

‘e

two specific 1ntervention techniques will be presented later

~ . k
In summary, both of these disability models include

some attempt to measure internal functioning in order to

determine the cause of the child S inappropriate behavior,

‘which is viewed  as an illness., In addition, emotionally
bdisturbed states are believed to be-fixed conditions, rather B
':than as- culturally or environmentally induced Treatment |
:approaches center on curing the child s underlying pathology
_instead of 51mply remov1ng behavioral symptoms (Apter and

>Conoley, 1984) SR '.p - . R

Clearly, there are several advantages to the disability

_ perspective. By closely focusing on etiology, physicians

| fand psychiatrists are able to place a disturbed child within ,
a cultureﬁfree cla551fication system.m Early and humane_
Atreatment of emotionally disturbed children is also an ;

essential component of this approach .Tbe psychodynamic

model has also made three vsitive contributions to the

: attitude that teachers tak towards these children. First

teachers have learned that emotionally disturbed children do "

not always consciously plan‘andbcannot always,consciously

[



"controlhdiSruptive-behaviors.}fTherefore,/when theyl

-misbehave they should not always be treated punitively. _
decond hostility directed to the teacher should not be"

vvieWed as a personal insult since it might stem from a

'variety of motivations and does not necessarily mean that
the child dislikes the teacher.~ Third children respond
emotionally~rather than rationally to internal conflicts,y
therefore, inconsistencies in behaVior should be expected
(Newcomer, 1980) | - 1‘;7ij" f.bf >fl_ |

" The disability perspective also has several notable S

';weaknesses.- The inabilitx to accurately measure and verify '

the internal forces and underlying pathological states’ used

to determine emotional disturbance often leads to .

disagreements about the diagnosis of-Behavior problems.

. Relatedly, since emotionally disturbed children in this view
may be regardéd as i11, it might be consi@ered best to "

' remove them from contact with - normal children ahd to educate
them in separate special facilities. In addition, since. the
,Tllness is seen as coming from within the child,,teachers
may feel that little attention need be paid to changing the
classroomuenvironment Instead, a great deabvof'effort is“
directed'toward'isolating the eiact'nature of'the'child's )
disability, through the use of comprehensive batteries of
diagnostic tests-_ That is, if change is to occur, it must‘y

' ocCur within the»child. Finally, the stigma associated with
the label of mental illness, or emotionah disturbance, may

-



' circumstances (Newcomer,_1980). In ‘essence, community

T

ta

"far outweigh the potential benefits of treatment (Newcomer,
11980) The deviance perspective also has clear advantages
'f and disadvantages.- A review of this orientation and the

f'conceptual models associated with’ it follows.u

v - . -

"The Deviance PerSpeCtive o g - R

,; The deviance perspective, encompassing both the v
-behavioral and sociological models, views, behavior disorders .j'
- as. being relative to the culture in which they occur.'

~'Problem behavior is not seen as, a fixed condition, but

prather as a variable state dependent upon environmental

'ljudgements determine who is labelled as behavior\disordered CT
e o

’.iSince many behaViors which are vf%wed as being inappropriate ;

i .peers. Interventions based -on this perspective generally

y‘are commonly,displayed by many school age children, it may
only be the frequency, intenSity and duration of such ¥
behaviors that . separates deviant children from their normal
involve teaching such children socially appropriate

\ IR
behaviors so that they can honor socially prescribed rules._

]

':A brief examination of the behavioral and sociological

models that are representative of this perspective follows.“r
B The behavioral model includes several theories and !

points of view about observable human behavior, especially

behavior associated ‘with learning. Although'thereﬁis_a

. certain._amount of controversy and disagreementlamong'these

Nl
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'variations, two points most clearly }efine the behaVioral

-~
model One p01nt is the assumption that all behav1or ‘is

- e

?0 acquired and regulated by certain experlmentally determlned
principles of - learning. A second definlng characteristic of
the model is a commitment to sc1ent1f1c methods of studying

behavior and behavior change (Cullinan et al 1983)

Clearly, the most " important variation of behav1oral.
]

‘\ ” methodology is operant condit g (Apter, 1982) Firsg

-

introduced by Skinner (1953 . d&érant learning is. based on

;thevprinciple that allﬁPeha\ior is determined by its

B

.conseguences. Skinner,theoriz d that a consequence may
;strengthen an“operant behavior (inérease the probability j<
that'it\:?&l occur again in the future); weaken it:(decrease
'itslprobability of.reocCurrence)(lor have nofeffect{‘ In
"order’for a cohsqubnce'to'strengthen or weaken the operant

T behavior it follows, it must uSually.be contingent upon'thed"

4

‘océurrence of that behavior. A contingent consequence-is/
dne that”’ takes place only after a partlcular bphav1or 13
. performed A noncontingent consequence, one that happensp &f

whether or not that behavior is performed ordlnarlly does .

- ]

-

not affect operant behav1or. Figure_z provides a | . ﬂf' 5
;representation ofioperant conditioning“processes..This;
notion of pleasant consequences reinforcing behavior has had
an overwhelming impact on the diagnoses and treatment of .

) children s behavior disorders.



4Post~behavidf - Strengthened

Environment * -

'Stimuius

" Added

‘ Stimulus

‘Removed

No

" Change

" Future Likelihéod of Behavior)

.

Weakened

13

- Positive Reinforcement Punishment

J
&

Negative Reinforcement’ | Punishment

A ¥

Extinction

. Figure 2 Operant Conditioning Processes

Future ﬂikelihood‘of Rehavior

 Adapted From: Cullinan et al, 1983, p. 78
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'-BaEed on these principles of operant conditioning; the
' behavioral‘model promotes the idea thatlbehavioralideviance
‘is essentially maladaptiue~behaviorwthat has heen learned.
and;maintained‘just like other»more appropriate behaviors

through positive‘and negative reinforcement and punishments

_ » - .
(Bandura, 1969; M!:Chenbaum, 1977; Patterson et al, 1975;

Reinert, 1980). ehavigffal theoristS'assume that disruptive

behaviors result from 'learning of soc1ally inappropriate
fbehaviors at home. and at school (Walker and Buckley, 1973).

3 .
Such theorists maintain that 1nstances of maladaptive

;%-
behav1or can be reduced 51gn1ficantly by restructuring
children s educational and emotional experiences for |
predictability ‘of appropriate behav1o¥\\_§xperiences.can :
also be designed" to reveal to children the relationship
»between behav1or and 1ts consequences (Homme et‘al 1969;

. Kounin, 1 70 Kazdin, 1975; Bandura, 1977 Knoblock 1983)
Another conceptual framework which places great emphas1s on .
”the ‘influence that igyironment has on behav1or is the

sociological model. )
. - The central notion“of the sociolooical model\kfr
,deviance is that individuals must behaveiin waYs that are
generally predictable and‘expected by others for humani.v
interaction to proceed. In order to assume that- most people
ehave in a dependable fashion, soc1eties and groups
Jexercise social control Goffman (1971) ha5'suggested that‘

self-control is the primary mechanism by which social'
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| control'is maintafned .Self control depends on the‘fact
'-that group members, such as the children in a classroom, are
'capable of achieV1ng it,and that such members value the B
'requirements placed upon them. A second form ofusoc1al
control is 1n£ormal control In the classroom, inform51';
control is.usually manifested as correCtive feedback éentie
reminders and direct instruction. Many sociologists,
1nclud1ng Parsons (1951), view informal control as the
primary means by which social iearningvoccurs.» A final
mechanism byfwhich_sociai.controivis maintained is through1'
the apnlication oflformalﬁsanctions'and official
disapproval,. such as a referral to the principal‘sroffice_or-
a fornal suspension from school (Paul'and Epanchin, 1952)h
“ACCOrding to‘sociologiCal theory, behavioral deviance
-;r:fers to a condition in which a child v1olates a. social
'rule or norm and this v1olation is addressed by persons who'
- have the authority to'impose'sanctions,vone of which can be
bunishment | Soc1al dev1an&e, therefore, involves not only
'the v101ation of a rule but 1t als? ;;§olves others ‘seeing
the violation and’ deeming 1€\Fo be of sufficient impqrtance
to act towards it in some_negative way. For a child to be
considered deviant, then, itjis not sufficient tolknowvthat
a rule has been violated; it must aiso be known what meaning-
others; espedlally others in authority, give to the rule
é( violation (Paul and Epanchin, J982) In esﬂ@nce, fhe

tha

ph%Vior disordered l el appfies not only to what1§oes on

3 -k N
: v '3
L

‘ oo

RS
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within the child but also to the interaction between the
.child‘and others. -The sociological model of behaVior

disorders is. explicitly concerned with the nature of rule

violation, social controls imposed by institutions and

Apersons in. authority and the soc1al interactions between the

disturbed child and others.

v “As noted by Reine£§~(1980), the labeling process is the'
most distinctive feature of: this theory. aLemert (1962) and
Des Jarlais and Paul (1978) adhere to the premise that

labeling alone is a powerful inducement toward deviance or

._,confornity. Further, these theorists have suggested that

labels can stigmatize children in school .and beyond by

jcreating inappropriate expectations of their academic and

_.social-behavior.‘ Another example of the negative impact of

'sociological'intervéntion-strategf%s are

labelling was reported by Ysseldyke and Foster (1978), who
asked teachers to view a v1deotape of a normal child

Teachers who were told that the child was emotiOnally

:disturbed rated the child s behavior as much. more deviant

than did teachers who were told they were view1ng a normal

child.

Eduoational implications of this model largely conSist
of alternate ways of viewing the behavior disqrdered child
in the classroomn. Apter and Conoley‘(1984) note that

N

typically

broad-scale efforts aimed more at soci and attitudinal

change ‘than at modification of any one hild's behavior.

~

facPu 4
kY



‘Paul and Epanchin (1982) concede that although teachers may
 not have much impact on the way in which societ}’is .
organized they do have conSiderable influence on the way in'
fwhich the minisqgieties that exist in their classroom are

organized Further, they recommend that teachers: reexamine

,the effects of-expectations, rules and various labels on
' children s selfwconcepts and educational success...“
In summary, the sociological model is moreceoncerned
. with the w1der environment which‘includes institutions,-‘
- comggnities, culture and society, than 1ts behavioral
.counteggaﬁt. However,_both,of'these deviance models focusﬁ»
on'understanding hou external forces can produce‘particular
.behaviors in children and groups of children. Further, this
"Qﬁerspective demands that the context in which the behavior
oisurs be investigated It emphasizes the transitory and
arbitrary elements of the entire labelling process and
focuses on specific, observable behaviors instead of implied
'underlying pathology (Apter and Conoley, 1984) *The |
behaVioral model has had an 1mportant influence on the
education of behavior disordered children through its
development of numerous behaVioral intervention strategies,u
assessment techniques and research dqsigns (McDowell 1982).
According to Newcomer (1980), thevdeviance perspective_
"also has three major.shortcomings.‘ First, it seems to
‘eguate normality.with,merebconformity to the rules and

" regulations of a particular society. QonvérSely,



18

<~

nonconformity t socially a¢ceptab1e behaviors mayireSult-in:

a child being diagnosed as being behavior disordered Apter
and Conoley (1984) note that this is a difficuit agsumption
to”support, since ‘a behavior such as vandalism may be |
socially acceptable to a group of juvenile delinquents,
4a.while being viewed as pathological to. society at large."In
addition, nonconformity may ‘be necessa;; fof sc1ent1f1c and
artistic advancement Secondly, if conformity and SOClal
acceptable behavior is the critical issue, therapistsyand
teachers may be faced with teaching currently acceptable‘
behavior while reducing the chance for advancement that
comes from nonconforming experimentation. As Newcomer
notes, "under - these circumstances the Wright brothers might
- have ‘been punished for working on- their airplane and
rewarded for building better bicycles v(p 20) Finally, L
both the deviance and disability perspectives focus on the
individual child as both the repository of the emotional
disturbance - behav1or disorder and as the sole target for

‘ intervention.- Neither perspective concentrates on.the

\

interaction between the child and the particular system in
which the disturbance occurs, be it the home, school orﬁ
community..vAs,a result, needed changes in these systemsvare,-'
neglected as the disturbance-remains part and parcel ofjthe
individual child (Apter and Conoley, 1984) ”In contrast,'
the ecological perspective focuses on the relationship
between_the;child and. the environment.or ecosystem, to

s



';explain behavior'and'to_identify interVentionystrategiesr

.(Mandell and Gold, 1984). This approach will be described

'in the next section of this study._

-—

'

‘The EcologicalfPerSpective ‘
. . ] . ;vf ] \ .
The ecological perspective represents both an -

v &

alternative approach to conceptualizing and . defining

fchildren s behav1or problems and »perhaps, a resolution to

: duo

' the emotional disturbance'- behadi@% disorders coﬁtroVersy.

The ecological approach is an emerging, relatively recent

conceptual development (Knoblock .1983) that offers

_professionals the best choice for integration of all

o theoretical approaches (Reinert 1980). -Its unique Viﬁw of

children s behaVior problems permits profeSSionals to make

maximum use of the information gleaned from each of the

"other perspectives in order to formulate a therapeutﬂc

,.intervention (Paul'and.Epanchin, 1982). A brief examination

of .the historical roots,’underlying assumptions and
educational implications'of this‘perSpective'follows.
The ecological model grew out of the concepts from

several disc1p1ines including anthropology, sociology and

<ecological'psychology (Kauffmanrand Hallahan, 1981). Human

ecologistsfa113view_behauiorras'a product of_the'interaction”

';between internal‘forces and environmental circumstances.

Beginning in the early 1900 s,,anthropologists have focused

vprimarily on. the cultural context in which deviant behavior‘-
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' relationship between significant social cd?éitions and high

1 described social disorganization and conc 3 zonestheorya

w . § * gt L s ’

octurs. Similarily, sociologists have studied the-wﬁ éiihfiyfﬂ

rates of deviance. For instance, Farris i&f Q&Pham (1939)

and their relationship to the incidenpe of;
They proposed that three conditions are necessary to have a,7”
mentally healthj child: (1) intimacy and affection between_w
the child and some permanent group, (2) a consistenCy-of

influence, and (3) some harmony between home and outSide

| situations.“ They also noted that insanity is not defined by

a list of actions but, rather, by a lack of fitness between
L )

actions and situations (Apter and Conoley, p. 85).

Ecological ps chologists such as Barker (1965, 1968)
¢ |

‘originated the concept of behavior settings, small -

- ecosystems that call forth particular.behaviors,‘as an

appropriate ecological unit'for-studying,the'interactions'i
between children'and'environments, ln;doing so, they
discovered‘the importance of synomorphy, the fit of
individual behavior to a particular behaVior:setting, and
concluded that mental illness is a term used to,represent'
behavior that is poorly fitted to a setting.dFurther,%they
noted that since behavior can be significantly different 1nj

different_settings, it appears invalid to,diagnose deviance

,dn4the basis: of only one setting, such as school, or one

part of one setting, such .as a classroom.

"1
APRCE
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Although ecological psychologists ‘have developed

- involved assessment techniques for observing human behavior'f'

, 1ﬂ.natural settings, they are uninterested in. intervening or

' manipulating the environments or its inhabitants in any way

f(McDowell 1982). ‘This- approach represents a key

P a;distinction between ecological psychology and ‘the
AJJecokpgical perspective regarding children s behavior _
;problems.' The latter discipline has systematically explored
‘the synomorphy between an individual child, his level of
wTdevelepment temperment, motivation and intelligence. ‘It
: also involves a given behavior setting consisting of aspects .
of teacher expectation, the physical environment and some
v§ programming (McDowell, p. 80). Researchers (Gump,
‘1975 l977; Kounin, 1970"Prieto and Rutherford 1977) hgve
.completed extensive studies to determine the nature and
‘ cause of the faulty adaptation between the child and the
environment which has resulted in disturbed interactions.'
Collectively, these authors and others (Rhodes, 197&; Swap,
1978; Hobbs, 1975) have formulated several assumpti&ﬁs about
"the interaction between a child and the environment 'A
descriptrpn dﬁ»these five_postulates follows.. :

‘FirSt,'proponents:of the ecological model suse’thatl

'.(emotional disturbance. does- not reside exclusi el.bwgthin the

lts from-ffi

child Instead they presume that disturbance ret

'a faulty interaction between the child and a particular
& LA }ﬂ, . 3%y
) nvironment (Rhodes, 1970" Hobbs, 1975). Several factors '

s,
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‘_'structure the setting s0 that the child can respond

22

may"prompt'a‘faulty interaction. "The environment'may‘_’

'-5present conditions that elicit disturbing behaviors in the

RS

'g'child. " For instance,la‘child may react in»a-physically

aggressive manner to the taunts and teasing of his classroom

-
peers. In addition,,unusual characteristics in a chilg,

such as autism, may elicit disturbing resapnses in different
settings. More frequently, however, a disturbance is caused i

when either: (1) a disjunction.exists.between a child sk

‘characteristics and the ekpectatiOns of a particular>
‘setting, or (2) the child learns a pattern of behavior that

’yis adaptive in one setting but creates problems in anothep

(McDowell 1982).

-

A second assumption of thisemodel is that interventions

designed to eliminate a- disturbance must focus on: altering

the total system in which ‘the - disturbing behavior occqrs.

Three implications follow from- this assumption.v First, a
concerted ‘effort must be -made to discover, identify and

classify the personal and environmental variables/that

‘.

'contribute to the disturbance. This may involve normalizing

:?
both child and adult behaviors. The child is- seen, not as’

E disturbed but as reacting to the disjunction between his or.

her personal characteristics and the behavioral expectations

of a given setting. Similarily, the adult is regarded, not

as inadequate or pathological but as temporarily unable to

appropri:tely. Tpus, by focusing on changing specific

Ay

-3
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.child may be'temporarily removed from the discordant B

situation (p. 120). Therefore, effective interventions may

L., .

Vdiscordant interactious in particular behavior settings,, =
> N .

:ecoldgical theorists (Rhodes, 1970 Hobbs, 1975) tend toi

B

'deemphasize individual deficits }n both adults and children.;
~ Adults and to a lesser extent children are assumed to be

‘ competent partners in the problem solving process.v Another

pont of view is that ecologists believe that several

different interventions can’ occur simultaneously.

g

Consequently, the way to help a child may not necessarily

ffocus oniy»on the‘child It may be more prdductive to

direcb efforts to other parts of a child 8 ecosystem, as

~

well. This*broader view of the treatment of children ]

4behavior problems,gives rise to three major target areas for

o

intervention: changing the child,- changing the environment
and changing attitudes andhexpectations (Long, Morse and

Newman, 1980)

The third asSumption made by ecologicalltheorists is

that interventions are eclectic and- often involve a

multidisciplinary team. Hobbs (1975) describes a variety of

_ intervention strategies appropriate to. this model ‘These

include helping the child gain competencies, change his or
her priorities and acquirg needed resources. Mental health;-n
professionals may also help key individuals in the system
revise their perceptions, .gain new competencies and change - |

their priorities or expectations. As a last resort, the

/’"l
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v involve the . participation of a vari ty' hkprofessionals o o

: assigned to separate, yet related tas;s.t
The notion that ih;erventions in a conplex ecological

system may haée unanticipated consequences is the basis of

e

’ this model s fourth assumption. Apter (1982) and Willems
(1977) have suggested that since all elements “in a child s
ecosystem impact on one another, it is possible to 1ntervene

v ﬁin one area and see additional effects,'both intended and »
unintended in another. . This assumption is illustrated by -

,the'following example:_

Ann was a seriously disturbed twelve year-old in a
- residenti school for disturbed children. At the time
of referral, the public school was more concerned.with .
"her behavior ?gg adjustment than her.’ family was. In -
fact, her fami¥ was not particularily ‘upset at Ann's
- behavior. ” They ad a low income, little education, and |
minimal expectatffons for Ann's academic and social.
development. - & . .
... In the residential school Ann made considerable S
 progress. = Besides the changes in adjustment, however,.
.the school inadvertantly fostered other changes that -
subsequently proved disruptive. 1In particular, the
.8chool encouraged such behaviors as bathing évery O o
night, appropriate. verbal manners, -and eating with L
correct utensils. When Ann returned home after . .
-treatment she immediately began attacking her family
o for such things as not bathing every night. ’
v( o Needlass to say, the family was quite upset with
- "Ann; they were more upset with. Ann at the end of
'treatment than at the beginning. ‘Thus, because the
ecology of Ann's home was not taken into corisideration
in treatment, the actual program tended to make Ann . °
dysfunctional in that sgtting (McDowell, 1982, PpP.
‘77 78). - i )

Clearly, improvements in any one part of a given system can
l_f“ have an impact ‘on other parts of it..

&,
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A final assumption of . the ecological perspective is R
that each interaction,between a child and a particular f_” f fx'if
behavior setting is unique.: In essence,'a different set of |
'personal and environmental variables is- perceiVed to be

',operating in each discordant interaction. As.poted by'
a:
McDowell (1982), this assumption underscore both the

.

advantages and disadvantages of the ecologica erspective..s«
' By assuming that no- two children and settingsie exactly
-alike, ecologists stress that it is inappropriate to predict
o which particular variables have a bearing on a given child s“
behavior. Similarily, the results of a specific

-intervention strategy cannot be generalized from one case to

T another. Proponents of this approach (Hobbs, 1975, Aptenﬁﬁ

1982 Apter and Conoley, 1984) do not have preconceived
limited notions about the causes of dysfunctional
interactions. Similar inappropriate behaviors may have‘_
different origins and so demand different interventions.- o
The assumption that each interaction between a child )
and particular behavior setting is unigue characterizes the'ff
'ecological-perspective S advantages. By assessing the N
»ariables of each discordant system objectively, an
individualized intervention plan can be formulated for a.
partidular child. As noted, this plan may consist of a ‘
number of strategies implimented by a multidisciplinary team

of teachers, physicians and mental health professsionals.

, "Unlike traditional psychotherapy, these interventions may be
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‘ conducted in the child s natural behavior settings.,’Thus,

Aschool-or_community‘ievel, this'advantage.becomes.

. increasingly important (McDowell,~1982 p.98).

'disorders. It is based on the assumption that

the fpromotion of. Qrowth and competence in members of the
system helps to avoid the potentially Significant
ST

consequences of being labelled as pathological disturbed or

inadequate. Another advantage of this perspective is that

'interventions that alter-an ecological system can often

benefit not just the target~child, but- many other children

cas well. As’ interventions are applied to increaSingly

complex or large ecological systems, p\rticularily at the"

~

In summary, the ecological perspective offers an
4
alternative conceptual approach to understanding and
evaluating ch&l@gen s emotional disturbances and behavior

every child is a member of a uniQue ecoSystem; in which

other members are defined by their interactions with -the

' ‘child. When many of those interactions are negative, the

- is adopted for the purposes of this stud ?

.

child may:. be identified as emotionally disturbed or behaVior

*

'disordered Ecological interventions are GESlgni%

increase opportunities for the child to succeed\,#% help

parents, teachers and others’ to increase their sxills, and

at times, to change the compoSition of the ecoa?stem (LeWis,

1982, p. 149). In light of ‘the perceived lim7 ions of the

disability and deviance models,‘the eco&Zb al perspective

The implications‘””



that this,perspectiue has'towards'defining emotional and
behavior problems in-children-is the focus of this .°

‘investigation. ‘ P

C. Definition Of Terms

-

IntroductiOn

‘Although many definitions of emotional and behavior

problems in children have been propesed, no single

':definition,,howeVer,.has been found to be adeduate.for the

'purposes of all professionals who work'with these identifiedg7

children. As a re§ult, a variety of terms have been used to
" describe this condltlon, 1ncluding the following. asoc1al,

behav1or dlsabled dellnquent dlsruptlve, emotlonally

handlcapped personallty dlsordered and soc1ally maladjusted~

(Relnert 1980) Obv1ously, as Kauffman (1980) pointed out,

. the use of a particular deflnltlon does not remove the need
for cllnlcal judgement (p. 524). However, the definltion
must serve the purpose of the social agents who use it
;(Kauffman, 1981, p.l15); For therpurposes of this study,
tne term pehevior disorderedv(GrQSenick.and Huntie; 1980;
Kauffnan, 198f) is used to;deseribedchildren who chronically
':and markedly‘respend to their‘environment in ways that

deviate significantly from age-appropriate expectations and

»

’ significantly interfere with their‘own.learning and that-ef ‘

‘others. The presenting behav;ors that characterize these

o
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\(
'chiidren are outlined'in Appendix B. these behaviors>'
' presently form the basis of definitions used by the
American Federal Register (1981) and Alberta Education
(1983) to guide the delivery of services to pupils with L o;,_z
" behavior disorders. ' o
Explanations and definitiOns_ofbvarioqs<terms'used:in
this'§tudy are'ncw‘presented. | |

1. Academic Self- Concept ’ An 1nd1vidual S appraisal

z

or evaluation of himself in terms of what it is
appropriate,,desirable and'pqssible-for him to
learn-(Boersma.and Chapman; 1977, p. 5);‘.
academic Self-concepttis operationally defined byf
the Student's Pe—'rcepti'on of Ability Scale (1977)
vundervthe followiné categcries: general. ability,
R ’ arithmetic, school4satisfacticn, | ;
.reading/sﬁelling,~penmanship/neatness,

confidence. .

2. Behavioribisordered Chiid:' The excerinental‘
Subjects were identified as behavior disordered
by. their acceptance‘intc-a self—contained sPeciai
education classroom for children with chrcnic
vbehavior'prcblems. Placement was‘based cn ; <¥
assessments of benavicr deviations by parents;

E | B teachers, psychologists and other serv1ce

‘delivery personnel.” Each of the Subjects had
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- received two or’ more suspensions from their

. _referring elementary schools and were judged to

T

‘}be a threat to ‘the safety of either themselves or

‘their classroom peers. E ;(i e - u

o 3. :Locus QE‘COntrol:f It is assumed that ;ndividnalsv

develop a general expectancy regarding their

'q;:f | ability to control their lives. " Individuals who '-
‘ N —believe that the events that occur in their lives

are a result of their ‘own . behavior and/or

-)1

personality characteristics are said %o have: an

expectancy“of internal COntrol".iwhile

individuals who believe events in their lives to
E be a function of luck chance, fate, powerful

/others ‘or powers beyond their control or

oA
<

'comprehension are said to have an; expectanqy'offﬁ;

ext;rnal COntrol" (Harre and-Lamb 1983, p.?BSB)

« Locus of control is operationally defiqed by the“
Nowicki - Strickland Personal Reactien Suryey

(Nowicki and strickland, 1973). e e

4. ProblemvBehavior' Behavior that is at least f, ST
somewhat antisocial or abnormal andx hence,.! ‘ | q'
creates: a-problem for. the indfvidual or those e

: about him or her (English and English T976, p;

409) Problem behavior is. operationally defined

by the specific presenting behaviors descrfbed by»c

1
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' the Walker Problem Behavior Checklist (Walker,

1976) such as temper tantrums, physical -

4‘_:~.\.‘

| aggression towards QbéectSrand persons and

continually seekiﬁg attention.:
N ,\) g - ’... . .

'D. Statement O,f"}l‘h”e Problen
e * . : .
The main thesis of. this study is that given effective

instruction based on a number of theoretically felevant
intervention stategies which constituSQ‘a‘behav1oral plan of
'instruCtion'for modifying the behavior of behavior
‘pdisordered‘children, there should be a’signifiCant i
unantitativefand qualitativefimprovement'in appropriate
behaviors, including that of locus of control and academic-‘
self-concept, when ;;assessed over a twelve week
experimental period
The experimentallsubjectslof this Study'vere Six - U

~elementary school-aged boys in a self-contained Speciai
deducation classroom.r The independent. Variables'were six
intervention strategies used to manipulate the problem oy
behavior of the’ pupils. The psychoeducational model spurned
four ofﬁﬂhese‘teChniques: proximity control 'interest
boosting,'antiseptic bouncing and life space interviewing..
;Planneé'ignoring ‘and verbal encouragement, based on the
; grouy&managerial ‘and teleoanalytic models respectively,

represent the two: other strategies that served as

j;indepﬁndent variables;‘ A brief,explanation of the ratidnale
3 Sl o o .

2 \)
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underlying each stﬂhéegy and a description of how they were

apgiied by the teacher is included in the third chapter of

»

this investigation.,

fn this study, the dependent variable, problem behavior

: was measured by a norm referenced behavioral checklist,

l

three structured ecological interview checklists and by. an

ecological observation technigpe. The norm—referenced

behavior checklist was the Walker'Problem Behavior :
Identification Checklist (Walker, 1976): .The structured
ecological interv1ew checklists were tge Child Home Behavior
Checklist, the ChiTd Community Behavior Checklist and the
Child School Behavior Checklist (Wahler and Cormier, 1970)
The classroom teacher completed both the Walker Problem
Behav1or Identification Checklist and the Child School
_ Behavior Checklist for each»child Each . child s parent(s)
' completed the Walker Problem Behavior Identification
Checklist, the Child Home Behavior Checklist_and the'Child
Community Behavior Checklist' @Pswchosituational ClasSroom £
Intervention (Bardory, Bennett Bruchez and Sanderson, 1976),
the participant observation approach employed in this study,
was conducted by a: behavior management resource counsellor
and a psychologist during separate 30 minute'observation“
- periods once each week - o

The dependent variable of academic self concept was
measured by the Student's Perception of Ability Scale
(BoerSma gnd Chapman, 1977). The dependent v;riable-of

N
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locus.of controleas measured-by the Nowicki-Strickland‘
"?ersonal\keactionySurvey (Nowicki and Strickland;l1953);
| Each child completed both of these instrUments. Thetnext.'
section details the specific hypotheses related to this

‘study.

E. Specific Hypothesds B | R
1. Hypothesis 1
— . a |
As a: function of the intervention strategies used in
the classroom, the number of target problem behav1ors
‘exhibited by the subjects in the behavior disordered
classroom will be significantly reduced Problem behav1ors
. were operationally defined and measured by the Walker‘
Problem Behavior Identification Checklist (WPBIC), Child‘i
School Checklist (CSC) and Psychosituational Classroom
Intervention (PCI) observation format.
2. Hypothesis 2. s

¢

Following the“intervention_program;»there will be a
significant decrease in the number of problem behaViors
exhibited by the subjects at home, as measured by ‘the WPBIC

and Child Home Checklist (CHC).



g

S+ Bypothesis3 - . o . e

Followin%:the intervention program, there will be a '
'-decrease in the number of problem behaviors,exhibited by the_
.subJects in the community, E measured by the Child
:‘Community Checklist (CCC). Community is’ operationally ‘
defined for this study as the child s own yard a neighbor's“
yard or home, shops, public park church downtown,4
-community swimming pool ‘and the family car (Wahler and
Cormier, 1970, p. 282). - - ,

4.  Hypothesis 4

Following the intervention program, there will be a
Significant increase in the subject s level of academic
self -concept as operationally defined and measured by the

o

Student s Perception of Ability Scale (SPAS).
5. Hypothesis 5 °
Following the intervention program, there will be a

significant increase in the. subject S internal expectancy of

control as operationally defined and measured by the
. o o

F. Design

" This study involves a one- grouo pre-test- -post- test .

design (Stanley and Campbell 1966). Use of this particular



design waS_neceSsitated by the fact that a second

o

.sélf-contained class of behavior disordered children, which
'ideally could have been used as a'control group, was nota"

available in the Edmonton area. The age, gender andqteacher

lvariables‘ werefcontrolled in this study. In order to *
-overc%me sbme of the weaknesses of this particular deSign,
'both a qualitative and- quantitative approach to assessment
_ data %palysis and’ interpretation was used. An:in depth .
description of the behavior of each of the six ind1Vidual
pupils is given at the pre- and postftestvphases as the B
qualggatiye input Gain scores based on differential
pre/post test data are analyzed and interpreted as the

’quantitative aspect of the study. A .05 level of
k4 .
significance)is used as the cut Qff point to determine

‘statistical significance. | ! ' Sy
: ' VR

- G, *qi tatidns Of The Investigation
0.' o b

[

- Several limitations were apparent in this investigation.
‘These included limitations in one of the tests used the a

length of time for the investigation, the size of the sample

and absence of a control group.
‘ :

s &gasurement-Linitations
R * Q

. ’ B : R ] . B .
The Welker Problem Identification Checklist (WPBIC)

seehed-to,representvinadequately the compléte behavior
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assessment process recommended by Mace (1984) in the Ninth

Mental Measurements Yearbook ‘The occurrence,- Ty

i
.

‘non- occurrence scoring ‘in the WPBIC left several dimensions
of behavior, such as frequéncy, duration and celeratién,

ﬁunaddressed In essence, this inadequacy prevented the,b
:researcher from examining the behavior change of the | ,
.subjects in greater detail : The unavailability of the Child ;,w“
Behavior Checklist (Achenbach and Edelbrock. (1978), which
measures several aspects of problem behavior, may very well
have influenced the findings of this 1nvestigation.

¢

Time Limitations ° SN , Q'f“ ERERANE

S o . .
A second limitation of the investigation involved the

length of time taken for ‘the treatment It was possible
- that the effectiveness of the’ behavioral interventrbn could

»

@b.not "be* measured over a twelve week period It is probable

l‘,..

that an investigation over'a period of one school year may

have ‘produced significant changes in the subjects. academic‘

self concepts and locus of control orientations._,ﬁa"

i T e g
. . o . "-' 'w' N ni '-". -7
, - . IR . o r

e - A AT ' - o

'y Sample 'Limitations“_ :

: R "
» e

TR A fourth limitation involved both the absence of a
- 0

:’&control ‘group and the small size of the sample in the
-_7present study. The presence of -an equivalent control group f

may have provided further confirmation of the effects of the

T

‘ s T - K “ S '
R Lo ! - . . s
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g behavidral intervention and may haVe'producéd different’

‘reSults.v A larger sample size may have increased the3

s
likelihood of achieving.statistical significance in the ~

results of the study. “In addition, the availability.of a’

: larger'number of-subjects may have increased the ability to.

generalize the findings of this investiga;ion to other
. . L -
similar populations. , , . €

. B .
] - . -

. H. .Significance Of The Study

Pastor and Swap (1978), Gump (1975) and Sommer (1977)

?"have stated that there is a great need for further

pod

‘wi.natu*alfstic,research to be done in educatioﬂaé'

L)

ﬂt";environments;,1Additionally;.Curran and Algozzine (1980) -

.V

ifqhave;concludedfthat more’classroom research is.needed to

‘ &flgstudy a critical ecological assumption - that a better'"fit"

.pbetween/teacher and child can - reduce the ndmber of

disturbances in classrooms. Further, McDowell (1982) has

;k,stated that a‘%ider application of ecological intervention-
(.fstrateqies would be aided by more exampiles of ecological

§ .
intervention pragrams in the literature. It is hoped that

‘- v
the ptesent study will contribute to the existing literature

o -

‘by demonstrating that classrdom based interventions can

7 produce positive changes in“a child s behavior in other -

behavior settings, such as at home and in the community.

S e
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| II. LITERATURE REVIEW -
. SR e
" A.’ Overview _ . E“ .
S .

r . . . . .
bl " . .

This review”involves-a surveffof those factors, present .

and past, that have directly and indirectly affected the

: current intervention strategies used with disturbed

children. Many current notions of causation, assessment and

treatment of children s behavior disorders are c?early

“extensions or refinements oﬂiearlier ideas. A brief

and the treatmeﬁ€~of behavior problem children will'

historical examination of the changes in attitudes towards

_‘illustrate the evolving nature of this multi disciplinary

‘Lﬂteaching of these children incorporates two major

’3'areas is also presented

field of stud;i“f

Alﬁhough special education for children with behavior

$
disorders has important roots in past centuries, it is

P

essentially a recent phenomenon (Cullinan et al 1983) Theﬂ

"

',”;‘considerations. theories of behavior, that is, the- nature of
ithe problem, and theories of instruction and classroom
L management that is, the educational task ‘A discussion. of -

. h

'the research relevant to current trends in both oﬁ.these

*\ Ly .

"j" This review also includes a discussion of two

- \

'irpsychological constructs, namely, locus of controI and

»academic self concept, which have been associated with

disturbed children s schodl difficulties. Knowledge of



[

>

f these affective qualities'ma& provide-assistance}for'the,

) teacher'in terms of‘both]instructional planning_and‘

e .

. Cevaluation. Lastly, current issues_in'assessing'children's

/ ‘éroblem'behaviors’will also be reviewed. . . - T

The review of the research literature is conducted

under the following headings.

1l

Historical Perspectives On Children' s Behav1or_‘
Disorders

. Research Relevant To The Ecological Perspective of

Behavior Disorders ,

Locus Of Control
Academic Self Concept o . : ‘ | 7

Issues In Assessing Children's_Problem-Behaviors

B. Histqrical Perspectives On ‘Children's Behavior
Diaorders; .

fIntroduction

Although thefsystematicvstudy and treatment of 11

. children' s behavior problems is largely a twentieth century

to much earlier times.

.fchanges in the-perceived#causes,‘assessment:and:treatment of

<

5

AModels of Classroom Management And Related Research'

This evolution.is marked by profound

children's behavioral'disorders. "In essence, thesge changes'

can be linked to larger societal forces such as the

religion, politics and economics .of the prevailing culture

9.

.38

‘A)!‘_'.f‘

'phenomenon, its evolution and development can be traced back



| ., 39

:‘of a given tl?B\““A brief examination of two major
developmental periods, Pre-Twentieth Century, from 400 B C.
to 1900 A, D., and Twentieth Century, from 1900 A.D. to the

present time, follows.

Pre-Twentieth'Century

Fragmentary archeological evidence and anthropological
,'findings suggest that early man viewed behavioral deviance~
jin terms of supernatural influences.p Stone Age skulls have'.
been found which show signs of "trepining , a procedure in
?'which holes were chipped in the skull. itself, apparently tog"

allow possessing demons to escape. Similarly, some early L

: -b\k

‘“frt the demonic possession model of .
; ‘n);:‘}i?v’,.‘

@gipts indicate that disruptive behavior

R
@ possession of the body by evil o

‘.demons, sent by God as an expres!&on of his displeasuren
Shamans and priégts attempted ‘to "heal" individuals through ;’f§O~'
‘prayer, potions, sacrifices, exorcism or even through |
fphysical abuse. No distinctionﬂbﬂ' made’, at this time,
between mental and physical illdhss (Schwartz and Johnson,
.1981). o |

' Although this view of disturbancezwas commonplace until

rwell into the eighteenth century (Kanner, 1962), these ”, #

- assumptions were challenged/as early as 400 B.C. During the

Greek and,Roman era,'ﬂippocrates rejected the demonic.

possession'interpretation'of'behayioral and physical.
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o disorders,“Instead,the postulated that these illnesses were
caused. by an, imbalance between the four‘basic body;“humors";

| .Blogd, Phlegm, Yellow Bile and Black Bile, (Lewis, 1941).

'Clearly, this notion was ‘an early precursor to the present
biophysical model of emotional disturbance.' In 375 B.C.,
Plato reasoned that disturbed ind1v1duals should not be held.f

,responsible for criminal acts they had: committed due to the ‘

lack of control they had over themselves. Later, 1n-90

B.C., Asclepiades formulated a rudimentary psychiatric

- classification of mental_illness and, in doing so, advocated

nhumane treatment of disturbed individuals:(Coleman, 1964)

o Similarly, in 100 A D., Cicero and Arataeus empha51zed'
the role of personal and emotional characteristlcs in

.producing mental disorders (Coleman, 196k) They placed

-'lgreat-value on such interventions as reasonlng and '

diSCUSsion, therapeutic exercise and diet, ‘and . a pleasantv

! rehabilitatizeﬁznzaronment The rQotg of present day

,psychotherapy and humane treatment for emotionally'disturbed
individuals appear to stem from . their beliefs. In v1ew1ng~
the causes of behav1oral deviance as bélng either organic or
psychological, treatments became a medica. concern - the

‘domain‘ofﬁthe:phySician‘rather than a pr: 'st, (Cullinan é;,__//*
al, 1983). o ' c |

’ .AS'the’Middle Ages dawned‘ Lthe emotiopally'disturbed:‘

-again became persecuted as Western society reinforced 1ts

N

belief in demonic possessi n and superstition as the chief

-
. -y



: causes of mental illness. As noted by'Schwartzfand Johnson

(1981)

in the Middle Ages,; the deranged and mentally ill were
turned over to the clergy and feudal secular powers,
who combined to punish the "agents of the Devil" By . -
" burning them at. tHe stake or otherwise disposing of .
. " them...(this) practice did not comp&etely die out until
the eighteenth century (p. 7) - I

,During the period ‘of the Inquisrtion, the Christian

Church -viewed both phy51cal and mental disorders as the .

result of Sln, guided and encouraged by the Devil Torture k

: and death were recognized as an acceptable means of both

B saVing the person' 's soul and protecting society at largef";ﬂw¢
N S )

) L4

(Zilbocrg and Henry, 1941). “This p01nt 1§ clearly
’;:ﬁillustrated in the following excerpt, translated from an
-autobiographical novel wrltten by Gottﬁried_Keller LBe%pert,
1980); | | R L

"this 7 -year old girl ‘the offspring fZ’an aristocratic
family, whose father remarried after an unhappy first -

. matrimony, offended her "ngble, and god-fearing :
‘stepmother oy her peculiar behavior. Worst of all she -
would not join in the prayers and was panic-stricken
‘when taken to the black- robed preacher in the dark and
gloomy chapel. ® She avoided -contact with people by
‘hiding in- closets or running away from home. The local

- physician had nothing to offer beyond declaring that
she might be insane. She was placed in - ‘the ,custody of,

I a minister known for his rigid orthodoxy. The .

" . minister, who saw in her ways the machinatigns of a
"baneful and infernal” power, used a number of would-be
therapeutic devices.' He laid her on a bench and beat
her with a cat-o'nine-tail.. He ‘locked her in a dark -
pantry.. He subjected her to a period of starvation.

'~ He clothed her in a frock of burlap. Under these -
¢ Circumstances, the child did not last long. She died

»after a few months, and everybody felt relieved.  The
minister was amply rewarded for his efforts by !

Emerentiafs parents..." (p. 9. . . e
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The decline of the Church s influence and the '

42

‘subsequent end of the Dark Ages gave rise to .a different
' 'perspective on mental disturbance and behaVioral deViance.
Renaissance thinkers such as Erasmus, Francis Bacon, Thomas
{ More and Juan: Luis Vivres placed great emphaSis on

'fv‘individual rights, freedoms and otential Collectively,

they challenged traditional noti ns of behavioral and
“'emotional functioning by maint; ning that there was ‘a clear
distinctidn between the human soul and human behavior.
'Erasmus, in particular, expounded enlightened Views on both
- the humane treéfmegf\;i behaViorally disordered persons ‘and
':the education of chil n, in general. %lthough these ideas
:had little immediate impact upon the treatment of the
iﬂemotionally disturbed th%y did set the stage for the

,w;changes that occurred “in’ the eighteent§W§nd nineteenth

‘y

- centuries. i}ff[';]';‘} . ﬁ'ﬁ _;ﬁﬁ 57 IR
fkfiﬂ Phillipe Pinel is generaliy’?redited ‘with instituting

the use of the moral treatment";’ith mental patients in
1792 (Cullinan et él 1983).}fﬁt Bicetre Hospital in Paris,
he literally unchained inga%es whb were formerly put in
strait jackets and isoléied in dark damp cells. In dOing

t':so he maintained thaég“these mentally ill are intractible

"17::? only because they are deprived of fresh air and of their
S liberty", (Zilboorg and Henry, 1941). Similarly, the Frengh |

éf o physician Itard assumed that social and emotional

-

”ndrisolation could account for the behavior of

Cetigs A . ~¢i



- a "wil '-oy' found running in the woods of Aveyron f
(sh3 -l 1980) The therapeutiq_treatment administered to .

this BO¥ is described by qeutsch and Schuner (1970) as an
Iearly forerunner of what is now . referred to as multisensoryft
teaching - a set of techniques desigﬁed to el¥c1t reponses
through systematic use of all the ‘sensory. modalities.‘ :

The" nineteenth'century was dominated by the viewpoint

4

that mental illness and emotional disturbance were‘disease \

r»’i

tprocesses - that the indiVidual Was unhealthy ‘or’ organically'

flawed (Knoblock 1983) Treatments tended to follow a ,igi E

LI
¥ o
P

medical orientation through which institutions such as

mental hospitals and asylums were constructed to:
. T ,\

-"rehabilitate" children and adults alike.' In his book,,

""Children Through The Ages", Greenleaf (1978) maintains that o

'\-

. placement in such institutions did little more’ than

segregate and isolate disturbed cbildren frda society.
q‘. .
‘Schools, as institutions, also achieved little success in

effectively altering the behavior ofjﬁhese children rThe"' '

extreme forms of disc1pline they adhered to constituted

f

their major behavioral interventions for deviant pupils..

The latter half of the nnneteenth century, however,-was'“-_

marked by a: keen soientific interest in Pinsane children.'
&
,Physicians began to observe and describe the behavioral

‘characteristics of these children in elaboréte and detailed

N

case studies.' The beginnings of two major perspectives on.

emotional disturbance arose from these studies.',The organic

.
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Uviewpoint, whose major proponents were. Charcot and Kraepelin

-(Reinert, 1980), emphasized such factors as genetic

‘i’

jyclassification system based on this perspective which

;'rin the development of psychotherapy ‘as an intervention

inferiority, atmospheric conditions and dietary imbalances .
i L.
as Causes of mental illness.. Kraepelin developed a

identified two major clusters of symptoms' manic-depreSSive
psychoses and schizophrenia (Apter and’ Conoley, 1984). he

functional perspective, on the other hand, stressed the

1uimportance of the relationship between the indiVidual s

:h'-personality and the’ development pf ‘mental .illdess.

Different scheols of psychiatric treatment arose culminatingv

-

~lapproach (Newcomer, 1980). - . S o ’.:u'f

_ In summary, present perspectives on children 's behavior

-idisorders have been shaped by the attitudes, events and

‘fsocietal forces of past times. . Prior to. the twentieth

hcentury, children were typically perceived ‘as miniature

37versions of adults and when children's disorders were given
;-consideration at all they were mistakenly seen as downward

h'extensions of adult disorders (Achenbach 1974), Demonic

possession, biophysical dysfunction and personality

weaknesses were alternatively perceived as causes of

emotional problems, in which the affected individual was “

assumed to have responsibility for his or her condition. 'In

general little distinction was made between phy51cal and

, mentalvillnesses. Interventions and treatments, which
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' tended to be both punitive and harsh, were administered by

,_shamans, priests and later,‘sy physicians.' Special

A

.education for disturbed children simply did not then exist

. _,Twentieth Century o u SRR

Until the year 1900 few formal attempts to study
'children and their unique behav1oral problems were made
_(Kanner, 1957)5 However, the twentieth century»was to -
. become‘"the century of the child" just as. Ellen‘Key, at ,7
"Swedish sociologist, predicted in 1900 (Reinert, 1980)
.Significant advances in the knowledge of children s ,
"_psychological development and their physical and emotional
'well -being lead to several new perspectives on the treatuént
'and education of disturbed children. In essence, these new
‘theoretical perspectivet;%h children s behavior problems
formé%.the conceptual foundations upon which several
present day special education alternatives for disturbed
children are based The following section will highlight
some of the pertinent academic interventions, social changes
and . cuktural conditions that contributed to the increase in
special education“programs for disturbed children during the
past thirty-five years. . , |
The sé%dy and research dealing with various aspects of
children s psychological development began, in earnest,

early in the twentieth-century, Although actual studies of

severe emotional disturbance in children were not COnducted
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:prior to the 1930 s (Kanner 91962), several key notions

about children -3 pehavior in general were formulated much

- 'earlier. From the work of Wilhelm Preyer, G. Stanley Hall.
" an American psychologist and educator, adopted a technique =

,involving the use ‘of an obsérvational questionaire to gather

data about children. 'He also propounded the concept that

3the child passes through phases of development that 51mulate

vthe stages of evolution from animal to man (Hall, 1904)

'Although later discredited this recapitulation theory

.,3‘.. - wad

-served to emphasize change in behavior as a characteristic :

. of childhood (Thomas, 1979) Hall's work also helped~‘
i-establish the modern view that the child is not mentally,

‘_anymore than physically, a. miniature adult. whose

intellectual capacities can be compared with those of

adults.

i

: Relatedly, the work of Alfred Binet a'French?

"psychologist, emphasized the notion of iﬁdiv;dual

intellectual_differences between_children.f Inorder to ‘

. a

differentiate between normal and feeble~minded‘children‘and1

‘to.predictvsuccess}in schoolf Binet devised.his.first'

‘intelligence scale (1905). vLater, at‘Louis“Stern'S'

suggestion, test items wege rearranged by chronologital
order inorder to arrive at an evaluation of mental age

(Schwartz and Johnson, 1981)- This lead to the assumption_

.that a child at a certain age. should be conversant with

:certain areas.of knowledge. Thus, the relationship between
g ‘ e v e
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,‘achievement andfdhronoldgical'aée'becamé'theistandard to”;:H

T,
compare the performance of %chool children with thdt of

s
i ..

to have impon&ant ramifications towards the diapnosis an

«”

their pq;rs (Erickson, 1982).' This early notion contiﬁu;

e
> : 2 -

‘selection of children for special education placements. t-*
’ -

Other,aspects of children S. development were also ':I{A'

researched and studied in th% years following the writings

of Hall and Binet Such research led to the rise in

"popularhty of ‘a new soience called developigktal psychology.

Inorder to describe and measure the observable changes in a-

chiLd s growth and behavipr from birth to adolescence, new'pi
.assessment techniques were devised Louis Terman and Arnold
Gesell,'among others, pioneered a_ new longtitudinal approach,

_,\\.. .

‘to® studying'the indiVidual variations among children the

,same age (Terman and Oden, 1959 Gesell,'1930, 1946 Gesellﬁ; \
=ard Jlg, 1949) By tracing the development of a particular B

: group of chifﬁren over a: number of years, these studies

A

demonstrated that children undergo a course of development

‘\...

:at different rates of advancement depending upon both

o
'physiological and sociological factors. Combined with the

~ clinical methods of Kurt Lewin (1936 1939), Jean Piaget

(1950 1963) and other’ developmental psychologists, these

1ongtitudinal studies have facillitated the establishment offw
objective norms for the physical, social intellectual,

emotional and behavioral development of children at

‘different ages. These norms, in turnJ provide important
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criteria foi standards‘amdujudzemen‘g

e the twentieth century has been the formgiation of several

7'children. Overall his theory of child development exerted

| psychology, including the analyses and diagnosis of

o
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A second ma?or outgrowth of the increased studY aﬁ&&

\~research of children s development during the first half of

\ o

gsmajor developmental theories. Each of. the five major

DV L i

perspectiVes on children s behav1or problemsldescribed

'Kfi'earlier in this study has - clearf? been influenced by the

. *

contributions(of,several notable developmental theorists.

For inStance,ythe psychoanalytic'concepts that Sigmund Freud
‘:developed in the 1920 s and 1930 S had a profound effect on
vl society s attitude towards childhood Although these
i concepts were not based on direct observation of children,
-'“he contended that adult.neuroses had origins in early

‘childhood experience.' Freud's hypotheses focused attention

.a ? ’ o ...

“on the child parent relationship and laid great

responsibility upon parents for properly rearing their

‘ ﬁsignificant influence over a number of areas of child

perdbnality dysfunction and the thenapeutic treatment of
deviant types of development (Thomas, 1979). | |

Responding to the emphasis that both the psychoanalytic

v

iand behavioral models placed on environment as a determinant
‘of children s behavior, Alfred Adler, Karen Horney and Harry

- Stack Sullivan added new dimenSions to the study of

").,;..;
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‘disturbedvchildrenrf'IncorpOrating Benedict's (1934)

",ffindings that suggested that a relgtionship between

[3

'sociocultural ggctors and.mental illness existed these ' r“'

'Adpsychiatrists 1ncluded parents,‘siblings, peers and

i 451gnif1cant others in their studies of childhood deviance.
As noted by Rhodes and Sagor (1974), this development
: contributed to - the quion of organic, psychological and .
sociological v1ewp01nts 1nto a holistic approach "i e
By the end of the 1930 S, tﬁ% level" of academic and
;societal concern for disturbed children had risen
!significantly. Child guidance clinics (Kanner, 1957- Knopf
_1959) were set up based on three premise5° (1)'there were.a
' surprisingly great number of behavior and emotional problems
"among children, (2). existing services were totally
- inadequate for children with behavior disorders, and (3)
most children s behavior disorders were neither hopeless;or v
qpermanent (Rie,'197l);‘ ‘ | |
o In‘such clinics,- a multidisciplinary approach was used |
Egto treat’childrenband adolescents.‘ hfter havind their
"pchiidren interviewed'and asseSsed-by pSychologists, parents
were ‘contacted by social workers and treatment was provided"
byipsychiatrists (Achenbach 1974). The ciinic staff also
inte%faced with both the schools and juvenile courts.
dRelatedly, both the Council for Exceptional Children (1922)
Lo

and the Ametican Journal of Orthopsychiatry (1924) were

‘founded to address the emotional and educational needs of



%

by psychiatrists (Achenhack, 1974). Théwelinic staff also;fy’“

' interfaced_zith both the schools and juvenile courts.il/“'

Relatedly, both the Council for Exceptional Children (1922)

;and the American Journal of Orthopsychiatry (1924) were

- _
founded to address the emotional and educational needs of

1

disturbed children. In 1935, Lauretta Bender and her '“‘

-colleagues organized two classrooms for: psychotic and

'schizophrenic children at Bellevue Psychiatric Hospital in

. New York ‘This "hospital school" program was successfuli

vspeCial-education. With the return of many servicemen'lv'

.su\h-as autism, psychosis, mental retardation-and

-

~and eventually became a model for others (Kauffman, 1981)

World War II had a definite impact on the growth of~ |

{

suffering from a variety of physical sensory and
psychological disorders, many parent organizations began to

demand more appropriate services, including special

.education; for ‘their handicapped'children.7 While surveys.

. . s s
of children's behavior‘disorders were being cdnducted, two

antitﬁetical trends developed. Theorists such as Kanner

(194‘0, Mahler (1952) and Bergman and Escalona (1949)

'mai!lained that differences in the etiology of illnesses

‘v

sdhizophrenia-existed Further, they held that these

differences had direct implications for treatmentt In

contrast, Rank (1949) and Szurek (ﬁ956) supported ‘an

indefiniteness in the classification‘and labelling of .

- 56
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%§;d£hildhood disturbances. They favored ‘the term . "atypical
ﬂ ﬁﬁild" to designate any severe distu!bances of childhood. V'ﬁT
Throughout this debate, a host of educational |
:intervention formats, including consultetion, special |
classes and special schools, ;ere initiated Bruno
Bettelheim and Fritz Redl established early forerunners of
,today S group homes to provide a therapeutic, educational
; environment for aggressive and delinquent boys. “As, noted
‘by Apter and Conoley (1984), special eBucation for S
disturbed children in public schools was close to becoming .:"
'af,an established diSCipline by the 1950 s. Residential

,utreatment Centres yere also being established based on both

':,"-._Carl Fexiichel : ‘.fLeague School with its psychoeducational :

\‘.\ <o . ' 0 )
ard Kornberg s psychodynamic ’ '

A

‘program at Hawthorne—Cedar Knoll School (Cullinan et al,

»curriculum model and

f1983).,,nuring thls period the psxéﬁbéynamic model

..ﬁestablished 1tself as_the maicdfunderpinning\of both the

Qr" . . . - )'Zv v,-,.

'publhf education and residential treatment model of .

Rty

f;i»f_“disturbed children.,jf”

o By the late 1950 s and into the 1960 s the behavioral

'gan to have an exceptional impact on the education of
'f“disthrbed children., Viewing behavioral deviance .as
ggqrﬁéf?eSSentially maladaptive behavior that has been developed

-ntand maintained through reinforcement and punishment, this

,’g"ffapproach offered numerous practical applications to the af_

¢ ) _ . -. v o e 1 L .




"*fdeveloped the "Crisis/Helping Teacher model as an

classroom setting (Woody, 1969 Cowen, 1963; Hewit! 1968).

':_-Applied behavior analysis and behavior modification, two

:related, yet separate behévioral interventions, were w1dely

used thfoughout 1960 S and 1970 s with disturbed children. _

_ Hewitt s "engineered classroom" (1968), Quay. et al 'S "token':

economy resource room" (1971, 1972) and Hops and Walkerfs
"CLASS program" (1976).represent but"a few‘of-the_many1‘
’applications of behavioral prinCiples.’ Behavioral" o
'researchers‘.lso contributed a profusion of behaVioral

assessment &% ﬁniques( aynes and Wilson, 1978) and single

‘ case experimental ns . for determining treatment
; effectiveness (Hersen and Barlow, 1976).

Educational programs .and strategies based on other

5perspect%{ ':.children s behavior disorders also appearedl

iin the i&éé“iéso S andainto the, 1970 S.. Applying |
}_psychoeducatﬁonf? interventions, Nicholas Long (1974) set
_up the Hi}lérest residential and day- school treatment )
:'program for behaviorally disordered%children. Similarly,
4 Mary. Wood (1972 1975) founded the Rutland Center to
'Hprevent the need for institutionalg;*ng disturbed children
fby providing a comprehensive, multfﬂﬁsciplinary

_intervention within. the cgmmunity. Alsoigsing a

@”psychoeducational approach William Morse (T97|, 1976) .

2

.alternative to special class plaCement_ o

K

e
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) (Newcomer, 1980)._'

As: described by Gadow (1979), the use of psychotropic

'vmedication to chang the behavior of disturbed children ,
- also began in the: 1960 s. In addition to redeiving an

‘ educational intervention from .their teachers, these

children were_concurrently placed under.a physician s care

for'medical therapy.'.In diagnosing the disturbed child s

'behavior as the result of physical disease of defect thev

‘physician perceived the major contribution of the teacher

to be the provision of the educational program Few'c‘ '
h
educational implications beyond this role were stressed o

Viewing childnen s behavior disorders from an -

o -

"ecological perspective, Nicholas Hobbs P1966 1974) was,
‘instrumental in the development of the“?roject Re ED"'

program.' Hobbs endorsed the notion that a behavior‘

disorder is a dysfunction in one or more of a given child s

~ecosystems - family, school, community - rather than the

+

sole property of the-child While a child was enrolle@ in
?the Project Re -ED program, . additional staff members horked

' directly with the disturbed ecosystem inorder to increase

&

more appropriate ones (Cullinan et. al, 1983) j Figure 3

indicates the close relationship that Hobbs (1966)

. enCOLraged~among various-components bf the child g primary-f

socializing systems.

| '.._'53"

_ tolerance for. the child's deviant behavior and to. encourage |
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In essence, dlfferlng perspectives on thefcauses of

children s behav1or d1sorders have resulted in ‘a great
‘ddlvers1ty of 1nterventions by a varietv of mental healéh
‘profe551onals over ‘the past thirty-five years. Although no
' 51ngle perspective gfs gained universal acceptance, o
each model has had an 1mpact on the spec1a1 education.é":
//3 provi51ons for these children.‘ In addition, each - j
o tonceptual framework has developed several effective.j”
1ntervention techniques and strategles. Reinert (1980) has’ -
suggested that a synthesis of these theoretical approacheg:3 | N
‘_may best equlp the teacher to manage the disturbed child in-
“the classroom.;' . | »
, TOWards thlS end he proposed the following ecological L
'model of. childhood dev1ance illustrated in Figure 4.
Reinert env1Sioned the child at the centre of this model‘
and acknowledged that both internal and external force&

J

have a bearing on his or her behavior. Further, he assumed

that when biophysical factors aéeiintact the child has a

SOlld foundation.on which to develop. Conversely, lf this,
:'biophysical base is impaired through prenatalbor postnatal

;1njury, genetic disease or a chemical imbalance, the

v

R Chlld s opportunitles for normal physical mental and

emotlonal growth are reduced The left sxde-of the
&y

“triangle includes both the appropriate and inapbropriate
. 1earned behaviors that shape ‘the chixd' s ruture. The

;psychodynamic factorsracknowledge that.childhood ; - oo

g



. The ‘Ecolagical Model

Of Deviance

Adapted Froﬁ. Reinert, 1980 p. 132.
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: experiences, child rearing ractices and other facets of .

'psychological development have an influence on ‘the cpild s -

personality. Lastly, both sdciological and ecological

&

-factors encompass the child s growth and development -The-
next section of this reView presents the research findings
relevant to this ecological perspective."‘ ‘ »

- Biv Research Relevant To The Ecological Perspective Of |

Children 's Behavior Problems o e L

Introduction. - e

The ecological orientation, which fqrms the b&sis of

IO

this study, Views the emotiqpal and behavioral probiems of ,bé'

a‘“‘ *‘ ‘ . . 0'
disturbed children from a much brpaderlperspecgive than IR
‘either the deviance or disability approaches do._- t.ﬂ; EE

stresses the importance of examining a child s entire o
"life -space" for sourcqs of disgurbance. Disturbance is--!
perceived to be a ﬁ%smatch between ajchild s abilities and

0

the demands of his or her environment Interventions that
5o ¢

. either increase a child s abilities to cope -with social
.Situations or decrease environmental pressures can - reduce
disruptive behaviors (Apter, 1982) As noted by Paul ande
Epanchin (1982), uniquely ecological interventions simply
Jdo not exist Instead intervention strategies developed
in other conceptual models are adapted to fit into an

';ecological framework Therefore, research relevant to the

ecological model focuses on. the various systems A




s L

(Bronfenbrenner, 1979) that children are a part of and that T

!influence their behavior. The following section attempts
“to establish the releVance of ecological factors, namely

'the environmental andgiocfaa circumstances in which

1979), in both asse551ng

Ecological Research’ On Children's‘Behaviorf?roblems

. | - v - | s o g
Rutter (1975, 1979, 1981) and his colleagues conducteéﬁk

several studies- which examined the impact of social systems

“on psychological disorders of children. In 1975, Rutter, -

Cox et al investigated the behavior of ten year old

children living in two very different areas of Britain - an_

-
inner London Borough (ILﬁ)'an a'semi rural areg on the

Isle of Wight (16W). f%achgg re asked to complete a
a number of children in each area, plus a randomly selected J
group were intensively studied. The mothers of both groups

of children were interviewed to gain information concerning

family relationships and social circumstances._ Fathers

_,(?
were interviewed separately, for briefer periods of time.:

[N

further info;mation from classroom teachers was also

systematically obtained Results of this study indicated

4

that inner- city childr were rated as deviant about twice 1
as often as their semi-rural counterparts {ILB boys, 24.5%;
ILB girls, 13.2%; IOW boys, 13.8%; IOW girls, 7.1%). Thé

checks that the authors riade to ensureithat teacher
-;@. - o . R ‘ »

..,2
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"thresholdshwere not,different in the two areas providedw
’istrong subport for the notion that there was".real~
',difference in the deviance rate of ‘the two areas. -
Similarily, the rate of prevalence of psychiatric disorder
was twice as high in the city children (25 4%) as it was .
for the semi- rural sample (12 0%) The authors noted that
these findingﬁ could not be explained in terms of - N
-migration oéldisturbed families into the city, becauSe the
E proportion of parents of disturbed city children who had

'gmoved into the borough was, not higher than in the randomly
selected nondisturbed group. .

Rutter and Cox 1dentified four variables inorder to
,explain the w1th1n area and between-area differences.
'TFirst,,disturbances of family relationships,ras evidenced
;byothe number of marital breakups and the number of times
that a child was-given up to the custody of local n‘ | 5ﬂl;d
authorities, was much more common in ‘both groups of ’
disturbed children. A later study by Lavik (1977) produced ]
similar results. Secondly, the disturbed group had a B |
higher proportion of mothers, bué?not fathers, with
.psychiatric illnesses. Other investigators (Buck and N .
Laughton, 1959 Hare and Shaw, 1965 Richman et al 1975)7 |
using an epidemiological approach also established that
: mental illness in parents, especialfy mothers, is closely‘;"

linked to psychological disorders in children.i Third, noqu h

'clear-cut association,between socioecohomic status~andf"ﬁlé

A



'( ffound that the incidence of psychosocial problems of -

3.1{5l various kinds tended to be much higher in- the 1nner cities‘ft -f“u‘

uf“?fﬁcan have an adverse effect on their behavior.'u?

~ . . . . : . .
5 . .. 1 K > . 4 -

‘uchildren s psychological disturbances was found ﬂ%ath“ " :{ffflai
.(1977) did, however, find a correlation between guiﬂande?i;{:%u?ﬁéég
"clinic referrals and housing types in London./ Finalhy,:ulg;tg,fjﬁi:

several school factors had a bearing ‘on the rate of'?;}vi;f;néﬁ?;fii
s ke -

disturbed children. Disturbed children were more . iikely tO‘ﬂ

| attend schools '‘that had a high pupil/teacher turnoveru'

high percentage of children receiving free meals (an index !

.,..’ ?'

of poverty and deprivation), a high rate of pupil “: .:g” o

h proportion of immigrant children.h.'a

absenteeism andd
N B
' In essence, this study demonstrated that ‘a. Wlde variety of \'};#?

,ecological factors were associated with the prevalence‘of

"children s behavior disorders.""“ - _;d ,b_?f; L

In a- followup review of later studies, Rutter (1981) -},f{fiéd

@
_«than in small tbwns or rural areas.- The City 1nfluences

eemed to be of at least two very different kinds.

. e

el

on the one’ hand, the greatest effect seems to be on ce T
early onset, - ‘chronic. disorders in children which-are F .7
associated wtih severe family pathology. In this® BRI
‘instance,.the city. influences appear to act #ainly on -~

. the parents and on:the family, and only ‘indirectly on

. "the.children. . 'On’ the.other hand, ‘there.are also a " -

'fvariety of immediate and :‘direct effects on: radolescent *

. "behavior.: which operateé’ ‘through both ‘gschools and . '

?;community cireﬂmstances tpp. 623 24) e .

In order to ascertain the eqological factors @hat were,
b B .- . _
associated with suCCessful residential treatment <hewis oo

[
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=centers.; He concluded‘that the children S level of .

ey

L

‘ 3

‘)
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b
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(1982) reviewed a number of studies that followed up
disturbed children after they were released from treatment

A

adjustment was not related to improvements made’ during

e
treatment but instead to several ecological sYstem
factors.' Successful children were found to be different

from their Jhsuccessful.counterparts in three ways. First
significantly more supportive at discharge, despite ratings
being identical at admission. Secondly, the average number
of family contacts while the child was in residence was

greater for successful children. Thirdly, the percentage

of these contacts that were Judged to be positiVe was also

gfeater. Lewis concluded that ecological support was

ﬁsnecessary to maintain gro@th made by disturbed children and

youths ia. treatment _

Moos and Fuhr (1982) conducted a single case

L

s descriptive study to investigateathe use of ecological

e

concepts to,develop interventions for a disturbed

el

.‘ the successful children S "support stress" ‘ratio was. | e
: J

s depressed fifteen year old girl{w Beth Qh only child whose

parents weresboth highly succes;ful in their Jobs, had

drqpped out of school and socially isolated herself from

' "f1her peers.: A therapist assigned to work with the girl

&

i

%

found it very difficult to develop a relationShip with her,‘"

e
. as’ she continually provided ambiguous information about her
» . . q

".‘t ‘0_.m

- .o . N . Y

. o

l“iacademic and socioemotional difficulties. ~In9rd9r to, . -
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:"gather data without disturbing the natural interplay of :‘

. environmental forces, ‘the investigators utilized

Bronfenbrenner S (1979) ecological systems format

Briefly, this involved gaining information about each‘of“‘ '
, 5 L,

".the components that Bronfenbrenner identified in his”’ ‘ _'7*‘

A

conceptual framework namely the miorosystem, the o . gl
mesosystem, the ecosystem .and the macrosystem.: The authors )
administered the Soc1al Climate Scales,/a series of = "2
_.semi- structured int;rViews and four structured |
questionaires, to the family in two two- hour se551ons.'v
Three of the questibnaires, Classroom, Family and wOrk
~Environments, consisted of two forms, Real and Ideal. tThe.
:fourth questionaire, Health and Daily Living, prov1ded

information aboﬁt other relevant personal and environmental

factors such as ‘the family s social activities, stressful

: 'life events, social support system and ‘areas Of ?l,

disagreement- Once this comprehen51ve data-gatheringd'

i 6rocess was completed Moos and Fuhr were able to conclude ‘.

‘that

- a relatively c&ear picture of Beth s situation emerges
-from the foregoing information. "Mr, and Mrs. B. ware
highly committed to and satisfied with their jobs and "
described their relationship te each other quite /-
favorably. They both worked hard, enjoyed
considerable responsibility, and. were interested in
.pursuing their professional tareers a‘d‘obtaining '

- higher level managerial positions. 1In contrast, Beth |
was very critical of both home and school. Although
the family status quo was satisfactory for ‘Mr. ‘4nd ©
Mrs. B. in view of their demanding and rewarding work

; environments, it did not meet Beth's need for parental

' warmth and support, expression of -feelings, or thjﬁ
: : %

. . . . . y g
-~ ’ ) ) f A'v\:-i}', )

S

}
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sense ‘of beiongingn W;ighat emerges from shared

partic1pation in facgj;‘?ctivities (p.- 118)..,

_Moos and Fuhr concluded that an ecological perspective
helped,to establish a‘connection between a_discordant
';family_sYStem and Beth‘s problematic behavior;,as-well as
to suggest suitable interventions;.~Further,‘theylfndicated

_that the information derived from ecological assessment’

¥
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procedures can,sensitize clinicians to the relevant factors

and.interrelationsnips'in'the micro-, mesp- and exosystem_
influences and to tne subtle ways. in which}such influences -
can ‘disrupt a workable equilibrium among other' ‘
1environmental systems (p. 121). .

Edmund W. Gordon, editior of the American Journal af
Fen

Orthopsychiatry, noted in 1982 that the ecological

- perspective .was being a;plied to primary prevention/in.
pediatrics, clinical intervention in the treatment of
children and youth and towards understanding the complex

problems.associated with the learning-disabled child. wﬂhei

next section;of this review will examine tbe application of.

' ecologicaluprinciples in classroom manaaement;ﬁ



" D. 'Models_0£ Classroom Management‘And Rela%ed Research

Introduction [ | e

) As previoushy indicated, the teaching of behayior
disordered children incorporates two major con51deration5°
theories of behavior, that is, the nature of the problem
| an*theorie‘s of instruction and classroom management that.

the educationalltask The next section of thisoreView

is
wil address the latter conSideration, namely, maintaining
 dis¥q§pline and order in the. classroom.

*M. Charles (1981) has stated that, "discipline's not:
everything, its only a small part of teaching. gBut,it s
llike the foundation of a ‘house: ,nothing can be built
without it,"'Yp;a3)."Several.conceptual~models concerned
.with‘the development and maintenance of classroom,
management'have.been proposed Each of them tries to
encourageltheISQcial and interpersonal- behaviors that are
likely to maximize the learning and teaching of any group‘

» of pupils and teachers. Individually, however, these ' o

models reflect divergent approaches and attitudes towards

;achieving this goal The following section will begin with _

a description of the three broad categories under which
-each of the' existing conceptual models of discipline can»be
classified Next, a brief examination of three models thlt

r d‘ "
are particularily pertinent to the present study, Redl and

e
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Wattenberg s psychoeducational approach,.xounin s group
"manageriel approach and Dreikur s teleoanalytic approach
‘will be presented Finally, an eclectic, consensus
_framework for integrating these ﬁhree theoretical

'perspectives, the systemﬁtic ipstruction model, will be

outlined. ~ . ks

’
o

“Preventative Discipline e ;T _; St

Charles (1981) has stated ‘that there is si)\ificantly
more to discipline that simply correcting children s
o misbehavior. Basically, he has suggested that discipline

has three, equally powerful components'“ preventative,

N
supportive and»Corrective;discipline.' Preventative

‘~discipline‘refersfto"a series of'ten factors thatvthe

vteacher can maniﬁﬁlate in order to prevent misbehavior.

coLA

"Six of these factors occur during preparation to teach,

‘They include, (1) the physical setting of the classroom,_‘

'tincluding seating patterns, lighting and roém temperature,
(2) curridulum, including a. ohaLlenging variety of
‘dbjectives{'activ1ties and materials, (3) a decisive

v attitude of the teacher, (4) realistic expectations and

1imits, (5) clearly identified support systems, including T

—parents, other teachers and administrators and (6) ;‘fmﬁ:,

‘preparing for special and unexpected events, which involves fh”?f.
. 9 : : e '.. *’R- (
the use of substitute teachers and the preparation for '

-,ixemergencies. The final four,factora relate,directly_to the.{,'gfg”
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-teacher s performance, (7) the management of teaching wlth o

,nattention to routines‘and the delivery of lessons), (8) the ;

-"mannerisms, gestures and speech the teacher uses while

“directing lessons, (9) genuine, congruent communication

[with students and (10) fostering a' sense of'acceptance and

'hbelonging with pupils (Charles, pp. 220- 225).

~

. B )

Supportive Discipline'i“

Supportive discipline strategies are designed to be.

v,used at the first signs of - incipient misbehagior in the
',classroom. This facet qf discipline consists of several L

subtle techniques that the teacher can implement to assist _‘R

& s

pupils to main in self discipline. Supporting R

self control refers to a group of interfering strategies_~

that the teacher can use to get a pupil back on course,

'often unnoﬁlced by others. These strategies closely

resemble the’ first eight surface behavior. management

' techniques described by Long,,Morse and Newman, (1980)

Another means of applying supportive discipline is the

. ongoing reinforcement of good behavior. Informal nods,

smiles and words of encouragement demonstrate to pupils

behavior.‘ The t

that the teacher i aware of them, their work and their
QLZher can also keep pupils on task by

requesting appropriate behavior. Such requests can be

accomplished by using cues and questions to remind pupils

‘_what they are suppﬁgfd to be doing. .' 'v ' A



s -

Corrective discipline consists of a variety of

‘techniques that teachers can apply to suppress, ‘correct and

e

»rechannel misbehaviors. These techniques are used only

e

‘after preventative and supportive disciplinary strategies

_have failed to reduce inapprOpriate behavior.“,

According to Long, Morse and Newman (1980), putting

. pupils' names on the blackboard confronting their

misbehavior verbally and sending them to the principal s

.office are examples of this type of discipline.,‘In )

essence, thé primary aim of these stgategies.is'to stop the

-disruption and'then assign meaningful conseguences—to.the"
- pupils for their behavior, For”example, all of,a teacher's

: preventative and supportive attempts to have a pupil stop

67

_ In addition, the teacher ‘can apply supportiva
édiscipline by resolving conflicts that arise in the
classroom* without producing major disruptions in class,_ S
h 'routines. Charles (1981) has also suggested that " &
' techniques, such as verbal reinforcement and active _' ;
'.listening can be an effective means of strengthening a ;
;teacher pupil bond in ordef * Af'-te misbehavior. |
Rinally, providing a;variettv f}ss experiences can {
’niotivate pufpils':and..' build R concepts, while |
. removing many of the causes . of—their misbehavior (Charles,
pp, 225~ 230) S K
Corrective Disciplinei'l - - T - : : LS

.



';fadvocate a- great;diversity of. corrective interventions.;ﬁéfj*

-~

'T;PrﬁVentative discipline' suPpbrt.‘

'*correctlve discipline.” While this approach w1ll not

-study embody the three facets of. discipline that Charles

Lrocking in his desk may have failed ' Therefore;dthe-
teacher emphatieakly states to the pupil how displeased he -

ais with this behavior. - As a: logical consequence to the ,"

!

";misbehavior, the teacher insists that tne pupll stand .

1 L 1

fbeside his desk rather than sit in 1t for the next class
N_period Clearly, redirecting a‘pule s maladaptive '
tbehavior into a more approptiate-form is’ the primary'aim of
‘;corrective discipline._ As ‘noted by Charles (1981),

'{different conceptugg models of classroom management

3§

o .
‘

In summary, harles (1981) has concluded that

effective classroom.management puts equal emphasis “on

v / ‘

?discipline and

K i

N

ieliminate all discipline problems, it ill permit classroom :
84 teachers ;b buihd a system.of discipline that matches the

{ :
ﬂ.needs of both the pupils and thémselves lCharles, p 231).

. ot

V'Together,ethe three mbdels of - _g; .'*s?f= . '_}

v "' A . .V?
classroom management selected for\the purposes of this K:

*has proposed as illustrated in Figure 5

N

o
14 e

ve
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PREVENTATIVE - - .. SUPPORTIVE  CORRECTIVE

Redl and Wattenberg

A'.Fl-_s--—frc;-‘ _________ ;__r;a-j" '{f ;‘l

Kounin

R 1'fﬁgfx il L 4 ‘ ST,
o B P4 - o s = > = - —— - = - ——— . i : R - %

T TR : Figure 5 s
e B The Three Facets of Discipline . '
E e .. and ‘

' . The Conceptual Models .of . Classroom~Management
) 'ﬁjig“ - “m ; Adapted From. ‘Charles, 1981, p. 232

A brief reviewdof‘the basic assumptions and co cepts BRI

a assocfated with the Redl Wattenberg, Kounin and‘Dreikurs

models follows. Sl T ) . s T

. “ N T A " * ! r
» : : A ; LY .
’ . . R ' : c : ' ‘L . =

T HThe»Redl;WattenbergvPsychoedncational_Model' .

The psychoeducational model of classroom management

was devised by persons trained in the concepts of ";\:;;;)y

]

L psychodynamics, but who became/dissatisfied with the S
, > _

L emphasis on, 1nd1V1dual psychotherapy and permissivism.,f

"ﬂ o .While not abandoﬁlng psyehodynamic concepts altogether,.the

.~. } u g
frﬁf proponghts of the psychoeducational modeb atte

l'\' . —P'

~'Jw1th academic failure “and” classroom misbehav7

e - Yy . . T

”‘That is, while concern for unconscious motivation and

J

underlying conflicts was not entirely set aside, techniques'\

“fwere developed for dealing with the surface behavior {h -

'problems.of groups of children,(xauffmanfand Hallahan,_,,?-‘
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1981, P 1715.' Redl and'Wattenberg'S'approach to?classroom<”
managegeqt focuses on the social and psychological fofces
that affect dh&idren-s emotional development and behavior =

~in the classroom. A description of the four underlyiné - //
-‘assumptions of this model, as well as the four groups of . | L
intervention strategies it suggests follows. '

One assumption that ‘Redl’ and Wattenberg make is that
;pupils behave quite differently in groups than Ehey do as
’vindividuals.j They maintain that group expectations, norms
‘adﬁ values strongly influence individual behavior,vand

individual behavior, in turn,‘affects the group. Specxfic
'roles,‘such as the leader and the classroom clown,'are _i}&

l

‘"~(accepted by individual pupils because they feel that the .

enjoys them. By ACcepting such a role, a

~u;pupil finds a niche within the group and becomes»a_‘

g funcf}oning part of it In this.respect, Redl andv
OWattenberg view the classroom group as’'an- organism that SR

gcreates conditions Such that its members wilf.behave in,

l*cer%ain‘ways because they ?Elong<to Rt,.aththe same time,-tv
. the manner ih which the parts<:::ction affects the whoIe Rt
) e "‘"“‘ . :

(Redl and Wattenberg 1959, P

The related notion that groups create their own
'psyahological forces that influence individual behavior is'
another assumption of this model Psychoeducational,theory?f.
.'suggests that teachers require an awareness of group vfﬂ‘t'%

. X
dYnamics-in order to maintain effective classroom S ‘sH; .



T

=,
[

management Quite 51mply, ‘group dynamics are the '

psychological forces behind the group s unwritten codes of

\.

con_duct.i When these codes are contrary-to'the_teacher s

i g

'own‘codes- conflict and disruptive behavior occur.‘

_ Scapegoating, which occurs when a group atte;pts to y

. the classroom is

ﬁpf-theiteacher.:

displace its hostility onto an unpopular ind vidual or

subgroup, represents one . form of group dynamics.
TR
A third assumption of this conceptual framework is

-,

dividuals.andﬂgrﬁnps:behaﬂe;in

that the mannexr i

’ : .,luenced by their perceptions'
Accordiqg to Redl and Wattenberg, the

teacher is assigned many psychological roles by the "h

;iclassroom group, as. 1llustrated in Figure 6 ' In effect,u

-~

the specific roles that the ;eacher assumes are dEtermined |

-

'jby the grOup spneeds.» Redl and Wattenberg emphasize that

vvyconsistent in the,roles that\are adopted
‘

”individuag and class behavior, argeneral approach to o

g ,resolzing classroom conflic;n can be applied This

//o . ’l:

it is the t,;aacher s responsibility to be both steaoy andﬁ

£

Opae the teacher has a clear understanding of.the .

ﬁ ‘ " At - ° 3

'4effect §hat group dynamicséand expegtatrqns have'Shv .

'.a#"\ b

'iapp ach labelled diagnostic thinking by Redl and

~Wattenberg, represents ‘this model s fourth assumption. N

- When a classroom conflict erupts, these authors recommend

that the teacher first form »a hunch based on his or h§; _

1‘,general feelings towards the conflict, After gathering

-

e '!\j ,
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':,Teachers are representatives of soc1ety. They

reflect and develop values, moral attitudes and
vthinking patterns of the communzty. ' -

_f_Teachers are judeges. They judge the quallty of
.-,student s work, behavior and progress.,'

a

Teachers are a source of knowledge, a- resource
from which to extract information.

Teachers help students to learn y removing
" learning obstacles and fac111tat ng problem
°_solving.',AJ_ : R .

[%

_decisions when dlsputes arise.

Teachers are referees. They arbitrate and mage -\\;f’f;

0.7"- P
’Teachers are detectives, maintaining securlty in

: the- classrobm and. handing out‘conseguences.
“ 4\

;tTeachers are models. They model values, ‘manners-
e hdﬁbeliefs that students should imitate.

of béhavior, conszstent environments and
,Lschedules.}f” : .

-Teachers supbort. student égos .b. \ buildu‘xg
;self confxdence and Eettering se f images._»

.

harmonious and efficient group functlonlng. :

N . FE R -

hero worship.,

| | Fiqure 6
Psychological Roles .of . the Teacher

":ﬂAdaptedvFrom, Charles, 7981, pp. '36-37.

’Teaéﬁe s aré ‘group leaders.' They facrlltate fv;,

Teachers-are surrogate parents. They are‘a source

Q'.
-5
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. Teachers . reduce anxiety by malntaiﬁing standardsﬁz,

RS I " of agproval, aﬁfection and: advice. ik '
S T2 *Teipheﬁs are’alﬁo adversarfés Hor parents. They
oot A*f int;odube«dffferent attitudes :and values ko round
- _ '?< out childnen's viewpoints.< R . o
;.:yzli; Tegchers are targets of hostiLity:lj. ;'F f‘{ :
’ . ?34. Teachers are: friends and confrdants.a'They'can'he‘:
« ’ talked tOoand ponfided in. f’ ' ST e
VI . ‘ v . ,
2 15, Teachers*hre quects of affectlon, of crushes and

)"'
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obvious facts about the incident,,the teacher should then¢ "
Tr
search for any hidden factors that may be’ involved peen
D ‘_1 -

'oof'a particular child s background or dnvolVement fi
Next the teacher ahould apply the facts, ‘ rﬁ
ution prove : -

-acher max have I~

‘to diagnostically reexamine the data in order to generate

. A - X . _ ) ';D S
-an’ alternative Pplan of action. : v‘;T;‘»l 'v_;' L
Influence bechniques represe'_ia major strategy of >

this model ® A description of each of these techniques 15{;;],;;-
..fzoéated in Figure 7. " Redl, and Wattenberg SuggeStJIhat L i

"l theré are géﬁr ciiegories of rnfluence techniqUes‘:‘rjxf'sfpfiiag

;d>:Sgggéktinqbéél%g;OAt;él (2) offering situational ,;.;:ﬂli;\im‘

'kassistance, 43) appraising reality and (4) invokingﬂthe

- prqximity control iﬁterest bo'bstingJ tensién\ fl'- f‘ y

'.pain-pleasure principle.. The techniques considered to be'biﬁgffﬁ

.
%

‘.part of the first category include signai interference,‘;i.lfﬁ*ff

»'_;- B > ..‘ . ‘_'“_‘:_’1,:-‘
‘ . .3 : '~ .:" B
decontamination through humor and planned ignoring These

g -

techniques are designed to reduce misbehavior caused by

3 o DEEER

‘ momentary lapses in self control The aim of these five

| strategies outlined is to help pupils gain control of their

own , behavior. = . . . -1h. e ‘”fﬁ*5;7 v
g e L T
: o oo u v



"fflanned}iénoriné?. If the behav1or 1s°not likely to

“confident that it will: eventually Tun its’ course, the',

behavior can’ be ignored 14*; ‘ L_.t;._w,ﬁ N }g;il,:f"

‘;Signal interference.\Nonverbar‘c0mmunication techniques
. (egseyé contact, "hand gestures, facial frowns) can -
‘1gsignal to the student a: feeling of disapprovai and
*-jjcontrol e T _ Lot }

e .
'

'fh3 Proximitx control Standing near a child or caiefully
“placing ‘one’s hand on the. child's. shOulder can suppress

7.#:#-[. . inappropriate behavior, aad additionally he -a source of
PN “protection, - strength and identification for the
g o agitated student. ,;,;,“v_ AN __;Ly_b
"}f4 Interest boosting. Showing interest or-. enthusiasm in a -

,*?;:.child s work can 'renew ‘his or her attention to and

' interest in the task' R LR
B Tension decontamination through humor. A humorous '
v ¥ .7 comment or:.joke may. alleviate a tense and B R
S Q;:i*; anxiety producing situation.,. ,u¢_ L . f--',ﬂ;'}fi;,

- 6 Hurdle lesson5° Teacher assistance to a’ child who lS . .
-~frugtrated by the immediate assignment can: ‘prevent T s
 frustration-induced. misbehavior and aLlow the Chlld to

- "hurdle" the assignment s

'y v -

.ff'7 Restru&turing the clasSroom'assignment In 51tuations

P “in:which theé lesson may be. creating irritability,

i~ .. .boredom or, conflict, classroom tensicn should be"

S ::f; alleviated by immediately ehanging the lesson. .

;k fd;f Support from routine. '3 predictable daily schedule or‘
S e o P program ca be:used to allay the pupil's feellng £ T s,
L e anxiety from undertainty. o PR £7. _g‘,”
‘ -,.%‘L o LA R s

Direct appeal to valué areas: An appeal ‘to whatever -¢ ’

-;.ﬁ” values a child has: internalized ‘(eg.’ teacher-child o
e A rerationship, weality ‘of ‘the. conseqUences ‘peer. - ;Q.Pw”
-f‘u,;;““v reaction and. behavior code, or. teacher s position of ;

s authority) can'reestablish coﬂtrol IR B
S S S R S b Figure 7 ST
o Tl Surface havior Manqgement Techniques T
o e (Long, Morse ard Newman, 1980) SR e
e : : Adapted From- Cullinan et al, 1983, pa 156 *5‘»; RERCI
y;;:_u'§v g,--n-»:ufﬁ;aqv';;v;~ : ' :
*;Z;': . i B ,:hl

;fdisrupt or spread to otliers, and the.teacher feels - ,-u_;;l?'
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v"Phy51cal restraint If the child has lost control’ of
*~ his emotions ~QT’ a threat of harm exists to someone,

careful- phy51ca1 restraint can interrupt the behavior

, ‘Pproblem ‘and show. the pupil that the teacher cares
. enough to" protect him from his . own uncontrolled

'impulses.
| v Figure 7 (Continhed)_ L o
‘Surface Behavior Managementy bechniques
' (Long, Morse arid Newmaf,. 1980)

~ adapted From: Cullinan et.al,”1983, p. 156.

c
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»g-flo. Removing seductive objects' Whistles, balls, candies R
'*.7 ;. +and paints. are examples of . ‘objects that seductively
-+ ., ‘trap-impulsive’children to misbehave and” their ‘removal
.?gufavoids power struggles and group disintegration.

“Antiseptic b0uhcing. Temporarily removing the child or
2 askfng him to«leave a problem situation (eg. to carry:
. -a note to" the pffice) ‘usually permits"” everyone to
f_‘return to a’ normal procedure. e



.>~_see its underlying causes and foresee the probable

UfTRedl and Wattenberg state that teachers may then have to_»'

Hurdle lessons, restructuging classroom assignments,,

'vsupport from routine, removing seductive objects,

"antiseptic bOuncing and physical restr@int are the spec1fic

techniques R
by which the teacher can provide situatfbgal assistance.

Redl and Wattenberg suggest that these strategies should be

used when pupils cannot regain their self control w 'iout

teacher assistance. L
!

i
Through reality appraisal techniques, the tea

calls on. pupils to examine their- behavior in a con

onsequences of their actions.r-Due to the high level of

mx"‘ -

wiemotional stress present aurlng conflict situations, Redl

v;and Watterberg recpmmend that such discussions are most

-

.'effective when held '

.

;during a'calm period following the disturbing incident.
. '

After the teacher has Supported’self-control offered -

A3

-situational assistance and helped appraise reality, .

behavioral disruptions may still occur in the classroom.fr

ulinvoke the pain-pleasure principle by‘using rewards,
. ’ /\,\ . -
promises, threats and punishments to reduce misbehavior. o

-4

Aware of potential disadvantages of this particular group

of techniques, these authors caution that they should oﬂly

o, - ) y

" be’ used as a last resort. ". KR L .
4 : . o ' :

-
aE
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| - While Redl and Wattenberg suggest that L

| psychoeducational strategies are: 3ffective in modifying the

maladaptive behavior of behavior disordered pupils, little_
scientific research is available to support such claims,
However, two recent studies do appear to provide evidencevf
of the efficiency of these intervention techniques.-' |
. DeMagistris and Imber (1980) investigated the effects

of Redl s life space interviewing techniques on the

academic and social performance of eight emotionally

_ disturbed adolescent boys. These: researcher§ concluded

that the use of these strategies resulted in both a

decreasing frequency of maladaptive behavior and an.

increase in the amount of. time Spent on academic work

More recently, Beck Roblee and Johns (1982} investigated

- -

the effects of two of Redl s surface behavior management

techniq'es pn specific target behaviors of eight elementarylfy

0

.'school pupils who were placed in as specidl classroom for

the eMotionally~dishurbed The two teohniques which servedt”5’

y

-as’ independent yariables were interest boosting and direct L

appeals to values. A" within-Subject design was used with a_
prea- treatment.baseline of ten days,’a treatment period of'd
twenty days and a. post - treatment baseline period of ten

days. During all three phases of the research, frequency “;
counts of the target behaviors chosen for each student weref

‘made for. ten minute interVals three times a day using

' random time sampling procedures. These three frequency R

o e



ucouhts per-day:were then}averaged'across the eight'stu&ents
~and three researCh_periods;dvielding.a mean number of |
‘fmisbehaviors per subjectffor eachdperiod. These means were
then analyzed using an analysis of variance £or a
,hsingle-factor repeated-measures-design in conjunction withi
'the Newman-Keuls post hoc test of comparison (p.-233)

| The results of. the study supported the concluSion that
jthe use of these two techniques was effective in reducing
fmaladaptive behavior.v Both interest boosting and direct
'appeals to- values were found to be particularily effective
. with frustration behaviors such as "I can t do it“ "_ |
.'aggres ive behaviors such as teasing peers, withdrawl.
behavizss such as looking at the floor while talking and
foffétaSk behaviors such as making noise with an ob)éct;'.;v
- Cdting: a .e} significant difﬁerence between the -

T -

"?pre-intervention and intervention, and a .05 significant

7';fdifférence between pre-intervention and post intervention,.

immediate and a carry over effect after their use’ was&’:
. terminated They attributed the carry over effect to the

‘#ﬁpils having incorporated the two techniques into their'

‘Qipinteﬁhal c0ping processes.¥ Based on the results of this_]

s'ﬁ#;‘stud&?u ] k, Roblee and Johns concluded that their own =

'findings also provided indirect evidence for the utility of

_,Redl s other surface behavior management techniques

3
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‘.the researchers suggested that these strategies hangoth an

v.‘



i psychological needs}and problems, they still have to deal

: with the spontineou{@disruptive behavior that qccurs in the
U g

'»c1a§sroom._ Ccl arly, the child cannot be permiﬁted&to act

. out all of hiS ’feelings Of emotional StrGS‘sh‘b The‘refore,

;‘the teacher S thsk is to find Ways of‘in&ﬁhfering‘with the-t-f}l'
' behavior so tha it!does not disrupt the gFoup and still ‘{\ﬁf
may be helpful to a particular child Redl and Wattenberg
v',have identified four groups oflspecific influence |

techniques that can be applied towards the goal of positive

e ,classroom management ALthough this model is still based

'xon the concept of interpsychic influence on emotions and

behaVior, it places considerable emphasis on events in the

o+

'.home andﬂzzmmunity environments that may cause a pupil s
'f diSOrdered behavior. As Charles (1981) observed, the mafor
?COntributions of this perSpective have been in the areas of
preventative and supportive discipl&ne. _ | _

"A second theoretical approach that also emphasizes.
vpreventatiVe and supportive discipline, namely Kounin 'S

-y

ff:group managerial model, will nouibe examined



";Qiggphihig1§§puplhanagerial Model',"

. 1‘:.

The major focus ofihfunin s group managerial model is

on techniques to prevent behavioral disruptions from

LN occurring in'the classroom., Through his own research’intg///

”g.the associations betVeen teacher actions and pupil s
'~-,“‘disruptive behavior, Kounin (1977) has demonstrated that
\ there are a nUmber of specific“teacher skills which appear gé.”‘
M ,‘f{‘l’-ﬂxm TN e *‘a.‘“” - ’
o to be clearly correlated with increased pupil work :

’ ] : ]
_involvement and decreased disruptive behavior among pupils. »

AaIn essence, Kounin mintains that if pupils are properly
~"-.'motivated and involved in classroom learning activities,‘b
disruptive behavior will be greatly reduced 'Towards this
"'end Kounin has identified five hajor teaching vaiiables
;lthat he believes are basic to effective classroom
: management and discipline° withitness, smoothness of
transition, group alerting, learner accountabilit; and
‘r;pple effect (Martin, 1981' Charles, 1981) ’ The following
~'section will describe each of these five variables, as well
"as the specific teaching skills associated with each One
such variable is withitness. v | |
,\ Withitness refers to a teacher s overt behaviors that
igdemonstrate to the pupils that he or she is aware of - what
‘is going on in all areas of the classroom at all times.

-»Kounin postulated that it was. effective only if pupils were

.'3convinCed that the teacher aétualiy did know what was going



"‘on, In a 1977 study, Kounin established a correlation of

: 62 between teacher withitness and pupil's work

";'involvement, and a correlation ‘of 53 between withitness

-

: _and the absence of disruptive behavio& (Martin 1981, p :

111). Four speqific teaching skills demonstrate

o Y ’
withitness- desists, suggesting alternative behavior,h

”hconcurrent praise and description of desirable behavior

"Desists involve telling the pupils to stop

‘n‘.

. /‘

”ﬂto ‘an. alternative,_more positive behavior and may +

E cOncurrently ignore a pupil who is exhibiting offvgask /.

behavior while praising the non-disruptive behavion@gf )
ibother pupils.v This teaching skill simultaneously permits
-hthe teacher to avoid a confrontation with the pupil while
Afproviding him or her with a more positive means of gaining
'ﬁthe teacher s attention._ Finally, the teacher may o
\mdescribe, or have the disruptive pupil describe, the - |
v‘l'desirable behavior which should have been exhibited in a |

'given classroom situation.

_ One useful variable identified by Kounin is a smooth

'transition'from one classroom activity to another. Kounin :

ST Y . S e
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(1977% dbtermined that the ability of a teacher to, deal )

N s T Lo .‘v.

o> with‘dlassroom disruptions in ways® that did not interfere

»

with ongoing q1assroom act1v1ties and which led to smooth
.)tranSitidns-between different topics, correlated .60 with -
| > ;pupil work involvement and | .49 with freedbm from deviancy.”

 This variabie may’ bemdemonstrated by three teaching skills‘

R

'delayed response, timely interjections and smooth o e
®, @ v :. ) L v
transitions. Delay response refers to a situation in which

the teacher delays respdnding to an uﬁrelated pupil b
stimulus until a natural break in the classroom activityr
_'Timely 1nter3ections can also be a: useful means of ‘ . -
‘demonstratlng ‘a smoothness of-transition. Using thi’s |
- .skill, a teacher waitsofor an opportune -moment to interrupt
either a lesson or a pupll activity to 1ntroduce new or
unrelated information.' Finally, the specific skill of -
smooth tran51tion refers to bringing closure to oneh/d _—
classroom activity +before- starting on another. Having aw

;definite beginn%ng and conclusion to learning activities -

enables the pupils to maintain their concentration and ' =

bR .
i . 4

remain on-task.
Group alerting, another of Kounin's, teaching
strategies, involves focu51ng the attention of all class
‘members on the. desired activity at all’ times. Kounin
determined that. keeping pupils alert increased their S
on-!hsk behavior and reduced disruptive behavior in the |

classroom. ‘In fact, Kounig

1977) found that group




5v;requires the teacher to

alerting skills correlated .44 with freedom from deviant

’behavior‘during question-answer'discuSsions between ‘teacher

3

- and pupils. Borg (1973) has stated that positive

o questioning techniques, positive recitation strategies and

-

-alerting clues4

best demonstrate _variable. USing pos&;ive questions

question before calling on a pupil for a. response. This '

ensures that each pupil will have an opportunity to:

1pconsid;r the’ question before answering. Positive

recitation strategies simply refers to hav1ng the teafher

re the three spec1fic teaching skills which

ause 3 to 5 seconds after asking a
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call on pupils to answer questions at random, as opposed to -

"following a predetermined sequenbe._ Through the use of

,alerting clues, the teacher alerts uninvolved pupils that

they may be called upon to answer questiqa;

One important technique suggested by Kounin is learner.

| accountability, which refers to the notion that each pupil

»

in a classroom is responsible for the concepts and learning

,activities related to a lesson. 1In Kounin s study,.use of

the specific teaching skills associated with

JECOhntability, namely, goal directed prompts, work sharing_

and peer involvement correlated .49 with work involvement

-and .39 With freedom from disruption during classroom

| recitation lessons. All three of these teaching skills

'-involve the teacher showing an awareness "of how each pupil

w

is progressing, inrorder to.demonstrate learneff _ *3"‘
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accountability.' U51ng goal directed prompts, the ;eacher , 3.?.
focuses on the work plans or work progress of individual |
pupils. - Work sharing involves the teacher holding the

pupils accountable by‘having them either show their ac uaﬂ‘

- "work or’ demonstrate particular skills or- knowledge..

involvement refers to calling on some. pupils to evaluate or
comment on the work aSSignments or. verbal responses of
others. . . | |

Kounin's fifth and final major teacher variable is the

<
ripple effect It refers to the manner in which teachers

iSSue desists, a teaching skill associaéed with the !

previously mentioned withitness variable. Kounin observed

that . the way in which teachers use these remarks, which are

designed to’ suppress misbehavior, influenceS'the pupils ' 'gﬁi
that witness them. 'In short, the:effects.ofbthe desist 7~ f

given to a‘particular pupil ripple'outward to other.pupils..

Kounin studied the ripple effect in four settings..

) college, kindergarten, high school and summer camp. The

‘ author concluded that this effect is very powerful .at the'f g

elementary school level but it weakens at the high school

-and college levels, where it depends on. the popularity and

prestige of the-teacher. In the kindergarten study, Kounin

tried to. determine whether ‘the quality of the desist “

in;luenc the degree of the conforming behavior.

Three qualities of desists, clarity, firmness and

4roughness, w&re examined. Clarity involved the teacher



%

2

‘was’ unacceptable and listing the reasons for the desist

Firmness, an "Iamean it" attitude, was projecteﬁ

;through the application of consequences following

misbehavior. Roughnessvreferred to the teacher s use‘of7

- .anger, threats, physical handling and punishment 'Kounin

»di!covered that increased clarity tended to increasevb

conforming behavior in pupils who witnessed the desist.
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E naming the disruptive pupil, specifying the behavior that' ‘

Firmness in the desist increased conformity only in pupils*"

: who were also_misbehaving at the time. Finally. Kounin‘

found that roughness aid’ not improve behavior. Instead,git

"rupset the pupils in,the classroom, making them anrious,

confused‘andfrestless{- ‘He '‘also noted that the‘ripple-'d

: effect was very pronounced the first day of school but »

' tended to diminish as the year wore on (Charles, 1981,»p.

48). - .

As noted throughout this section, Kounin s ‘own studies:=

"'(1970, 1977) which examined the associations between

teacher actions and pupil s disruptive behavior provide

vmajor research support for the model Martin (1981)

L

observed that the statistical significance of these

Aassociations attest to the empirical validity of Kounin s
: claims. However, more recent studies have further4'

confirmed Kounin' s findings.' For instance, Emmer, Evertson

and. Anderson s much quoted Texas Teacher Effectivenesslﬁ
$tudies;(1979) indicated that effecgive classroom'

.L‘ -



management was clo&glx.inter related with effective

‘ instruct}onal management as evidenced by higher levels of

pupil work engagement and achievement

In this investigation, the researchers employed lti
Kounin s withitness and smoothness of transition v’
strategies._ The findings of this investigation_suggested ,(
that the more effective managers clearly established

themselves as . the classroom leaders; They worked on rules

 and procedures until the- children learned them 'The

teaching of content was importantJﬁor these teachers, but

‘they stressed- initially, socialization into the classroom

f'system. By the end of the first three Weeks, these classes‘

were ready for the rest of- the year. - ®n contrast to the
more effective managers,, the poorer managers did not have
well worked out procedures.. This was most evident in the'
behavior of beginning teachers.. For example, @ne new

teacher had no procedures for using the bathroom, pencil
',sb.

sharpener, or the water fountain, the children seemed to’

'come and gomas they pleased Consequently,_children"

wandered about enormously complicating the teacher's
organizational tasks. In essence, the major distinguishing‘
characteristic of the more effective managers was that they' '
monitored students carefully and when disruptive behavior

occured they stopped it promptly (Alberta Education, 1980,

W

pp 36- 37) Emmer, Evertson and Anderson interpreted this

» . . N T~

- 3
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__withitness.

. .
~

| gffinding as a clear example of Kounin s principle of ff pHE T

Pa BT

~ Voo
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In summary, Kounin s model stresses effective and

_ efficient group-management techniques in order to promote

‘eoptimal learning and .to reduce disruptive behavior mhé

< A,

.<'general intent of the specific'teaching skills that Kounin g

RS
'|

N stopping and correcting misbehavior tﬁﬁt as certain to. ’

-Dreikers teleoanalytic model focuses’gyrectly on dealing

o .
" has identijied is to prevent misbehavior from occurring in -

the first place and alternately,_to Hblp pupils maintain‘v

Self-control Unli the Redl and Wattenberg model the o
group managerial app oach deemphasizes the importanoe of
the teachqr s personality traits in maintaining classroom
—discipline and control However, neither model places a

great deal of emphasis on- corrective disc1pline.- Little or

{

no emphasis is placed on effective ways. of - confronting,

-

occur in even well-managed classrooms By - contrast ';' - &

-‘with misbehavior that occurs despite the teacher s use of

preventative and supportive discipline techniques. A brief

‘-examination of the underlying assumptions of this model L

"f followsﬂ/)

-r

' preikur's Teleoanalytic'Model :

The teleoanalytic model of classroom management is -

based directly on Alfred Adler s view of - individual

" developmental psychology. Using Adlerian principles,

3\ o "v



fﬁ_the classroom (Dreikurs et al 1982) 'He"

Umotives is necessary to change or alter

“‘D..» . o

5

Qteikurs}a@so outlines seVeral corrective techniques

&

ASOC@?lﬁ@nd personal well- -being. of individual

([‘(jx‘ﬂ S
ofﬁg é classroom group. . The next section of

o 5 g“'%pd
. ,‘;_é“

"ture review will present a discussion of the

ilassroom ,glanagement |

4“A ording to‘ﬁreikurs and Cas!".el”(‘l?\"H;j five_

-3 psychological premises form the basis of the teleoanalytic'

3“model These researchers explained that man is a social
being with a strong éesi e to ‘belong to a group, in order
”to gain status and recogn;{ion. All behaviQr is

purposefully exhibited to help children and adults to

,'belong and:gain significancerwithin a social context., The

‘specific behaviors*that are'selected to achieve ‘this goal
, of belonging are- theoretically chosen early in life. and
:lreflect an. individual s lifestyle. Misbehavior indicates

~"that an’ individual has chosen socially inappropriate ways

to belong and to be significant Dreikurs and Cassel also -

' .
13

Q@; ﬁ';.*desigﬂe@4to alter mistaken goals of . behavior in order to T

Lo %‘%‘.‘?” s

E



B behave or misbehave, however, they may sometimes be unaware_

89

3

»lposited that individuals have the capaoity to choose to( .f

.9

f@i;of the decisions that they have made.' These investigators
.f:falso held the gestalt view™ that behavior cannot be_ﬂ.“
‘\9L;under8t°°d through an analysis of partial characteristics.
ﬂfThe whole is perceived always as being greater that the sum.

hjfof the parts.‘ In order to comprehend an: indiv1dual it mayvl

_be necessary to observe entire patterns of behavior which 7

"'5\]1ndicate underlying motives and purposes. Each individual

. \ . S,
"has a different perception of reality. In essence, the

specific lifestyle chosen by an individual acts as‘a

tﬂ nsubjective basis -fot interpreting all of the social actions

perceptions may he biased or: mistaken.ﬁ

e of others., Sometimes, however, these 1n;i;pretations and-

X - o
Dreikurs has stated that children often act on the

mistaken perception that misbehavior of various kinds w111
-

< =

give them the social belonging and acceptance that they

desire. He has identified four basic mistaken goals of

)
children s misbehavior. undue attention, power, revenge Jh

displaying inadequacy (Dreikurs and Cassel 1974;

Dreikurs, Grunwald and Pepper, 1971). The

attention seeking child is influenced by the mistaken

assumption that he or she has significance only when he or.
she is the center of. attention. ‘As a result, the Chlld B

develops great skill at €xhibiting attention-getting

- mechanisms. When positive means for gaining attention



fail the child switches to negative, often disturbing
”'methods such as talking out of turn or refusing to do
'vfschoolwork without the teacher S. attention (Charles,.1981)
, Giving attention to these children dqes not improve their.
behavior, it reinforces it. '_ i o o "fj;t‘f-
Dreikurs also suggests ‘that the attention seeking

child may quickly develop an insatiable appetite for -

attention, requiring ever increasing ounts of it to

maintain a social posﬂtion a%d as se of belonging. lft
-Initially, the attention-—seeking hild will temporarily E
-cease misbehaving when repimanded or given attention.

However, a struggle for power, the sepond mi'

en'goal,v
occurs“after‘a teacher has tried for some;time' : top"
: forciblv the child's demands for attention (Dreikurs and
Soltz, 1964) .In essence, the child“mistakenlyfassociates
Hcomplying with a teacher s requests with a loss of personal
"power and esteem. He or she then becomes determined to use
power to defeat the teacher This need for power may be
expressed by lying,larguing, cbntradicting-or temper
tantrums (Charles, 1v981) In a constan’ stuggle with
,authority, the power- oriented child will tend to escalate.
his or her misbehavior when reprimanded.

According to Dreikurs, the mistaken goal of revenge
arises from’the intensification of a power. contest ~When

teacher and pupil become increasingly involved in a power

struggle and each tries to subdue the other, a transaction

"y
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' has essentially given up all hopes of, significance,

91

' ftensevretaliation may'deVelop.y-Openly hostile,

6 and defiant the child may proci7d to seek revenge

o

_*% der to feel significant and important (Dreikurs and

' soltr,w1964) ‘At this stage, the pupil senses a lack of"

kpersonal‘power and actively attempts to project feelings of

.emotional hurt on others. The goal of displaying :

inadequacy is used by a pupil who~is\dfeply discouraged and.“ ‘

'tjﬁexpecting.only-failure_and defeat.- With-very little_v
“eselersteem,;the pupil uses inability tovshieldbwhatﬂlittle

: self-vorth-remains; 'In-doing so,. the child avoids taking

any. personal or academic risks, seeking only to avoid any

situation which may cause embarassment or humiliation

' (Martin, 1981). .The student.beébmes helpless and |

[
- avoid any task that may result in failure. A)

-exaggerates any real or imagined weakness or defiCiency to’

To summarize,'these four m. staken goals represent
'increasing degrees of behavioral disruptions and

discouragement Dreikurs insists that it is imperative for

”3;;teachers to understand that a_ misbehaving child is only a

discouraged child trying to gain a sense of significance
and belonging. To help teachers recognize the fourygoals
of misbehavior Dreikurs identified four types of ‘ .
.attention getting mechanisms (AGMs) or patterns of

'misbehavior. The four AGMs' are derived from combinations

of'bipolar factors. Behaviorally.disordered.childrin\jigs



L R
2fbe ClaSSified as active or passive and they may use-f:V”f

,constructive or destructive methods. The combination of

v g

E the active passive factor w1th the constructive destructive o

-

'factor gives rise to four gistinct AGMs. (1)'

L

active- constructive, (2) active- destructive,”}3)

o passive constructive and (4) passive destﬁﬁc%;ve (Dreikurs N

,"’,.

and Cassel 1974). A comprehensive view ofﬂa child s

misbehavior may be obtained by associating,each oﬁ the four'

"goals with one or mqre of ‘the four patterns of misbehavior

“~(AGMsr  Figure 8 illustrates this notion.~ Once the'

-11‘

' teacher has identified which of the four goals of .~

<

.(*

»’misbehavior which motivates a child corrective‘strategiés,u

vcan be implimented Figure 9 describes the specmfic

"procedures associated with each goal -

v

‘ Dreikurs st?unchly,maintains that punishment is rarely

hcorrective in nature, but it is usually retaliatory
=(Dreikurs and Grey, 1972) For this reason, Adlerian
.theorists (Pepper and Roberson, 1982; Nelson, 1985)"
'recommend that teachers.use natural and logical'

fknces as an alternative to punishment. Natura?

'jences are based on the natural flow of events and

take place without adult interference. They are the-

~

_unavoidable consequences or inevitable reactions entailed

.by a child s actions when no one interferes to prevent
¥ . )

thess consequences from occuring. Thus, a small boy

<
t»

_'receives scraped knees as a result of running too quickly

Y:A

N
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ihot'things should not be handled, etc."Logical o

. . . . \ .
o . - . . e ’
b . . . .

on concrete, childrenvquickly.learn from-%xperience that

consequences, on the other hand,‘inmoive adult

interventions. However, while logical consequences are.

structured and arranged by the adult, they must be

experienced by'the child asllogiCal in nature. For a child

who ‘cannot sit in his chair, or who constantly tips it, a

logical conseguence might-be to remove the chair and allow

frthe_chiid'to stand. To be logical, the consequence

administe‘ﬁd’shouidioe directly related to the misbehavior
in questi&x (Martin, ‘198-1 p. 127). Hart’ll ~Walker et al -
(1985) note that these can also be referred to as
arranged" consequences. | |

| Use of encouragment,teghnigUes-is_another criticai‘

.feature'of this model of c1assroom management.

Encouragement is defined by Dreikurs, Grunwald and Pepper

(1982) asha‘continuods process aimed at giving theipnpil a

_ . , ‘
sense of self-respect apd of accomplishment.” Tt 'is used to

.

snpport'pupils as they attempt to develop seif-confidence
and recognition of their own abilities. Pepper and

Roberson (1983) describe encouragement as the selective

. timing of carefully programmed experiences for the pupll

particularily in the foxm of well- chosen reinforcers and

rwell—designed prompts._ In this respect, they note that 1t
) is very similar to the_process of shaping in behavioral -

‘theory. The crucial distinctionfbetween praise and

- I

¢
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- encouragemegt is that_the former reéognizes'the actor,

' while the latter. acknowledges the act itself. .goa.

1nstance, a Statement such as "You are a good' boy?"

reflects pralse" whereas a*comment like "The most impoetant

thing is that you enjoy playing soccer", demonstrat®s the

use of encouragement. In essence, praise gives an eXterna}

‘evaluation of the actor,'while encouragement assists the

‘
actor in valuing and appreciating his/her own skills and

actions'(Dinkmeyer and Losoncy, 1980; Martin; 1981).

ﬁaf-in summary, the teleoanalytlc model’ does not view

’disc1p11ne as a procedure for stifling 1nappropr1ate_

behav1or, but rather as an ongOing process in Which pupils
learn to impose limlts on themselves, to - be responsxh\7 for
their own actlons, to respect theMkelves and others and to

@

take -the resoons' lity'for-influencing-others to behave

_ weil In order to demonstrate the practical applicatlons

——————

of this model ‘a dlscu551on of the relevant research

studles.follows;

.

The teleoanalytlc a:proach contends that children with

~emot10nal disorders ofter. emerge from familles

characterlzed by a poor ;nterpersonal and environmental
ecology. Citing Bronfenbrenner's (1980) study that
directly relatedoearly inadequate soc;alization'with higher

incidendes of.truancy,'v ndalism, suicide and violent

crimes, Sciheider and fchnei ler (1983) contended that these:

children haVe'basically learned to belong negatively’rather
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than positively to society. They:describe these children

as being present -oriented and centered on maladaptive goals.
.that focus on- immediate gratification ratﬂbr than long term
investments in future goals._ Recent educational
'interventions for these children have been centered around
the notion ofklndividual Education (IE). I
Reeducation_programs emanating from the teleoanalytic

[ S

perspective on- classroom management have incorporated the

four RfEWSf Individual Education (IE):.ResponsibilLty,'
ReSourcefulness;lRespect and'Responsiveness (Manaster and
Corsini, 1982); The responsibilitv‘component is an
educational actualization of the teleological pr1nc1ple
~ that- all behavior is purposive and within the control of
the individual. Resourcefulness refers to the pupil s
movement toward active'and useful goals.. Respect focuses ,
on the'development.of'both self-respeCt‘and interpersonal"
'respect ' Within this component the pupll helps personalize

his or her program to. maximize personal feelings of

accomplishment without'fostering competition.

R
¥ “

‘Responsiveness refers to the development of true soc1al

interest and interpersonal empathy, whereas p051Q1ve )
discipline is viewed as being the primary soc1alization
process in schools offering the IE)program. In;thismmodel,
three basic school rules are stressed in IE schools. 'These
include, do nothing dangerous that could harm yourself,v

others or school property, always be in a supervised area



or en route from one supervised area to another,'and
finally, if in class a teacher should point at you, leave
the room 1mmed1ately and in silence (Corsini, 1979)

Pratt (1985) reported that IE programs were offered in

~nine schools, six located in the United States and three .:

jelsewhere. ‘Several research studies related to the effectsf

/

of the dlscipline and classroomlmanagement found in these
I1E programs have been conducted. Generally, the results of

these studies have been quite positive. Whittington -

(1977,1980)texamined the effects of the Adlerian discipline

and classroom management program in‘place at Hale.ofUlu
School on Oahu, Hawaii'on the incidence of problen
behavior; The researcher reported that many of the pupils
had past records of truancy, arrests, drUg abuse and
‘aggressive ‘behavior. Using school records, Whlttington

determined that during the three years before the school

"adopted the,IE program, 600 fights and confrontations

occurred. Remarkably, in the first 3 post IE years, only 2 .

occurred, Similar reductions were found in the number of
arrests, incidents of substance abuse and nOn—attendence.
A followrup‘study‘on the'post-IEbstatus of 35 pupils was

’ also conducted by Whittington (1980) Data was obtained
-'for 31 of the pupils one year after they were discharged f'
There were only 2 arrests for the entire year. Other

follow up data showed that 21 of 30 previously enrolled

students were continuing to attend,school or be employed

. —
Sa

“
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~alcohol.

" 9p
and that 28 of 31vhad no p}oﬁlem with;the use of’drugstor B

Lane (1984) conducted a school survey to determine the, -
perception of parents of the discipline program being
enforced at Jefferson Elementary School (JES) in,Pueblo,'
Coloradoi The results of this survey indicated that a high '
percentage of the respondents positively endorsed the IE

discipline process. Spec1fically, 95% of‘the parents

Vieyed'the discipline system'as fair and consistent, while . -

. 6B% felt that it helped theirfchild assume greater

responsibilityl 4Similarily,APratt (1984)Aaskedgthree IE
chool principals to complete a questionnaire relating to -
the discipline arrangements and levels of problem behav1or
in their,schools,3 When;asked what percentage ofvtheir
students violated any of the‘three‘lE rules more than twice
per yearq their responses-varied-from410,to'70%r
Thevresearcher also indicated that the'principals“
responses to questions about rule-violation patterns over.
time confirm that IE schools(dxperience the most frequent
violations shortly after installation of the system and
early in the school year with the fréhuency then - falling
off substantially.i The same three principals reported that

consistency of IE discipline arrangements helps attain an

‘ orderly school ‘Typical administrator comments were:

"Fighting is rare,here,”and back-talk is practically,

—

nonfexistent"; "Staff is enthusiastic and spend less energy



.on discipline and more on instruction- parents even use our
techniques at home" "The-discipline system helps create a
fine atmosphere for learning (Pratt, 1984).“ In answering.
""'"How pleased or displeased are you, on the whole, with how
©IE discipline arrangements have worked out in your school?"
all three prinCipals chose one of the two most favorable e
judgements on a given six point scale.‘. |
Based on the existing research literature, Pratt
(1985) concluded th%t IE schools experience substan _ally

fewe discipline problems than tradrtional schoolsv

. Moyeover, the positive benefits of the IE approach when-
‘onsistently applied were clear, as judged by the strong
endorsement given by teachers, parents “and principals. ‘It
should be noted that these results and conclusions may be
questionable for several reasons._ Pratt (1985) noted that
reporting the results of existing studies has been

difficult because of the fact that there has ‘been no formal‘

uniform method of reporting research findings.- Further, a

lack of commitment or money for research by various schools,

' has complicated research efforts. Finally, some of.the \\\\\Qi_’/
research material and data collected have not been made | |
available, for unstated reasons, to the researchers
(pp 40-41). As a consequence, Pratt recommended that
future researchers should seek agreement ‘on . fuller, more

systematic methods of collecting and analyzing data in ?'

2

o
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is effective for all teachers at all times. - Both Charf%s

S e e 101

B
\

order to afford a ‘more rounded understanding of the IE

a -

program. __— \

In conclusion, the teleanalytic, groyp managerial and ‘

-

. psychoeducational models all have notable - strengths and '

weaknesses. - The following section will‘present both a .

rationaledand a conceptual framework designed for

_synthesisingbthese'thrée theoretical approaches.

Charles (1983) has stated that the most important tool

<&

that any teacher can have is an effective system o ‘

o

fosters positive relationships and builds self- disc1p11ne

discipline, one that,stops misbehavior,ucorrects it,

within each child’ (p. 63). As stated previously, each of
the major models of . classroom management tries to encourage "

the social and interpersonal behaviors that are likely to

'maximize the learning and teaching.that takes placefin;the

classroon. _None of these theoretical approaChes, however,

(1981,1983) and Martin (1981) have suggested that teachers

construct their own personal systems of discipline “in

'-{order to ensure a goodness of fit between their own

strengths and personalities‘and the demands of a given
situation, problem, or pupil. -Rossi's (1379)'research'on'

the‘evaluation“df:human servicesidelivery systems

'S

indirectly supports’this notion. Rossi defined'human

) <
!

)
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vugreatest advantage. This«certainly typifiescthe role of

o L o2

'»services as those that dépend on direct interpersonal

,contact between a delivererQ such as aoteacher, and a

Q

client such as a pupil. In essence, these evaluation

studies suggested that effective human services treatments'
are typically delivered by exceptionally devoted persons f

_ who use their personal skills and strengths to their

——

the teacher responsrple for the education of behavior
disordered pupils.

In selecting models of classroom'management,for the
purposes‘of this study, a‘conCerted effort was made to
match specific theoretical strategies and approaches to the

BMC program teacher S own strengths and personality. As a

gy reSult. a synthe51s of the psychoeducational group
-_managerial and teleoanalytic approaches was formulated nIn

order to systematically and logically combine these diverse v,

theoretical perspectives into a framework which could be

applied to the practicalities of ‘the BMC program, an -

'adequate‘integrative model was needed: The systematic
' instruction model (DeCecco and Crawford, 1974; Dick and

7vCarey, 1978; Popham and Baker, 1970), which is illustrated

o w

in Figure 10, was selected for this purpose. In essence,

this model helps to ensure that the factors of,teacher and

_pupil characteristics and their‘interactions, relevant

school and community vﬁriables andcintended'outcomes are’

all‘given'adequate consideration. [These'fiveffactors were

PO
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: 1dentified by Centra and Potter in their review of school
and teacher effects 1 (1980). .
| .Teacher characteristics refers to. the match between an
1nd1v1dual teacher s\strengths and personality and specific
" ‘'management techniques. Elements of the teacher s
personality and style,'such as enthusiasm and degree of
structure, are carefully considered when selecting
problem-specific disc1plinary methods. Similarily, pupil
'characteristics refer to ‘the notion that pupils differ in
zterms of personalities, abilities, skills and behavioral
’ repertoires. Classroom management strategies must be A
matched both to indiVidual pupil variables and to the 7
.comp051te character of the classroom group. For insta@gﬁ?
the use of ph¥SlCal restraint and corporal punishmentgglth

a.pupil who ‘had been physically abused at home wouigg : .

fcertainly be inappropriate. ' !

Cooper, Burger and Seymour {1979) suggested that teachers

may have to employ a variety of approaches in order to foq&
positive, productive interactions with different pupils. 7
-.School and community variables refers to social factors

that act as either constraints or supporting resources in

Sselecting classroom management.strategies. The -County of
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Strathcona’s recent (1986) ban on corporal punishment in

public schools constitutes an example of this type of
.variable. Finally, the determination of intended outcomes

'simply refers to the setting oﬁ behavioral criteria throdgh

which the use of" a management strategy can be evalua?;d
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For the purposes of the present study, the syste atic_'
.

instruction model served as a useful aid to the
development, implimentation and ongoing evaluation;Ofv
"several diverse classfooft management strategies. 'Inv,
keeping with<Char es “1981L.recommendations, it enabled
elements'of preventative, supportive and oorrective-
disoiplfne to beﬂutilized'inuplagning olassroom |
'interventions._'Further,_ft providednthe‘flexibility .

' neededfto enahieithe_BMCteacher to select problem—specifio
intervention techniques from each of the three underlying

models of  classroom management of this study. Lastly,. the

syStematic instruction'model,permitted'the problem-specific‘

yuse of - psychoeducational group managerial and
'teleoanalytic strategies ta be systematically planned and
implimented as a major intervention focus.

The next - s;;tion of this literature review will-
V}present the resear‘i relevant to the locus of control

construct.



E. Locus Of Control And Related Research |

" Introduction’

j: Behavior disordered children, like those with learning

‘ disabilities, frequently experience both academic‘and

: soc1al failure. They are unable to persist at activities ’

gsuch as reading and mathematics when their immediate |
inclinations are to play, daydream or to socialize with-

their peers. For: these children, the promise of future

satisfactions derived from academic effort is not always

"Obvious. As a result they often exhibit problem behaviors

that interfere with teaching and learning in the classroom &
(Evans and Smith 1977; Leviton and Kiraly,_1979)

Prior to the 1960 s, academic underachievement was
most commonly attributed to a low levei of intelligence.‘
" More recently, however, personality and affective '
vcharacteristics relevant to academic success have begun to
'receive}ertensive attention;‘ In particular, the empiricaLF‘
' relationships between locus of control and |
a achievement related behavior have been the subject of
numerous investigations. Th following section will
| bbriefly describe the.theoretic 'basis of the locus of
| control construct and will present a review of " the

empirical research relevant to it

S5
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S [,The.Locus,QE ControlﬂConstructj. . -“ B
S | N e e -
‘J The locus of control construct originated from.-

: 3
: Rotter s (1966) social learning theogy. yAccording to this

theory, the potential for any given behavior to occur 1s a
% function of the individual 'S expectancy that the behavior:
;\\will be effective in securing a desired end. or |

‘reinforcement. In a particular situation, a classroom for

' example, the prqbability that a pupil'will make an effort
‘u4to.achieve is directly related to the degree to.which the‘
pupil believes or assumes there is a contingency between:
his or her efforts and outcomes such as' the teacher's
approval and good grades (Coleman et al 1966,L971). In
essenCe, an internal locus of control:refers to the
perception that events are consequences of one's own
actions and po&entially are under personal/control hn~

d?;individual«with an external locus of contr01 orientation

> *ﬁhefor she has little or no control such as fate, luck, ‘

Jf:nce or powerful others (Rotter, 1975)
The locus of control construct is also a key element -
of the- attributional model of achievement motivation |
{Weiner, 1972). This theory focuses on the causal u
explanations that individuals give for their successes and
| failures, as well as;how-these explanations affect
.subsequent expectancies and behavior. Weiner.(1972) et -

"‘postulated thatvthe explanations given for outcomes~rely on

7

3
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«f-a combinatibn of four causal elements' ability, effort, .
task difficulty and- luck. Ability and effort are. seen é;
internal qualities, while task difficulty and luck are

viewed as external qualities. Two of these elements,.'

o iility and task difficulty, are seen as being relatively
A ble qualities,, whereas effort and luck may -vary by
situation. Overall the perception that progress is

AN '
-prevented by circumstances beyond one's. control can account

for various behavioral and academic deficits (Carver and

Scheier,,1?81).

"Related Research . IR ' v oy :

)
[

As noted by Lefcourt (1982), a large number of research
gstudies cbncerned.vith the locus of control construct have A
been conducted in the ‘pas t twenty'five years.' Early
studies have shown that children having an internal locus
of control orientation are more perceptive, inquisitive and
efficient: in processing information (Lefcourt, 1976), are
‘better able\to delay gratification (Mischel Zeiss and
Zeiss, 1974), are superior in intentional and incidental

. learning (Wolk and Ducette, 1974) and obtain higher scores .
| on measures qf academic achievement (Lefcourt 1976)
”Overall these findings suggest that internally oriented
children enjoy an advantage in the classroom. Conversely,

a ‘high external locus of control has been associated with

'poor academic performance (Lefcourt, 1976; Serafica and
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Harway, 1979) and social.adeStment prohlems (Bryan‘and
: Ras T S L A
Bryan, 1977; Bryan and Pearl, 1973; Pearl,,Bryan and

Y

. Donahue, 1980).
| Several investigators (Gorman, 1968; Penk;'1969;
Smith, 1970) have attempted to use locus of control as a

t

criterion or. outccme measure for studles pertaining to

behavior modification and psychotherapy. Inamany of these

.:; . N

have been employed asgythe -

studies, locus, of control s‘

primary assessment device', Jyproccdure that has some

measured validity d;ﬁficu ties.' Common~sense would: suggest~

that if -a person were seeking help he would be ill- adv1sedV'Y

to speib of himself as competent*and in,potential control

iof his life events. It'seems-more llkeiy thatvhelplessness:

and a deference toward the‘helping'ogher would'be displayed‘?’
thecause.thesefare more appropriatelhelp seeking strategies.g

-Likewise, Upon discharge from treatment -many clients ' e

either through gratitude to a helpful theraplst or throudh

a wish to justify termination of the thegapeutlc e

;

trelationship might wish to express more of an 1nternal O

orientation (Lefcoﬁrt p.154}). ,

‘ Fortunately, a few educational 1nvestigators : o8 '
(Reimanis, 1971; DeCharms, 1977, 1981; Koenigs et al, 1577)
have. reported data of a less potentially rqactive‘sort. In
.essence,-theSe researchers have focused on the behayioral
changes from which shifts in locus of control have either

4 peen inferred Qr. measured as a secondary rptervention

. ; : . P
Y ]x @ ' ' I ’ S . o
L 2 : . o R N
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effect Three recent 1nvest1gatlons are now presgnted to
1llustrate thls notlon. '
Autry and Langenbach (1985) conducted a study that
1nvest1gated the change of locus of control orientatlons
" that resulted»from classroom training in self-regulating
-'IprOCedures to control:behaVior. ‘Three hypotheéses were ”
tested: (a) within §elf—reguiating'eonditions;‘pupiTs‘wili
show_iucreased‘interuality of locus of control; (b) within
self-requlating conditions pupil's’constructiue oehayiors -
will be~inereased and ﬁaintiined longer thau thosevachieved
"through external monltoring, and (c) within self regulatlng )
condltlons, pupll s dlsruptlve behav1or wlll be decreased
and maintained longer than decreased rates achleved through
external‘moqitoring. : |
Pupils identified by regularvclassroom teachers and’

'categorized'in'the upper 50% of disruptive behaviors
reported by observers during prebaseline observatlons
gconstltuted the sample. ThlS sample 1ncluded 40 grade
four,.grade five and_grade six puplls. 'Only»male subjects'
Fwere:used in the experiment to'control'for‘gender-related
differences.lfsubjects were randomly assigned to one of
four groups: {(a) selfhregulation group t0'monitor
constructive behaviors (SR+5, (b) self-regulation‘group to
uonitor disruptive behaviors JSR-), {c) e#ternal*regulatioh
group (ER): ang) (@) no regulation control group (NR).

Self-redulating was defined as situations in which an

&
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:imdiiidual-evaluates his own behavior and provides his own'

reinforcers .contingent with learned criteria (Autry and
Langembach; p.77). Children in the Ekigroup were
instructed that they could gain reinforcements for both

increased constructive behavxors and decreased disruptive

-behaviors, as solQ?y judged by external observers.

Results of this st ly 1ndicated that both the external

and self-regulating px
imternal'locus of control orientaticns.4 Signijicgﬁt .
differences were fcund when scoresmof all four'groups were
compared usimg‘anaIYSis of variance, F (3, 36)_:[6,16, p <
.01, iSelf—regulating procedures were also found'to be.

effective in establishing and maintaining decreases 1n{
{3

K

,disruptive behav1ors and, to a lesser extent, 1qsreases'in

-cqnst{uctive behavior. Autry’and_Langenbach (1985)
“‘.ccnclud d that the lack of'superiority_of tﬁe'self'
monitored"treatments over ‘the externally monitored
treatments in effeCt&gg'a more internal locusvof control
requiredrfurther reSearch. | |

. A second study that examined pupil's pre and - ’
lpbsteintervention locus of'control orientations was
ccnducted by Williams; Omizo and Abrams (1984). .Using 38
volunteer parents and.their learnihg disabled children,

u

these researchers attempted to determine the effects of

b 4

parental participation in a highly structured Systematic

Training for Effective Parenting (STEP) program‘(Dinkmeyer

ures were effective in 1ncrea51ng~



andchKay; 1976). Each parent-child‘pair vas assigned to
one of two groups through a table of random numbers. Them
two groups were then randomly a551gned to either
experimental or control conditions by a flip of a coin.
Each group consisted of 19 parent- child pairs. The
parents." child—rearing attitudes were measured by,the .
RarentlAttitude Survey‘(PAS)p(Hereford, 1963). This

- instrument‘was administered to all'parents one week before
‘treatment and one week after treatment . Similarily, the
children were given the Locus of Control Inventory for |
Three Achievement Domains (LOCITAD) (Bradley et al, 1977)
at approx1mately the same times. ' The LOCITAD is a 47-item
'1nstrument that measures‘perceived acceptance of |
rgsponSibility for both success and failure in the domains
~of 1ntellectual activities, physical activities and social
activities. The results of the LOCITAD provide six
-subscales, each 1nd1cat1ng the degree of

internality externality perceived by ghe individual inv

P
relation to success and failure wiﬁhin éach of the three

i \v

domains (P, 128) ’ Treatmekt group parents participated in
the STEP program for nine consecutive’weeks, for
.approx1mately 2 hours per session. The control group
parents and their children were not provided with treatment

and were:- eSSentially permitted to follow their daihg

]

- .routines. ‘ wie T A Coa L Y
Toutins R T S

3 - . v
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The,reSultsicf this investigaticn indicated thaﬁbi
ex;erimental'groublparents werebsignificantly different
from'the cdntrcl.gronp'parents in that they-&ere morer
aCCeptincnand trusting after narticipation'in the STEP
prcgram; ' They aiso nerceivea their own behavicr as mcre.of

a causative factor i§~their cﬁildreﬁ's behavior. The

findings'further'suggeSted that the treatment group

° .

parents' child-rearing attitudes had changed, implying,that

the environhent crovided by the parents was more_positive;,'
In addition, a multivariate analy51s of variance 1nd1cated
"significant differences between the experimental and
controi.group children on tpe LOCITAD. Post hoc univariabe
F's.reveaied that the experimental‘group of iearninc ‘

disabled children were more internal inithe-Success'Social

~ Domain and Success Physical Domain at the .05 level and

were mcre internal at the .01 level for the Failure
Intellectual Domain and Failure Physical Domain’ (p. 131).

Williams,,Omizo and Abrams stated that the

~

'experimental treatment (STEP) could~have had an effect on

the children of the participating parents. Reiterating_

that an internal locus of control refers to the perceptlon
.
that events are the consequences of one's own actions and

are potentially under personal control, they conéluded
that, the child with an internal locu of control would be

at an advantage in many social, emotio

1 and academic

situationsf, (pp. 13142),

S
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A third recent study that investigated thek&ocus of o
_control orientation of special needs pupils was conducted
lby Rogers and Saklofske (1985) : This investigation was -
' de51gned to determlne whether learning disabled (LD) |
children-differed fromvnormal achievers (NA) in five
different affeéﬁive-variables}eincluding both general and
~acadenmic locus of control. A second purpose was to
’ determine whether differences oceurred with respect to
these variables when .children newly enrolled in special
.programs for the learning disabled (NLD) were compared with
'learniﬁg disabled children who had been placed in spec1al
programs for more than one-half year (ELD). Finally, both~
“Qéocus of control measures and three other instruments were
.banalyzed as possible predictors of teacher rated aéademic
quccess forvlearning disabled pupils having more than sixv
, months of experience in Special programs (p. 274). ’
"Ninety children (60 males and 30 females) aged 7 years
- 6 months to 12 years -9 months from Saskatoon elementary
schools took part in the study.h Forty -five of the subjects
. had been classified as severely learning disabled by their
"school system, while the remaining children were normal
) achievers, paired- with the LD sample on ‘the basis of age
and sex. The LD sample (30 boys and 15 girls) were
receiving part time (5-8 hours weekly) resource room aid in
programs developed and monitored by specially trained e

resource room - teachers._ Thesefphildren-had‘demonstrated
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;ﬁsignificant discrepancies between apparent ability to learn
and academic achievement, as determined by selected ‘
standardized tests. Thirty-five of the LD, children in ‘the -
ELD group had more than one- -half year of experience 1n
special programs for the learning disabled : The second LD
group, the NLD, consisted of 10 pupils who had less than

' six months of resource room experience.v The normally
achieving children (NA) were judged by their ‘teachers to be
of average ability and weresfunctioningnnormally 1n‘school,

based on classroom performance and ori cumulative file data.

_They had no histories*of‘learning problems;or of special

classroom placement ‘They were:chosen'ffom the same
classrooms as the LD children when possible.

Academic locus of control was measured by the
_Intellectual Achievement Responsibility-Questionnaire.(IAR)
(Crandall; KatkoJSky,and'Crandall;'l965),dwhile general/
locusbof control was assessed.by the'Nowicki-StriCkland‘

. Locus of Control Scale for Children'(N -S)

F(Nowicki-Strickland, 1973). All ninety pupils completed
all five affective scales over "three separate testing
sessions.‘ Additionally, resource room teachers completed ‘
academic success questionnaires shortly after all the
student test data ‘was’ collected |

L The results of this study indicated that significant

differences were found between the LD and NA children on

each~of the individual affective measures. Rogers and
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_Saklofske‘reportedvthat Lﬁ Children'consistentlyhreceived

-

more negative scores ‘than their NA peers. Specifically,

-such LD students were considerably more external on the N- S

measure of general locus of . control .and took significantly

less respon51bility for their academic successes and

' ,failures on the IAR However, no significant differences‘

were found between the NLD and ELD groups, in terms of

' either general or academic locus o§¢control orientations.-

k3

: Among the affective variablesﬁgonly general and

'»academic locus of control and academic self- concept were

found to be significant predictors of the extent to which
LD children were successful in their academic programs. LD

children w1th external- academic and general locus of.

control orientations and high academic self concepts were

more successful than children with internal orientations
and. low academic self-concepts. The positive relatidhship
between external orientation and success contradicted

previous research results with normal achievers (Gilmore,

1978; Stipek and Weisz, 1981) (p. 276).

Rogers and Saklofske accounted for this contradiction

t

by noting,that,although LD children generally have lower

self-concepts.and-more external locus of control - .

orientations than normal achievers, they alsp differ among'

. themselves on these. variables (p. 276) The authors

further suggested that.this variation may hold important
implicationS"fbr planning and implimenting special

L]
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programs; Citing Bendell et al's (1981) f@nﬁings, they f;._v

observed that, LD. children with externalilcgﬁ“% f control

[} v,i : —1._'_ ,'_ ;
orientations may function better under hi': asttuctured £
. . ALK )‘.‘7’1_'". -_‘ g
. conditions, whereas internals may: function ] ﬁunder *a

B °“v o ,‘J‘ 1=

conditions of low structure. ‘It was explained that- the.ﬁg
.child who. blames his or her failures on a lack of ability
may benefit from‘different intervention_strategies than the
childiwho blames his or her failures on chance or luck (pp.
276-77). | |

The statement concerning the.ecological match between
: specific intervention techniques and individual pupils has
definite implications for the present study. Rogers and
Saklofske concluded%that thorough and ongoing assessments
of a child s affective characteristics, including locus of
control beliefs, should be conducted both at the time of
diagnosisvand‘when planning'academic programs and
placements (p. 277).- They strongly stress the importance
of exploring the reasons given by special needs pupils for
their successes and failures at school. |

The next section of this literature review will
examine academic‘self-concept,.another affective variable
4related to‘children;s academic and social performance. |
Résearch literature relevant to thiS'construct‘will also be

&. Y
SN
st

‘reviewed.
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F. Academie Self-conoept AndARelated;Research

L
g
ot

Introduction

Acoording to Byrne (1983)7 deveioping'the basic

."}lcademic skills of students and enhancing their P

t’selfg%oncepts are two of the'most important roles plaved by

,8chools today. The relationship between these'tvo tasks
‘and the means:ot'achieving them'throuéh the education

n ) . .
system have réceiVed much attention from-educational

.

‘”researchers"(p. 115) Several findings suggest that the

“ability. to achieve academic success appears to be al-

e

“Significant factor in determining a pupil_s feelings about

' personal,adequacy to meet:varions challenges (Goodstein ?nd

N sugported Sharp s»earlier findings (1977) which state that

'D‘ollier,f‘i’97‘8- Maron, 1980). In fact, the feelings that .

are fostered by the mastnry of subject matter and academic

,skills appear to be very important in determining a pupil s

feelings of selfnworth (Vandergriff and Rust 1984, pg;

e

1 72)

Children who experience 1earn1ng difficulties at

school often have negative feelings about themselves.

118

Bryan and Pearl (1982) have suggested that thege loq}levels

of self- esteem are often manifested in negativ

inappropriate classroom behavior.- Results of their“study

%, academically inadequate pupils often have lower

ERY

self-concepts and GXhibitAj“;*
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‘wpnormal achieviné peers;v Similarily, Purkey (1970)
indicated that children who doubt their ability to learn in
"school become their own enemies.i More recently,,several ‘
jresearchers have continued to investigate the relationshig‘

. between"self-concept classroom behavior qu academic n
achievement  Prior to examining a number of these studies,v‘
a brief description of the definitional issues relevant to .

 the academic. self-concept construct will be presented.

Definitional Issues_

Although self concept in general, has been the fOCus ,
of considerable research in recent years many researchers -
(Scheirer and Krauty 1279; Shavelson, Hubner and Stanton,
1976; west»and Fish, 1973;=Wylie; 1;79; Zirkel, l971) have
expressed concern, bevilderment and dismay with the degree '
to_which‘the research findincs have been inconsistent'and
indeterminate (ﬁyrnef p. 115); lWylie (1979) contended that
the weakness of the findings may be attribuﬁkble in part to
confusgion about the various definitions used.

‘Despite the fact that the term self concept has
appeared in the research literature for over forty years,
no- clear, concise and universally accepted definition
presently exists (Shavelson et al '1976). Zirkel (1971),
in his review of %he literature with respect to the
-disadvaneaged coghted 15 definitions of self concept that

5
were explicitly cited ‘and several other definitions that



' 1969; West and Fish, 1973). According'to Byrne.(1983),
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'were implicit in the selected instruments and designs of

B

'various studies (Byrne, . 1%6). Lecky s theory of

"self consistency and -his " "nuclear theory of the mind"

(1945) 1Ilustrates this notion of” defiuitional vagueness..
Lecky envisioned self concept as the nucleus of one's
personality. He postulated that the perceptions that one -
has about one 's self are defived from the social
environment.and provide.the culminating rorce that directs
behavior.‘.This behaVior, in turn, waSubelieved_to |

. ,
1nfluence the _way one perceives one's. self .More recently,~

 self- ~-concept has been generally defined as one's total

oty

perceﬁtion of one s self It is one' s attitudes, feelings
and knowledge about one' s abilities, skills,-appearanCe and

s -

social acceptability (Jersild 1965; Labenne and Greene,

this latter definition has been widely accepted by most
self-c0ncept theorists. It does not, however} reflect the
current trend in the existing research literature; Benner,’
Frey and Gilbertsp(19é3) have clearly‘demon%tratedvthat

there is-little data available on the equivalence‘of'the o

. more than 200 various self-concept instruments reported in

the literature. They concluded that as long as’

'self—concept is measured as a unidimensional'construct,

problems with the generalfZability of self-concept findings

will exist. They cited Shavelson.et al's (1976) notion of
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'the multidimensionality of self concept as a viable means
'of improving the val‘ﬁity of this construcﬂ o : ‘%*
Shavelson, Hubner and Stanton (1976) and Spavelson and
‘;Bolus (1982) reviewed existing theoretical and empirical
sresearch and . developed a theoretical. model of self concept -
According to Shavelson s definition, self concept is an
'individual s perception of self formed through experiencei
with the environment, interactions with significant others
,and attributions of his or her behavior. The organization
of self concept is multifaceted.and hierarchical with
perceptionsymoving from inferences about self;in_subareas,"
such as self-concepﬂggin aCademicv%reas'to‘broader areas,
such as academic and !Snacademic self- -concept and. finally
-to general self- concepﬁ‘ Shavelson also hypothesized that
this_organization becomes increasingly multidimensional as .
an individual approaches adulthood; In addiéion,phe‘ B )
proposed that self-concept is both descriptive and’ T
vevaluative, in' that he does not distinguish between‘.
‘self-concept ‘and selffeSteem- In essence, he .concluded
that‘seven characteristics canvbe attributed to the
.self-cohcept construct.' Specifica;ly, he~described
'self-concept as organized, nultidimensional, hierarchicgl,‘
Stable,‘developmental, eVafuative and differentiable. Inl;,
addition,'his findings revealed that most operational
definitions‘include an academic'component: More recently,

v

researchers have developed self concept instruments
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t.specifically to measure facets of self that are. at leastl
loosely tIed to Shavelson S conceptual model Factor
analyses of’ respenses to these instruments haVe provided

. strong support for the multidimensionality of self concept
(Boersma and Chapman, 1979° Dusek and<Elaher£§ 1981“
Fleming and Courtney, 1984- Harter, 1982; So_' and
Soares, 1977)'& o . id‘:”'~ . m.::

~ On a theoretical baSlS, academic self- concept and‘ _

general self-concept'seemrto.be generally‘recognized in?the_p
research literature.as'separate constructs. Byrne (1982)
and shavelson and Bolus (1982) determined ‘that although
academic self-concept is correlated with general
.self-concept, 1t -can definately be distinguished from lt

In this study, academic self- concept was considered to be a
separate construct Further empirical support for the

¢ academic self concept construct and its relationship to e

academic and soc1al behavior will be presented in the'

following section. l

Research Relevant To The Academic Self- Concept
Construct

Several“recentrinvestigations appear'to support
strongly the construct validity of academic self concept
In a review of construct validation research Byrne (1984)
found achievement/ability measures to- be more highly
correlated with academic than with non-academic >

7lf-concept. In addition, Marsh, Relich and Smith (1983)



,sampied from grade levels 2 to 5. . ﬁﬁ”«"
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3.

'~ determined that achievement in particular content areas was

moStﬁhighly corredated with self—concept measures in the:

matching content areas. Their findings showed that °

mathematicsﬁachievementIWas correlated‘substantially with

'math self-concept (p = .55), less correlated with

-self concepts in other areas (reading, p = .27; and general

school, p = 43) and uncorrelated with self cOncepts 1n

.four nonacademic areas.

A recent study conducted by Marshﬁ\Barnes, Cairns and
Tidman (1985) pas prov1ded further support for ‘the academlc

self concept construct and the Shavelson model 1n ’ v

'examine the structure of self concept for preadolescent

children and,to‘explore developmental issues’ in ‘the study

of self-concept. ‘The'Self—Description'Questionnaire (sDQ),

an instrument designed to measure seven components of .

selflconcept derived from Shavelson's model{ was

- administered to 658 Australian public school.children;$‘

L
Tw,

Thesé'pupils, ranging in age from 6 to 11 years, were

N
LW

Separ'ate'factor analy.ses of their responséﬁ %l

clearly identified the seven SDQ factors. Correlations

among these factors were consistent with the hlérarchlcai

123 o

<particu1ar.) The purposes of the 1nvest1gation were to -

1
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factors (higher .boy's Physical Abilities self- concepts and
' hlgh girl S Reading self-concepts) and small gender
‘differences for several other factors were con51stent
across dlfferent ages and ‘were conSistent with previous
findings w1th older childrenl, In addition, there was a
.strikinglyblinear, negative relationship between‘grade
level and the total self—concept scores, the three academic -
self-concept scores and.the'two physical self-concept4
scores. 'f ' I a : | T
In a followup stndy, Marsh, Smith ahd Barnes (19855
assessed avsample of 559-fifth‘grade students to neasnre
the nnltiple dimenéions of self-concept and academic
achievenents..‘Using a reVised form of the SDQ, the
‘researchers again,clearly identified the instrument's seven
factors, plus a nen General’Self'factor. Results indicated
sthat’girls had significantly'higher achievement scores than
- did boys in botﬁrreading'and math, as well as‘highere
“self—concepts in reading, but significantly lower nath
:.Self—cOncepts. This result replicated earlier findingi by
both Meece (1982) and Relich (1983) Marsh et al
1nterpreted this result by contending that sex differences'
'in math achievement are due to stereotyped socialization
patterns'that produce traditional sex roles, attitudes and -
beliefs (p. 593). Furtner, they,suggest.that SOcialization
, produces self-concept differences nhich, in tdrnc producev

achievement differences. 1In view.of the fact that nearly
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. . v - Ly
all of the stbjects in this study atteﬁded siﬁgle—séx
_claéses, this hypothesié‘seems certainly plausible. 'Thé‘
findihés,of fhig giudx.also suggested tﬁat academic |
achievement)éco;es, béth objective-test sdorgs and téacher
rat@ngs,twere uncorf?lated with nonacademic self-concepts.

At any rate, the researchers Strongly‘suggested that'these

conclusions need further examinatidm in longtitudinal

‘studies and in studies'conducted’in coeducational settings

(p. 594).

Conversely, Pottebaum, Keith and Ehly (1986) _ G

determined that there may not be a causai_relatiqn between

self-concept and academic achievement. Longtitudinal data

from a large, repxesentative sample of 23,280 high;school

stdeﬁts were apalyzed. lTheQresults of the study suggésted_

‘ jthat_there is,no'éiginificant causal'relationShip between -

-

self-conéépt and academic. achievement, but rather that tﬁe

observed relatkbn is the reshlf of one or more uncontrolled
" and unknown third variables (p. 142).
Pottebaum et al also cautioned that a nonsignificant.

difference does not necessarily support the null hypqthesié

~

and the several possibleialternative-explapations which are

‘available; These fesearchers suggested that self-concept

and academié achie#ement'may cause each otherjequéllyAiﬁ 4

cyclical na;ufe.“ Another possible éxplanation offerad was

that self-concept may cause academic achievement ox ‘vice

versa, but that the magnitude of the effect may be too
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small to be detected3 The researchers also indiéated that

the sample consisted only of high school sophomores and

<

_that a different pattern may well ‘emerge with younger . ‘V .

children. Finally, a different pattern may be apparent in
investigations of academic self concept and ach}evement
(p 143). o S e

In order to relate the results of the studies reViewed.t
so far to the needs of behavior disordered pupils, the
findings of one additional investigation is presented

Vandergriff and Rust (1984) investigated the relationship

between classroom behavior and self concept USing measures’
~of achievement level behavior level gender and birth
‘order. The study involved 104 second grade children f*om;ﬁ

. two suburban’ Tennessee schools., Children with behaVior

problems were. found to have lower academic selfaconcepts‘ﬁ %%;
than-children withoutﬁbehaVior pfoblems.. The test results -

g - ;
overwhelmingly indicated that high achieving pupils had

higher self- concepts than their low achieVing peers (p.

176). The data ‘also supported the hypothesis that high e

5

achieving pupils had significantly fewer behavior problems-

’

- than low achieVing children; Gender ‘was found to have no L

' Significant effect upon self concept or behamior. Birth

order was shown to be Significantly related to reading i

achievement but . unrelated to self concept or problem F& v

behaVior.' Vandergriff and Rust concluded that educators

would be well served to be aware of theSe relationships and :

R

v
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p. 177) .

L

In view of these findings,'as weil as those of Rogers

and - Saklofske (1985) mentioned earlier, it appears .,
thatacademic self-concept is an important variable to-

considerfwhen educating behavior disordered children.

However, in consideration of some of the measurement

difficulties encountered in these,studies,'the assessment

of hehavioral change in children'regﬁgres a closer

'examination. The next section of this literature review

will examine current behavioral assessment issues in

_wrelation to the present study.

' G. .Issues In Assessing Children's Problem Behaviors

Introduction

As' Abramovitch Donstantareas and Sloman (1980) noted

perhaps the most difficult problem in evaluating the~
yzl

| effectiveness of" interventions deSigned to deal with

psycholo@ﬁcal disorders of chirdren 1s the difficulty of
assessing whether change has taken place and in what

directiBn (p. 133). For the most part, the assessment of

-changfkpas involved psychometric testing and the use of )

Y

rating.scales before and after treatment. The following

'sectiol will examine both the advantages and disadvantages

~ .
> 0N

= . \-— )
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of gﬂis approach and will outline some alternative methods
A

suggested by the current research litérature.

.f.~ . 4
- R4 Lo

éuéfent Assessment Trends-andoISSUeS ‘ ,-
Although there are a varietv of wavs to ‘assess
children's social and emotional behaviors and personality,
" no single assessment procedure can pfdvade perfectly
accurate, reliable and comprehensxve data@ _For the most
'part, obtaining valid and reliable descriptions of

4
Y o ' ""

children s behaviof is a complex proces$§ that involvesvthe

interplay of many factors (Edelbr0ck,‘1983) Over the past

twenty years, ‘many researchers have developed behavior

rating scales and checklists in an attempt to measure»
'children s problem behavior (Spivak and Sw1ft 1967*:*

_ Conners, 1969, Walker, 1967 1976, Quay and Peterson,

.‘1975). Typically, these instruments utilize a multiva iate

statistical approach‘to identify clusters of behaviors'

L -
which are highly intercorrelated and ¢an therefore be

"

hypothesized to r_present a dimen51on of behavior. .Rating
scales have recognized advantages in that they are both _
time—efficient_and cost—effective_means_of obtaining |
quantified data on children's behavior (Carlson and Lahey,
‘1983)w Howevert several investigators (Abramovitch'et al,
1980; Carlson and Lahey, 1983) have expressed some doubtsf
that the's%?res obtained7actually_rerlect.reliable and

valid changes in the children's actions. Edelbrock (1983)

N



ngsessments involving direct observations and
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described numerous teghhical problemé,and'shortcomings_

invdlving-theinature'of‘thé items, reéponse‘scalihg, time ,L:
frame aﬁd standar@ization of qqyerai‘CUfrently available -
instruments. Howéver,'he re¢dmﬁe¢%ed that behavior rating
§c;les can be vaiﬁable.cémponenfé‘of broader "multi-ﬁethod"

clinical
interviews. |
In contréSt to rating scéles, direct behavior

observation has the disadvantage of being very

 _time-consuming énd the advadﬁage of.dealiqg‘directly_with",.

‘.the‘actual behavior of:the‘target poéulation (Abramovitch

et al, 1980, p. 133). ‘Behavioral observation may be
conducted within'a varietx of naturalistic, ecological-
environments,‘including the claésroom, home'and |

neighbo:hobd'(Carléon, Scott and Eklund, 1980). 1In

'-addition; obsérvational abproaches allow the direct

assessment of interventipﬁ_and generalization, resulting‘in

both the maintenance across time and transfer between

settings (Keller, 1980). The use of observational

'

assessment can also enhance collaborative consultation. and

_communication among school.personnel,'including

psychologists, tgaéhérs, adminisﬁrators, support staff and

]

"

provides a common data base, Qith.thefm

‘with parents. /Di:ect observation from mpltipie sources

antage of'varying
profeSsional end lay orientations. Parents and school

personhel seem to perceive the schbol psychologist's use of
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direct observation as an 1nd1cation of genuine interest in
: the child. Anecdotally, they view such data as more
:pertinent ;2 he assessment and planning proeess than 'f'
difficult to nnderstand indirect'measures typicallypnsed o
and couched in vague terminology (Keller, p. 22). In
particular, the ut;lity of a participant observation
approach called psychoeducatlonal classroom intervention
(Bennett Bruchez and Sanderson, 1976) relates directly to
tne de51gn of the present study. 1In addition to prov1ding
pertinent observational data, this specific approach can
';serve a modeling function for the teacher and pupils,.
enhance collaborative consultatlon and help to remove some
,of the mystique about psychological testing 1nvolving
pupils and teachers alike. Lastly, observational
techniqnes’are particularily well-suited tq‘the evalnation
‘of changes,in the social behavior and group-structure,of
behav1orally disturbed boys (AbramoV1tch et al p}.154)
Be51des behav1or rating scales and direct observation,
althird~type‘of assessment}device that has been used .
extensively is the behavioral interview. Innfactlﬁseveral"
researchersQ(Haynes and Jensen, 1979; Linehan, 1577; Mash-
and‘Terdal, l981;.OfLeary and.Johnson,,1979) haGe,stated
that psychological interviews, in general are perhaps the’
most frequently used assessment method in both clinical and

school settings. They note that school psychclogists

typically use interviews to gather information about
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_ teacher or parent concerns, to identify factors that”maybbe
contributing'towproblem behaviors, to}assess_ways in~which

teachers or parents are currently dealing with‘problem

‘-behaviors and;to‘evaluate the‘outcome; of interyentions ‘;

.4develop§d tgrough consultationi(Gresham,1984,'p. 17).

’ However,'Gresham clearly differentiates between traditional
interview formats and behavioraljinteryiews. Traditional
intervisws typically_focus on various types of historical_

' information, inquire‘about global concerns of' the teacher'r
or pareht and integrate interView information in order to
arrive at ; preliminary diagn051s (Cannell and Kahn, 1968;
.Linehan,,ol%77- Morganstern, 1976) The data obtained in
" this- type of 1nterv1ew fisually lacks speCifiCity, does not -
focus upon current env1ronmentaﬂ conditions and tends to

view problem behav1or as a reflection of underlying states - -

or trait (Kratchowil 1982)

contrast behavioral interviews attempt to spec1fy

’ and define target behav1ors, to 1dent1fy and dnalyze :

environmental conditions and to use ‘this information to

,"

formulate and evaluate‘interventions (Keller, 1980). They

have the additional advantade of having the capability of
\

detecting irrational beliefs or unrealistic expectataons
[elp

that adults often harbour about children. Keller noted
S :

that other ?ehavioral assessment methods, such as rating
scales,‘self-reportedichecklists and observa&ionsvtypically
R .

do not yield‘information concerning the values, beliefs and

W .
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expectanc1es that adults possess: regardlng the classroom

I

_and home behav1or of behavior dlsordered chlldren (p. 18}.
Although the existing research base is very small ‘Keller
advocates using a standardlzed 1nterv1ew format to increase-
the rellablllty and valldlty of behav1oral interJiews
‘1Not1ng that tradltlonal 1nterviews are typically
_unstructured nonspecific and unsystematlc, he concluded‘
that belavioral interviews may" be a more tlme eff1c1ent and
problem—spec1fic meanspof,obtaining data on children's
behaV1or dlsorders. |

| Based on thls review of the curreht research
llterature, the present study will employ the broad
multi- method approach advocated by Edelbrock (1983) to
assess children's behavior.l Both formal technlques, such
.as behav1or rating scales and self reported checklists, and
1nformal approaches, such as psychoeducatlonal classroom
observatlons and. behav1oral 1nterviews, w1ll be a part of
thls investigation's assessment procedures. Spec1f1c
descriptions of these instruments and their lmplementatxon
'\xw1ll be presented in the following chapter. ‘ | ﬁ

EE . * “
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III.” METHODOLOGY

A. 'Introduction

The methodoiogy for the preSent study istdescriﬁed“in
detail in this chaptef. Informatlon presented 1ncludes a
description of the sample, as well as a descriptron oﬁpthe v

: specifications of the test 1nstruments used ‘and the
procedures for their administration. Thisvchapter also
discusses theFdetails of the interventionftechniques

employed;in.the study and the relevant aspects of the-study

“design. ', o ‘ * L - | AR
. - n.yh' :
Therefore, the description of the methodology wihl be
conducted under ‘the follow1ng headlngs: ( I
1. Sample' : a - ‘ : =

2. Instruments
3. Intervention Techniques

1Y

4. Procedure

g."Sample

9

Six male pupils enrolled in a’self—contained special
education class for children with behavior disorders served
as the subjects of this study. Ranging in age from seven

years, five months to ten years, 51x months, each of the ,
subjects had average to above average-lntellectual

" abilities. The mean chronological age of the subjects was

approtimately 110.5 months, with a standard devjation of

133
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, ® ‘
13l95 The mean IQ of the same subjects, as measured by
"
‘either the Stanford Hitet or w I S.C.%“R., was 112. 67 with

‘,ﬁ?,‘

a standard devfation of 14. 08 According to cummulative
records, however, all of the pupils were’ achieving below
their measured potential Indiv18ually, each child had a o

I

history of chronic behavior prleems, which resulted in

' multiple suspenSions from their previous school placement

\ﬂ 6’
According to parents and prev1ous teachers, the behav1or of
N
each subject—had dev1ated to%such a. degree from his peers -

‘4

as to warrant placement 1n the Behav1or Management Class .

— (BMC) program.1 A compIete summary of placement procedures

and objectives has been 1ncluded 1n Appendix B. A‘brief

description of éach of the six subjects in this study and-

I P

the presentlng behaviors they exhibited upon entry 1nto the

*rBMC prOgram follows The names of these children have been

Aéchanged in order to maintain confidentiality.

.-

Peter L. (Seven years, five months)

Peter S behaVior had been a great conceérn to his
<parents for the five years prior to his entry into the BMC

: pxogram. In addition to receiving multiple suspensions

from school, ‘the boy was expelled from five daycare centres

~in less than three years. eter would often throw®eVere

temper tantrums, during whfc¢h he would physically and¥®

verbally abuse significant adults, destroy property and run

away. Occasionally, he would yell, scream as-if in pain,

o and self-abusé, himself by bang¥ng his head on cement floors

and by kicking and punching walls. Despite having:a very
superior level of intellectual functioning, .Peter was
unable to concentrate on academic tasks for periods longer
‘than five to eight minutes,  Mr. and Mrs. L. also. reported

. that their son was frequently stubborn and physically mean

to other. children without any apparent reason. A community -
psychnatrist dfagnosed Peter as being clinically depreSSed




135
and prescribed appropriate medication, which the parents

administered with regularity.

.O’ B . /
Len H Leight xﬁars, five months)

Len, who had a long history of physical and sexual
abuse, exhibited many severe problem behaviors upon entry
into the BMC classroom. In particular, his physically
" aggressive behavior towards adults and children caused both
his parents and school officials much concern. When Len’
was in kindergarten, he physically attacked his- teacher,
causing her to lose the baby she was carrying...As a result
of 'this incident, he spent the next 18 months in the :
Glenrose School Hospital program for emotionally disturbed .
children., Diagnosed as having an attention deficit, Len '
was administered 10 mg. of methylphenidate, twice daily.

" After returning home, Len continued to have problems coping
.with the demands placed upon him by his teachers a&nd -
paggnts. He still exhibited severe temper tantrums in the -
classroom, which resulted in his throwing his books,
breaking pencils,'swearing, tipping over his desk and
‘tearing up notebooks. In addition, he .frequently fought
~with his peers amd distracted them by name calling and
teasing. He was openly defiant of authority at home, in
‘the community and at school. When applying for a spec1al
~education placement for their son, Mr. and Mrs. H.
inditated that they were "out of answers" and desperate’ for
help. Len continued to receive his medication as he
entered the BMC program.

o

§tan\§L (ten years, two months) .

_ In his four previous school placements, Stan failed‘to:
adapt to the social and academic environment., He refused
to participate in oral lessons or to complete any writtens

-work. When questioned about the reasons for these
behaviors, he typically would either refuse to speak or
verbally lash out at lis teachers. Both in: the classroom
and on the playground,. Stan continually attempted to-
isolate himself phyoically and socially. from his- peers. He
made a concerted effort im school and at home to withdraw
from any human contact. Previous teachers, as well as the
boy's father, noted that he showed little affection. and -
became very tense when physically touched.’ This situation
seemed to be magnified after his weekend visits to his -
natural mother's house. Frequent contact and home visits
with Mrs. B. by Child Welfare workers revealed no plausible .
explanation for Stan's behavior. Considerable concern was
voiced by Child Welfare and school officials and Stan's
parents over the boy's continuing academic and social

-
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failure. This concern resulted in his . placement in the BMC

program. -

kY

 Tommy L: (nine years, nine months)

During his early ~hildhood, Tommy'eXperienéed several
family disruptions! Convicted of first degree murder, his

father .was incarcerated for life. Tommy's mother, then a °
member of a motoycycle gang, was judged to-be an unfit

parent. As a result, both of her children were apprehended

by Child Welfare officials. Tommy was then placed in
Mapleridge Residéential Treatment Centre, ﬁlfacility
designed for childreh with social and emotional prohlems.
Since being returned to his mother two years ago, Tommy has
experienced a:myriad of behavior problems at home, at =~
school and im“the community. Upset by the presence of Mrs.
L.'s common ;law husband,  the boy became increasingly

;violenﬁ and destructive. At school, Tommy would not remain

in his seat*fdr-moreﬂﬁpan five minutes if a written’ :
activity was assigped.! Easily distracted by the slightest
. noises or mayements, in: the classroom, his attention .span .
was extremely' low. 'Pue ‘to sudden mood shifts, Tommy would
swear and. fi Tﬁgpneiifnutq and hug and kiss his teacher the
next. Furthq&Yheiwms totally-unable to cope in B
unsuperviséﬂ'ﬁé‘ i ?; In the community, Tommy had _
frequent contactifthithe police as a result of his:
episodes of shbpii“ﬁﬁfg and.vandalism. A psychiatric .
assessment revealed that a combination of early childhood
-events and Mrs. L.'s prenataf‘use‘bf narcotics may have
caused the boy's hyperactivity and socio-emotional
problems. Unable to provide the constant structure that
the boy needed in a regular classroom setting, school
officials suggested that pe would be an excellent candidate
for the BMC program. Both Mrs. 2#"nd a gommunity
psychiatrist supported this plac’md‘k. : )

|

i

"David'§L-(nine years)

According tofhis parents, David was never aple to
express himself in an appropriate manner. ' Whenever the boy

was either unhappy, 'upset or very happy, he would scream, -

yell and shriek. gUnderstandably, these behaviors presented
numerous problems both at home and at school. David also

appeared to have very little respect for women, preferring i

to issue commands rather than simply requesting assistance.
Inevitably, this caused several conflicts with his mother
and female teachers. 1In addition, David continually
expressed a very low opinion of himself and his work. Once
finished an art project or a written assignment, he
typically would either destroy it or vividly describe its

N
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shortcomings. Mr. and Mrs. S. noted that their 'son was
overly dependent and required constant supervision.
However, a psychlatrlc asséssment revealed no
psychopathology. ,In light of the fact that David was
unsucgessful in four schools in the past five years,. his
parents readily consented to his placement in a special
leducation settlng. :

- Greg E. (ten years, six months)-

‘Greg's major presenting difficulty was his inability
to bond with his peers. Since he entered school, the boy
"has gradually exhibited more severe and more negatlve
‘behaviors towards his classmates. What began in grade one
as teasing and fibbing had escalated to threats and
pllysical assaults by grade five. One particular incident,
in which Greg tied a classmate to a tree and proceeded to
methodically cut him with a hunting knife, led to his
suspension from school. Having lost their only other son.
in an accident, the-.parents .were very protective of Greg
and critical of the school. They proceeded to initiate a
" legal action against the school district, in support of
their son's innocence. As a compromise, the boy was -

. accepted into the BMC program. A psychiatric assessment
failed 'to ungover any psychopathology. The report did
conclude, however, that Greg would likely exhibit extreme
~oehaviors in an attempt to gain structure and securlty from
- his paremts.

; * C._ Instruments _ 5 s

Bl

Three varlables of concern in the present

o _
investigatlon,‘ academlc'self-concept logus of contmvl andz
problem'behaﬁior Qere assessed.by a total of three formal
1 nd two 1nformal 1nstruments.' The three for~ .l inetrnmentsf
used were tnc Walker Problem-Behavior identification
_Checklist (WPBIC: Walker, 1976), Student's Perception of
.Ability Scale (SPAS Boersma and Chapman, {\28) and the
-Nowicki—strickland Locus of Q§ntrol_8cale for Children

(N-S: Nowicki and Strickland, 1973). The Child Home,
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_School andlCommunity Checklists (CHC,‘CSé.and CCC;,Qahler
and‘Cormier,'1970); a.séries”of'strnctured 'ecologicalb

' 1nterv1ews and a part1c1pant observatlon approach called
‘Psychos1tuatlonal Classroom Interventlon (PCI: Bennett
Bruchez and Sanderson, 1§76) represent the informal
Jmeasures employed in this study. A more complete

descrlptlon of each of these 1nstruments w1ll now be .

presented

Walker Problem Behav1or Identlflcatlon Checkllst : . .
{WPBIC) ' < , n.'ﬂ!‘~

ey
RPN

The Walker Problem Behavxor Identlflcatlon Checkllst

: VJXWalker, 1976) was ‘designed to a551st in the 1dent1ficatlon
| of elementary school children with behav1or problems ‘It“
is composed of 50 observable,‘ope atlonal statements ;bout
problem behaVior that were furnished by ar resentative
.samplekof elemeﬁtary school;teachers. uéach_statement'has a.
number ranglngitrom;f to,4; in one of the five colnmns to
: : !
.the right of the statements The ;atlng is accompllshed by

‘readlng each of the statements and, for each statement that

"represents a condltlon that is present-or’correctly-

e :
LI

- . R . # .
deseribes the subject's behavior, circling-the number .in: -

)

~one of the five columns to the right. "These items_are.‘

' scored on five factor—analytically determined scales within .
the WPBIC: = . ~ s o
» } _ . |

(1) acting-out (disruptive, aggressive, defiant);

b ) 5
4 . .
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(23 soc1al withdrawal (restricted functloning,
+ avoidance behav1or, low rates of peer ‘
interact;on), _ : ‘ _ -

(3) distractibility (short attentlon span, inadequate
' study skills, high rates of non- attendence);

(4) disturbed peer relationships (inadequate soc1al
. : skills;: .negativée self-image, high rates of
' ' 'coercive.demanding, high rates of dispensjing
punishing stimuli in ‘socijal 1nteraction% .
-L -
(5) 1mmaturity (dependent hjgh rates ofvlnltiations
r "to teacher, inadequate cial and study SklllS)

B . As noted by F. Charles Mace ‘the Ninth Mental

¥
Measurements Yearbook (1984),‘each 1tem carries a score

7

weight that repr sents the handicapping 1nfluence of that

behavior in the conte, of the Chlld s adjustment Score
weights for occurrencerscored 1tems are. summed Wlthln each
of the fivé subscales yielding a corresponﬁing scale score
which is then convertedfto a T- Score fonwﬁnterpretation

'l'According to the manual - T-Scores of 604or higher on any of

)3 .

the five scales suggest the. need forsreferral for further

evaluation and/or testing (p. 134%5 However, Walker:

(1976) stressed that the WPBIC.should be used as a

T @, y »r»‘f, ‘
supplement to the total 1denﬁ}f1cation and evaluation
* ' . . o, ‘i ’
process rather than as an%mhé%rument to ‘simply cla551fy

A;sfh{children as emotlonallggdisturbed or 5001ally maladjusted

:f?& This 1nstrument also yields d total score, which representS"

. ’ )
¢ ;; the sum of the fiVe scale scores.

;S;qui' 3 Standardized on a group of 534 grade four, five and
;\"\ <
R six children, Walker (1970) stated that the

Kuder RichardSon split half reliability of the instrument

” A ’ ‘7 ’70' : . et
o 4 7 , . ° : :

L.
7 . .
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j‘be .80 and .86, (Walker and Bull 1970

BOldstad}‘1974) Based oniihe orlélnal normatlve sample,:a;

:-blserial correlatlcn of crlterlon valldr#g ylelded an r- of

.‘

Rk .68 Thls correlatlon was c0mputed &o assess the degree of‘
'relatlonshlp that ex1sted between scores on the WPBIC an@

ro. v

the construct of behav1or dlsturbance as,lndlcated by three
crlterla.‘ (1) examlnatlon by a psychologlst and subsequenb
referral to a psychlatrlc or clln;cal fac111ty, (2)
'spec1f1c educatlonal prov151ons belng made for the subject‘
with the school settlng because of behavlor problems, and
(3) the subject received instruction at homeibecause of an’
inability to profit from’classroom,lhstruct}on due to N
behavior problems (Walker, 1970, 1976). Fur%herﬂstudres_:"ﬁ
h(Kerliu and_Latham} 1977;.Richmond'and,Waits,~T978; Mash

and Mercer,d1979} Csapo and Frieseh,‘f979j hage;sdeh'that‘;

v thevWPBIC is stillfwidelyused'asiaﬂmeasurevof-elementary 4.,

school childreh's problem behavior: ‘#’ , A

t t

" Student's Peréegtioh gg.Abiiitj SCale (SPAS) -

-

The Student s Rerceptlon of Ablllty Scale (SPAS),;'
'deﬁeloped by Boersma and Chapman (1978), was de51gned
prlmarlly for use in research to measure the academic
self- concepts of elementary school children.‘»The&'
instrument consists of 70 yes no items that y1eld both a
fuf&-scale_score and scores on six sub—séales,‘geheral

.
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ability,»arithmetic, school satisfactlon, reading/spelling,
penman§hip/neatness and confidence. These ‘raw scores are
-‘then compared w1th the sex and grade level means’ outlined
vin the test manual. In terms of administration, the test
e ,/guthors indicated that 1t is desxrable for th vexamininer
to réad out loud both the instructions 1n-the‘booklet and
) eaChMitem to the.pupils, especially those‘at.the younger
graﬁe levels (p. 22). In addition, pupils are allowed to
'*erase and changeutheir responses. Test administration_time
\is estimated to be~approximately 15 to 20fminutes, with
‘items being presented at a rate of about‘three per minute.
| ‘: Boersma and Chapman have stated that the SPAS may be
'particularily useful w1th students with learning and/or,
behavior problems in terms of asse551ng the accuracy and

' 5appropriateness of their self- perceptions of ability.

_Particular attention could‘be paid to extreme and

,incongruent SPAS scores as possible indicators of emotlonalj‘

bdisturbances. Relatedly, the test authors have suggested
fthat the SPAS would also be a useful 1nstrument for
'evaluating affective components of special.programs“for

| atypical students (Boersma and Chapman, pp.7—8).

Recently, Rogers and Saklofske (1985) employed the .

- SPAS as part of .their invegstigation, in which they examined .

 the self-concepts, locus of control and-performance
expectations of 45 learning disabled (LD) -and 45 normal

fachieving (NA) children:. These researchers‘found‘thatvLD

141"

“



B, |

chlldren were 51gn1f1cantly dligerent from thelr normal -

;counterparts. Spec1f1cally, the LD subjects had lower
.‘Y,

. self- concepts, more external locus of control orlentations

"and lompr performance expectatlons -LD chlldren newly

<

enrolled .in resource rooms (NLD) were also found to be
51gn1f1cantly dlfferent in academlc self concepts, locus’ of
control orlentatlons and performance expectatlons from LD

»chlldren w1th more than six months experience in such

fprograms,(ELD);‘on the same.set of affective variables.:
In'a second’recent inVestigation,«Joseph4(1985) alsol
used the SPAS to'meaSure the academic'self;confidence of
166 boys and 194 girls from 18 grade'five classes. Results_
-of this study revealed that the subjects ability to hold f{

A’
") 1

1nformatlon in workrng mem@ﬁy and confidence in their
%Ws
academ&g abillty, when coﬂBined w1th t1me of feedback

- produced dlfferent levels of mathematlcal skill. PupilS'
who yere high in academlc self—confldence‘and Nigh in
recency-@?ﬁearsal‘proflciency displayed the higheSt

long- term retentlon in the item-by- item and end-of- test
’feedback condltlons. In contrast pupiIS'who were low in -
| academic self confldence and low in recen:y- rehearsal
‘prof1c1ency %%splayed the hlghest long- term retention of
‘mathematlcs skills when test results: feedback was delayed
for one day. |

With‘regard to the psychometric characteristics of the

test, the authors reported a'test-retest reliability

v
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coefficient of .834 for full- scale scores. This estimate
r:‘was based on a sample of 603 crade three, four, five and

six pupils (Chapman, Boersma and Maguire, 1977). In termsv ;
of,internal.consistency, these researchers estimated that
-'the‘average full—scale_alpha was .915, while subscéieL ’“t’
:alohas ranged between .855 and .686. Discriminant yaiidity_
was assessed by correlating the scores of 622 children onlb
the Piers-Harris Children' Seif-COncept-Scale withvscores‘

" on the SPAS. The results of Chapmam and Boersma [ (1913;
study indicated that the two instruments were measuring two

. s :
distinct domains and was_supportive‘of the_notion that

academic self-concept is an entity:distinguishable from
general selffconcept (pp. 34;5).' This_finding also
supported Shavelson's (1976) conciusion,that seifeconcept
is a multidimensional conStruct,‘ |

Nowicki Strickland Locus of Control Scale for Children_

gN S!

The Now%cki -Strickland Locus of Control Scale for

' Children (Nowicki and Strickland, 1973) was designed as a

measure of generalisedrexpectancies.for internal.versns
'_externallcontrol‘;f reinforcement-among 5chooifaged 2
:children. This instrument‘is'a 40 item, yes-ho,fpencii and
‘paoer test ‘that meaSures locusvof control aS‘defined'by
Rotter (1966). Questions are answered by c1rcling either

yes or no next to each indiVidual item. The items‘describe

,reinforcement situationSjacross interpersonal and
. 7 . . . .
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motivational areas such as affiliation, achievement and

- L]
2

dependency. Overall the N- S yields a total raw score- that

.1s compared with sex’ and grade level .means outlrned in the‘nt

htest manual _:f".

O
.

» * ) ) L2 .
. With regards to.the'reliability of the inStruﬁent, the.

_authors reported the following estimates of internal

'consistency via the split»half method corrected by the

\t‘

_' Spearman Brown Prophesy Formula. r =_.63 (gr@s 3-3),
an

'r = 68«(grades 6- 8), r = .74 (grades 9- 11)

r = .81

(grade 12). Approximate sample size for each of the first

three groups’was 300 whilein~£ 87 for the grade 12 group.

Test- retest reliabilites were sampled at three grade
levels, six weeks apart with undisclosed sample 51zes.

Nowicki and Strickland reported correlations of .63 for the

*ﬁghird grade, .66 for the seventh grade and .71 for the

J*enth grade. o

In terms of validity, the authors correlated the N-s.

‘with the Intellectual Achievement Responsibility

Questionnaire {Crandell et al.‘1965) using two sample ' . ¢

'groups'of 182 gradeithree and 171 grade seven pupils.

vAlthough'correlations‘with low internality were not

significant, correlations with high internality were ,
significant for both groups, r = ;31 and r = .51,

respectively. In addition, a correlation of .41 with the

: Bialer-CrOmwell Scale (Bialer,‘l961) was found in a sample

.:Qf 29 nine, ten and eleven year old chifdren.' Nowicki and
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~ Strickland (1973) also f@hnﬂ that 1nternalityq;:'re”§e3°g«v
L) e -
»with age. In summary,,this particular test was’ chosen fw

;

the purposes of this study because it 1s regarded as one of .

the most reliable and valid generalized %Ugsures of locus

of control (Patterson, 1975).
t o ' &

The Child Home, School and Community Checklists
{€Hc,cse, cec). : j ~ »

"!

Wahler .and Cormier (1970) noted that the ecological
interview checklists serve two 1mportant and often .
fﬁhterdependent,functions. »First,ythey develop a language
system that insures that‘all COncerned arelobserving and
‘describing the same‘child:be‘aviorsl - The CHC, Csé and cce
‘checklists of observable verbal and non-verbal problem.

' behaviors provide a wide sampling of what the Chlld is
reported to do and say, rather than inferences concernlng

these events. The test authors have stated that

".non professionals, such as parents, often vary tremendously

-

}in translating abstractions such as aggre551on and
'“dependency into observable behaviors. Therefore, using
‘behavioral descriptors,such as “desfroys toys or property"
and "hangs on-or stays close to adult", allows;for little
variance in translation. |

A second function of the ecological interview
checklists is their ability to map a child's behavior.
.VWahler and Cormier stated that it has been traditional to

think of the deviant child’ s problem behavior as emanating
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from a single, grossly defined envirenmental setting, such

“as his or her “homé life". However, .the test authors
malntaln that this lS too broad an enV1ronmental setting to

assess problem behav1ors or. the results of intervention

efforts (pp. 284-5). For example, a negatlvistic child may ‘

' exhlblt problem behav1ors at bedtime and at mealtlme, but

he may be quite cooperatlve at other times of the day at o

home. Similarily, the same child é& school may be

" considered difficult to manage during the arithmetic
lesson, but no problem-whatsoever during the social studies
v‘lesson (p.v279). According to these.researchers,b

. ecological checklists can assist in mapping:the klnd of'
.soc1al consequences a child is receiving in a partlcular.
subsettlng as a result of his or her problem behavior

In es§§nce, 1nterv1ew data obtained from the CHC, CSC

and ccce checkllsts can yleld an insight 1nto the parent and

teacher s perception of how long the problem has occurred
\ .
how serlous 1t is belleved to be, wha}ﬂépproaches.to the

problem have been tried, what signlflcant events have‘

happened in the Chlld s life, what feeling and frustratlons'

.havewbeen experlenced and how these -eelings have been

- handled. . In addltlon, the final interview may provide data

on any behavioral changes that took place. From a

'psychometric standpoint, each checklist ylelds a single raw
D ﬁ .

_score that represents thé total number of problem behaviors

identified by the rater. In light of more detailed
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o ecoiogical theory presented'earlier infthis'study,'use 3?
- ; __/ ‘ [ - s
these checklists seemed to be a particularily pertinent and

'valuableameans of obtaining relevant ecOlogicalldata.
- . . . 7 . r

Psychosituational Classroom Intgrvention (PCI)

© As‘noted by Keller (1980), participant observation has
been‘developed'primarily from sociological. .theory and -
research.- This approach s particularily well suited for

obtaining information_on_phenomeno}ogical aspects of

7

‘ behaiior, the individual's perception of the setting,’his?

j’ sv‘ .'

tor her behavior and the personal meaningdand affect , ”ﬁ;
attributed to the setting, the behav1or and their’ | |
j.-teractions. Bardon, Bennett Bruchez and Sanderson.
(1976 described a partic1pant observatlon approach named
psychos. tuational classroom 1nterventlon (PSI) thatzcan
serve numerous functions for the school psychologist " In
addition to obtaining pertinent observational data, thls
approaar can serve a modeling function’for the teacher and

-

pupil«, enhance collaborative consultation and help to

remc've some of the mystique,about_the roie of the . -
psychologist'(p. 22); o - A{:EIH | }

~ By definition, PCI includes, a wide variety of-ti
activities and interventions performeg totally or partially
in a classroom by a psychologist for the express purpose of
assisting a group of pupils to move towards predetermined

goals (Bardon et al, p. 98). This observational approach

e

N



ﬁﬁiﬁﬂprs from other assessment methods in that it involvesli »b'ﬁ
a“‘ Mect contact from the psychologist in one or another
‘ _ activ1ty in the classroom while the teachgqr and pupils ’/; ‘ f“
continue their reqular classroom.operations. Essentiallyh
PCI is an outgrowth of the ecological point of view that ’
social settingsvinteract with,‘and tend to influence,
- persons’ in. such settings. | ‘
The term psychOSituational assessment" was originally »
coined by Bersoff (1971) and later more fully described by. ;'{b{;‘v
‘h~Bersoff and Grieger (1971) as;‘"the analysis of behavior'“vv‘.-
.".anduthe dellneatlon oﬁ the immediate antecedent and

i Dv"‘-’"

consequent conditions that evoke, reinforce and perpethate
= oot . ; »

behav1or...the ma]or co \COEN is that the indiv1dual 1s

"'assessed a's’ heainteract%'and lS affected by the

'env1ronment- (p v896) Kurlloff (197;? later developed a

I

g ratlonale for the use of the psychdlogist as a
Q,\ . /7-,, :

psychec ogist who enters Q- given ecology as an

v’ 1

‘observer- partic1pant to observe the nature. of the

~transactions and to participate in creating ways to alteE///ff\
:Q;rin positive (ie. competenceﬂenhancing) directions‘(pt__

'This rationale conceptualizes'behavioral diSturbance‘

ﬂas a faulty interaction between an individual and the
external environment rather than as the sole property of
that,personl' A disturbance is also viewed as a symptom of

osocial incompetence, whicthrevents an individual_within a

given'behavioral'Setting from interacting in appropriate o
@@ '1 . . : '-,‘,
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‘ways. ,Since behaVior has a ripple effect,. interventions flp- ~t
';are regarded as an- opportunity to promote change throughout.

a given ecological setting. ‘ ‘ﬂ.‘ e .
| For the purposes_ofmthe present study, the |
observational procedures:used by iutry andeangenbach' "

.(1985)'Werepused to assess the incidence of disruptive

behaviors.in the BMC classroom. h Disruptive behavxors were _

defined as (ainalking out or making inappropriate nOises,r’

78).. In essence, this assessment technique ylelds seven

craw scores tha represent the number of problem behav1ors

. zﬂ B

identified §%§ %?th o£ six pupils, plus a total 'score, .The
s”"

total scoreurepresents ¢he number of problem behav1ors that

R 25 i o ULy
- the pupils exhibited. S
& : 5’ i ) L e ’ .““"
| s
K] . ) . : . . ’ oo : . e
D. Intetvention,Techniques e R

' The independent variables in this study were six ‘
intervention strategies used to-manipgléte the problem
'behavior of behavior disordered pupils in a‘:elf contained'
special education classroom.f The psychoeducational model |
,spawned four of these techniques. proximity control :
g interest boosting, antiseptic.bouncing afid lifB Space
v'interviewing.3 Planned ignoring and verbal encouragement
:based on the: group managerial and te{eoanalytic models'

respectively, represent the two other strategies that
" | .. e R
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served as independent variables. A brief explanation of
.the rationale underlying each strategy and a description of

how they were applied by the teacher in this investigation'

folIows. , i o : . b

=

<

-ProXimity~Control, Interést EooSting andhAgtiseptic
'Bouncing;‘Rationale o . o . -

Teachers of pupils with behavior disorders continually }
have to deal With surface behgkior problems, such as |
:teasing, cursing, arguing and running away, caused by
emotional conflicts.:nLong, Morse and Newman (1976 1980Q)
conceptualized the proximity control' inteﬁest boosting and
pupils, their classroom peers and the program itself from

the harmful effects of surface behaViorxproblems.

Each of these intervention strategies is based on B
Nicholas Long S psychoeducationa! conflict cycle (Long,
.1974). Designed as a framework through which the teacherb

can understand a pupil's disordered behavior and determine
which interventions are needed, the conflict cycle posits
that a pupil's behavior at any time reflects past events,
mental states and environmental input, as illustrated in. . -
figure 4, According to Long (1974),.eaph child has a
unique personality structure formed early in life. One
tmajor influence on personality is how the child strikes a
Wbalance between satisfying basic biological and ‘emotional ,A

needs and satisfying social requirements, such as parental

»
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expectations; If basic needs‘are not-fatlsfled
ﬁpersonality dlstort1ons w1ll occur; - the chlld w1ll acqulre
a negative v1ew of . hlmself and ‘the world attrlbutlng
'incompetence, hostillty, fear,'and other negatlve '(/
characterlstlcs;to_himself and othersr These unhappy'and
'negatLVe perceptions.are“brought t?_school; where academic;
»éocial and:behavicr expectaticns activate feelings of |
'stress and_the‘child's negative selffccncept."The child
sees the situation asihostile, and beha&es acccfdingly
through aggreSSion;:hyperactivity, anxiety, withdrawalvand
"failure to learn.’ Such behav1or provokes negatlve |
- reactions from peers and the teacher,‘conflrmlng to the
.child that his perceptlons were'accurate. The-51tuatlon
. becomes a self perpetuatlng cycle of confllct (Culllnan et
eaii 1983, pp. 72-73). In essence, prox1m1ty control, .
interest bocstiné and antiseptic bouncing are”designed to
rednce a child's.level‘of.problem_behacior, nelping him ot~

her to acgquire a more p051t1ve self- concept and a more

' internal locus of. controlv- "

Proximify Control, Interest Boosting and Antiseptic
Bouncing: Practical“Application '

Proximity control included a varlety of physlcal
gestures and- movements used by the teacher 1ncre¢Se the
'on task behav1or of the subjects. " For example, when a
pupil began to exhibit ;napproprlate behavior the‘teacher‘

* would either stand near him or her and cagefully‘place a
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hand on‘the puoil's_ oulder. Similarily,- when a;pupll was’

.hav1ng dlfflculty concentratlng on an ‘academic task the
' teacher moved 1nto a desk close-to the pupll s and a 9--l h{
5mentloned that he was close by 1f assistance was' needed

To 1llustrate, the BM%xteacher observed that whenever lommy

lﬁ

wanted the teacher's attentlon he would hlt one of his,
peers.. To prevent thlS from happénlng; the teacher watched
Tommy for any 1n1t1al signs that he needed help, such as.

”iooklng around: the ‘room to see where the teacher was. The,j;d

_ teacher would then move towards hlm and elther place hls <
‘hand on Tommy's shoulder or stand be51de hlm.

Interest/boosting con51sted of several verbal comments'

made by the teacher when a pupil S, 1nterest was wanlng andl .
he was show1ng 51gns of restlessness. Follow1ng thlS.
approach, genulne 1nterest .was shown in the pupll s'

. -classroom a551gnment such as asklng whether or not prob%sm

12 was hard for hlm or ment1on1ng‘arpersonal interest in

cars, athletlc or some other areaﬂi ’E&e BMC teacher also

tapped the spe01f1c areas of 1nterest;of individual pupils

in an effort-to eliclt approprlate behavior, For 1nstance,
the,teachervobserved that Creg was rapidly losing interest
in his additionﬁand subtraction assignment . He responded
to thls observatlon by asklna Greg'how his hockey team had
'done the nlgh;&before. After-dlscuSSLng the numbers that
‘_' lvarlous memberg of. his team wore, the teacher was able to

.

renew Greg' .1nterest 1n hls assxgnment , " ; : .

4.
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Antise;€3; bouricing 1nvolVed having a pupil + o

'temporarily leave the classroom. Thls-technique was
.applied in twocdifferent ways. First, the teacher

suggested,that'the pupil lookedéthirsty and may appreciace

aAdrink’at-the'water fountain down the hall. ‘A second -~
. . : ¢ -4 .

means of applying this application‘involved having-a pupil_

..deliverla particular, sealed envelope to the school :

secretary. The secretary was made aware of the .purpose of

this strategy at. the beglnnlng of the treatment perlod and
<

-

_ therefore, always recelved the envelope cordlally and

managed to engage the pupll in conversatlon for a few

' minutes&; This short break away from the»classroom_

permitted the teacher to alleviate the tension created
N . P . c -

between~two,pupils‘or a .pupil and a frustrating dssignment.

, Life—space-IhtervieWing KLSI):”‘Rationale ‘)

¢ B o i : . : .

First introduced~by‘Fritz Redl (1959), this cathartic

','technique is used by teachers durlng ctls1s 1ntervent10n to,

guide the Chlld through a problem at the time it occurs.

" ‘The focus of.the,LSI is on helplng the child articulate™ and‘

conceptualize the.issues going on in‘his.or her:immediate
life space. The teacher helps'the child reach a‘ |
_preliminary closure to the problem, and the agreed;upon'
course of action is verbaliZed; - Usually the~lnterview is
most:eﬁfective when_it‘is carried out'injphysical and :;'
temporal‘proximity to the problem (Pauleénd Epanchin,,1952,

F,
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1< 140). Accordlng to Red} (1959), the LSI is conducted in
two . phases, which 1nclude emotional first aid ‘and the ".
cllnical exp101tation of life events.._By prov1ding-
emotional flrst aid, the teacher a351sts th;‘pupil to
regain emotional composure so he or she can’ return to
regular act1v1t1es. Clinical exploration ofklife events,,
involves hélplng the pupil to confront and " galn greater
awareness of an emotional conflict or other 1ssue that has»

eluded conscious conSideration.

r o : : "

-Life-Space Interviewing: Practical Application e
) . ' ' - . R . A RN T -
» - e ‘ &. . v;‘

Life—spacevinteryiews were;éonducted between the %MC!'”

teacher and a single pupil, in an. empty room next*mo thepj S

¢

classroom. When a particulan pupil«wasFexperieQCing a'"fi e

crisis 51tuation, such as a v101ent‘cdnflic& with a peer,
the teacher anformed the dﬂassroom&aide of his intent to “
-conduct an 1nterv1ew. Once in the adjo{nlng room,:the
teacher established eye contact w1th the pupkl -and beqpn
the LSI. As noted earlier, the 1nterv1ew was structured
into two parts.‘ Durlng the 1nitial phase, emotional first
vaid,‘fivevspecific strategieSgwere used_by the teacher_to

,assist the pupil to regain his emotional composure:
. . ‘ &~

1. The draining off of frustration acidity: As soon
. as-eye contact was established the BMC teacher
made a comment such as,. "You look like you're
- pretty angry with Len." This was stated in a.
calm, quiet tone of voic¢e. The, pupil ‘would then
proceed to drain- off"‘a»surplus of the - *

C _ wh
. | /
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hostility- laden emotion, by yelling, crylng and
.often both. While listening, the teacher made
frequent, sympathetic comments, such as '""That must
have really hurt when he hit you." '

Support for pai and guilt- When the pupll .
was overwhelmef- : ic, fury, guilt and other
emotions, . thﬁ”B g' ycher stayed with him and made
‘comments: such ag, "Pt's all right to cry...let it
out and you'll feel better." The teacher also.
protected the pupil if he became a danger to
‘himself. For instance,  if Tommy became so angry’
that he was making gestures suggesting that he :
wanted to punch a window, the BMC teacher wrapped gy
his arms around - the boy from behind and tHen -, ﬁh
proceeded to explain that he couldn t allow him to
hurt himself. ,

Communication maintenance in moments -of

"relationship decay:. Often, for example, after a

particularily vicious attack upon another pupil,
Len misperceived the BMC teacher's motives for ;
breaking up the fight and felt betrayed He would

“refuse to talk about“the incident, making all of

the teacher's attempts:to discuss the incident

quife fruitless. ¢In grder to prevent Len from :
becoming #otally¥ inc: juriigative, the teacher kept

the communication,lines open using small tall

which was most often ‘trivial and completely

removed from the issuerat hand. Such comments as, .
"Where did you buy that watch, anyhow?" or "I = °
think you can hear Mrs. .D. twp-roomshover,‘it's so
quiet!"”, were made by the teacher during this

phase. ' ' ' ‘

Regulation of behavioral and soc1al traffic: Once
-the pupil was composed enough to speak about the
"incident again, thejteacher reminded of a basic
rule or social” convention that he may have
violated, This was done in a general way, without

- moralizing.  For instance,. the BMC teacher

explafned to Len that, "Most people-don't like

.others to cut their hair with scissors...l know.

that I wouldn't;}ike someone to do that to me."

Umpire services: When the pupil experienced inner

"~ conflict over choices of right and wrong, or
“external conflict with peers, the BMC teacher

»

<

assisted in decision making and even made
decisions that promoted an emotionally healthy
situation. For instance, when another pupil's

. lunch box was smashed, the BMC teacher said, "It

’ ) : ) b ]

‘5;%‘ ) S B ' - ) - ‘ "
. - . ..

RN ne
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lunch box for Paul all by’yourself, e both of
you wele jumping on it. Let's try to rk it out
-~ so that you and Greg can both repay Paul "

isn't fair that you should have to p; ”forha new
s§g§

Flve main - steps characterlze the second phase of the LSI

cl;nlcal exploratlon of life events.

1. Reality rub-in: At this point the BMC.made the"
pupil. ¢gognizant of the actual events that occurred
during,%he conflict. 1In the case of the broken-
lunch box. mentloned earlier; David staunchly ~
maintained that he wasn't anywhere near the
incident. In an effort to overcome the boy's
social near51ghtedness, the teacher informed Davxd
“that another teacher and three other puplls saw

. him help break. the lunch box. . :

2. 'Symptom estrangement' Durlng thls part of the
. LSI, the BMC teacher concentrated on getting the’

pupil to recognize that his symptoms are not worth

the trouble and need to be let go. For instance, -

the fact that his mother showed up at the school

intoxicated one day cause Tommy to become very

» -emotional. Convinced that his peers wete always

: watching him, Tommy began to swear at them. The
BMC teacher explained to him that this tendency to .
believe that others were looking at him wasn't
often substantiated and gave several examples., .
Once this was established, he told Tommy. that "his’.
vlnappropriate reactions caused others to look at
hlm more than anything else.

3. 'Massaglng numb value areas. In order to expain
‘the ramifications of present events, the BMC
teacher often appealed toébotential values (eg.
fairness) held by the pupil or peer group. In the
case of Stan not waiting his turn, for instancé ,
the teacher reminded him of an upsetting incident
in which another pupil ate the chocolate bar that
Stan .wanted, even though it wasn't his turn to
pick. ' : ,

4. 'New-tool salesmanship: Through questions like,
“Now what else could you have done when Len hit
you at recess time, instead ‘of tearing his shirt
off?", the BMC teacher indicated a wider range of
behavxoral altérnatives than that the pupil S
- currently possessed. During this phase, the focus e,
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- was clearly on futuge Sitations, rather than the
present incident ;' P ERERIS
v _ . oo T

?— L

5. Manipulation of the boundaries of the self- Just

before the conclusion of an LSI, the BMC teacher 5‘* o

expressed confidence in the pupil'!s ability to yi'“<
react in a different manner during- the next cdrisis
situation. By convincing ‘the pupil :that he was up
capable of exhibiting more appropriate responses '
in the future, the teacher helped the pupil to *
feel greater self-worth and broadened his -
- psychological boundaries to include a sense of -
affiliation with peers, adults or ‘the. setting,v_
For»instance,~"Watch David carefully.  You'll see

how he ig es Len's namecalling and how Len gives .
up after -a minute or so. . I 1. think you're -
- strong en ¢ to be able to do the same tning,
- don't you?" . . L S

Planned.Ignoring: Rationale

One of the major variables assoc1ated w1th Kounin's
group managerial model is withitness.f This term refers: to’
a teacher s overt behav1ors that demonstrate to the pupilsA
that he is aware of what is: going on' in. all areas of the |
] classroom at all timégs. One of the pr1nc1ple ‘means that
Kounin postulated that a teacher. could demonstrate
withitness is to refuse to give pupils the negative
reinforcement thattthey are seeking when they exhib&tv
.inappropriate behavior. Planned ignoring representsjone

v interVention.strategy designedrfor this purposeﬁ

[
Ciy
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_'Planned.Ignoring: Practical Application

. , v e
If the pupils exhlbited an 1nappropriate behavior that.

“was not 11kely to disrupt or spread to others, and the BMC

teacher-felt confident that 1t would eventualiy-run its

158

» : . v
course, the bzhav1or was often ignored For instance, when

e

a pupil elected to read a book to gain the teacher's

attention, *ather than complete a written assignment, this
ibehavrbr was most often 1gnored The teacher ‘continued to
?unobtruSively observe the pupil and waited until the pupil

;was back on.task before giving him positive attention.

Alternately, ‘the BMC teacher ignored the negatlve behavior

'.whlle 51multaneously praising other pupils for their

apﬁropriate behav1ors. f.QV 3‘7

-7,

v Verbal Encouragement: Rationale

One of the cornerstones of thg.teleoanalytic model is
the use of encouragement techniques.g Adl%ﬁian theorists

maintain that encouragement As mo{é important than any

Sl other aspect of. classroom diSCipline.ﬂ In. fact they view

<.

1it as being 30 important that the lack of 1t is considered‘:

-_the basxc ‘cause of misbehavior. Dreikurs and‘Soltz (1964),

postulated that a misbehaving Chlld is ‘a discouraged child:‘

."’( 36) v These authors perceive'encouragement as a
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continuous process aimed at,giVing;Ehefbupil a sensejofv'

~ self-respect and a sense of acbomplishment;w'-"

Verbal Encouragement: fPractical Aéplication oL _?i_

The BMC teacher gave the suhjects verbal encouragement}f

throughout the treatmentheriod - Comments sudh as, "You ve

[ -/ . P
: S

- worked very hard on tpis art prOJect, you must enjoy

"QWOrking with clay!", were made by the teacher in an eﬁfort

1gto-reinforce the,gubjects' behavioral andlacademic~effortsl

When a child handed in a writteniassignment that’Was of +

,generally poor quality, the BMC teacher would accentuate
-any positive aspect of the work that existed. For -
A

instance, he frequently directed comments such as, “That's K
a nice, neat capital "p" in the second sentence that yau

wrote, it makes it easier for me to read your work " The

teacher also gave verbal reinforcement for behaVioral . .
P . - ) K

efforts, such as, "I' m proud of the way you stayed out of

“that fight, Peter., That;s two days in a row that you've |
been able to do thaté“.

.Be Procedure

’ There were six parent;childeairs, a teacher, a.-
classroom aide, a psychologist and . a behav1or management
'resource counsellor involved in this research study. ‘The

»teacher had three years of teaching experience, including

)b
~.");
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the . latter two'in his presesf”

:1apacity. Educationally,'he

1had earned a Bachelor of Educatlon degree; but had taken no‘

spec1al educatlon{courses as an undergraduate. The teacherb

'had received no graduate training.' The classroom aide was

- a mother of four teanage chlldren who had no formal
tralnlng related to worklng with behavior disordered

‘chlldren.. She had.two}prev1ous yearS'of classroom.v

experience, both og which were insner present capacity.

The psychologist involmed in the studyghad twenty\gyeuious \

. years. of exoerience'related to special education pupils.

His present duties involvedvthe assessment and_placement ofi
pupils in-special education classrooms. eThe role of sthe
behavior management'resource counselor involved consultind‘
witn the teacher and parents and preparing'recommendationsvd
for the.management of the subjects botn'at”school and at
home.v ThisuindiVidual had:ten years of experience 'in a
variety of roles‘relating to regular and special education
‘pupils. |
| The investigation was conducted during the fall of
1985 and laSted_twelve weeks, from September 27 to December
20, Prior to the study, the BMC teacher was trained for
two weeks in the use‘of the intervention technidues, using
materials from Long, Morse and Newman f1980). In addition, .
‘parents of the six behavior disordered pupils in the.BMC

program were contacted and asked consent‘for‘participation

in the bresent research study. After consent was
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.o.btain'e'd, theee parents were iriterViewed, lhlsiyn'gthe Child 0
Home Cheeklist (CHC) and Child cdmgiunity Checklist (ccc)
ecelogical interview format outlfhed by‘Wahler.and Cormier .
. (1970).. The parepgf were also aSked to complete{the.Walker-
_?reblem'Behavior Identification Checklist (WPBIC: 1976); to
which they readily consented. _7
) ewo day§ before the use of the 1nterventlon technlquevsv
cemh ced, the investigator administered,the,preﬁtesus to.
the §apils. in their élassroom, as recommended by Chapman
and rsma (1978) The pre tests 1ncluded the Student S
;Percep n of Ability Scale (SPAS' 1978) and the
‘ Nowicki Strickland Locus of Control Scale for Chlldren
(N-S: 1973).- “In order to c1rcumvept any readlﬁb problems
- that the pupils may have had, items were_read eloud for
- them. The teacher was,thentlnterviewed by‘the researcher,‘
using the Chi}d-SChobl CheCklist (CSC) ecolegicél ihterview
format. In addition, the claeéroom‘teacher compieted the
WPBIC foraeach of the s@bjects in the etudy. This WPBIC
assessmeﬁt,was'within'thé_dne’to.two'month’assessment

interval recommended in the revised (1983) version of WPBIC

i

- test manual. The BMC‘teacher attended numerous case

.. conferences in June, 1985 related to each of the subjects

in the-study and had interviewed each of them with their

parents prior to the start of the scheol term. In view of 5-

these contacts and the fact that he had observed them in 9%

. the classroom for four weeks, the BMC teacher was

&
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sufficiently familiar w1th the. pupils when the instruments'

L 4

”_were completed

w

_Psychosituational classroom intervention, the
participant‘observation approach#employed in this study;
was‘conducted'byithe psychologi&tfandithe behavior
management resource counsellor during_sgparate 30 minute'
1ntervals once each week Both days of the:week.and ‘times
of the day were alternated Reliability, in terms of
lnterobserver agreement was checked every ﬁourth week by

hav1ng ‘both observers present during the same interVal

- The most frequently used method of calculating

1nterobserver agreement (Haynes, 1978), ‘based on agreement
and disagreement w1thin each sampling interval was by

d1v1d1ng the number of agreements by the the number of
-

‘agreements plus disagreements. This approach,was used in

this study.
The classroom teacher used the intervention strategies

outllned earlier in this chapter on an ongoing, daily

 basis. The Life Space-Interv1ewing (LSI) technique»was

used only when a crisis arose in the classroom that could
not be controlled through the use of the other strategies

included in the interventlon program. On these occasions,i

the teacher would meet privately with the troubled pupil in

‘a small room adjacent to the classroom.' The classroom aide

would stay with the remainder of the class while’ the LSIA

was being_conducted. On<avmore general level, the role of
- . dé? . A
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classroom aide was’ t\:brepare classroom materials and to -
' .assist the teacher with the pupiﬁs._ This latter role . ‘
hincluded helping them»with;arthprojects and_onifield trips.'\;;;;,‘
| 'Each school day beganfat.9'00 AM'and'ended at 2:30 PM |
“ This schedule represented a shortened version of the school
jhours governing most reguiar classroom children. The ﬁact
'that most of the BMC pupils had a three quarter hour tax1
‘ride to and from school each day was the rationale behind
'-the shorter school day. TherBMC pupils wentvfor recess
with the'regular classroom children and also shared a
.common,lunchroom with them. The’classroom‘itself was
’ situated close tohother regular classrooms.‘ It was;‘l
vequipped,With’tr‘ itional,furniture and equipment. The
school administrators endeavored to meet as many of the BMC

teacher's program needs as possible.- They were very
»

supportive of the teacher s efforts and tolerant of the

" pupils’ behavior. ‘In fact the administrators and the BMC

teacher had formulated a school policy that sought to aVOid

suspending pupils in the BMC. program‘as much as p0551ble. = S

As a result, no suspensions took place during the course of

" the study. . o |
| At.the concluiszn of twelve weeks of intervention, all
post-tests were readhinistered. The post;tests included

the‘W?BIé, N;S_and the SPAS. Alternative forms of these

instruments were not available. Both the parents and the

R
teacher were reintervgpwed two days ‘after the end of the



..

treatment peribd; ﬁsing thevabpropriate ecoIoéiCal
interview f¥rmats. All pre-tests, post-tests and:
interviews were adminiéé/’;d and’ marked by the investigator

to ensure unlformity in administratlon and scoring.
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IV. ' RESULTS

G '
-..-‘v'l“ { S

"h. Introductiont‘

This study 1nvestigated the etfects of several
) . . PR _ .
ﬁfintervention strategies on six male pupils enrdlled in a»j," (
self- contained spe01al education class for children with_f

tbehavior disorders. Threetﬁormal and two 1nformal

e

vassessment techniques were used in this pre test/post test
jde31gn.v To determinesthe quantitative effects of the
1ntervention prq@ram, data from.the WPBIC -SPAS and -5 &
@- P

:were analysed usizg "~ tests to establish the 51gn1f1cance 3

of differences be ween\pre— ‘and post test scores. The.’ e =

» ANOVA 12 analysis program (Ferguv‘ 1966, 169 171 -

f‘l-. 53

P4

183 184) was uéed for the statistical analy51s of “the data,

t with a Significance level set at pl<-.05. The~quant1tat1ve .

analysis whlch follows focuses oh the mean gain scores for-
B

«each of the three measures used
' N,

[}
S . . '
-

.

"-1: Ecological 1nterv1ews and PCI participant observation
d -

V&

represent the two informal assessment\technIQues used ﬁgw

_ gather data.‘ AS noted'by Borg and Gall (1979)( use of

x

these approaches permits a: researcher to gain in51ghts and .'hl 5<d

develop interpersonal relationships that are Virtually ’*,;r

imp0551ble to achieve through any other research method (p. B

'345)., These authors havleurther'suggested that

[

. "participant'obseruation, in particular,'allows an
0.

[ ) e

) investigator to gain rapport with a




“<‘observation data gathered for ‘the purposes of this study

S - | . - oo1es
. 2 . ) B

group and to develop a better understanding of the group S

funct}oning and relationships. The interView and -

is, therefore, subqected to qualrtative, non statistical

descriptive analy51s (Borg and Gall P 408) This “jgiﬁ‘l

"‘analysls spec1f1cally describes the effects of ‘the
intervention program "in modifying-the.behavior of R
"individual?subjects (Saslow, 1982, p;%411),' .

' In order to promote clarity, the chapter is lelded

-'1nto a nnmber|of Sections. First an overv1ew »the-" - W,

. results 1s presented as’ it relates to each hyp theses

v 5
l

'tested in the study.' Each overview is then followed by
"both quantitative and qualitativeybanalysis of the'data.‘- - ¢
‘B.‘,bverview Qf The hesults

The major findings related to- each of the fiveif S

hypbﬁheses tested are now presented/ For the sake of
i A

: convenience; the research hypotheses have been restated

¢ e
‘A . ¥ . e . . P 4,3.' PN
.- - . ‘

. . L PO - T
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‘\'a K v - . T ot - . “ s e ., . .(. ,‘ K ? ' v : » s
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\nggtheSis«{t e T T
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the classroom, the number of target problem ,ehaviors'

exhibited by the subjects in the behavior diSQrdered

<
‘_classroom w1ll be 51gn1f1cantly reduced Problem behaviors

;P,

- were- operationally defined and measured by the Walker

Problem Behavior Identification Checklist (WPBIC), Child
. . R L




o Intervenﬁion (PCI) observation format This hYPOtheSI%{was

v
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School Checklist (CSC) and Psych051tuational Classroom

partially confitméd fox the WPBIC but’ was supported by the .
results of the CSC and the pcr RS

Hypothesis 2

Following-the intervention'program, there»will be a

Py . . » .

significant decrease in'the number'Of problem behayiOrs;l
exhibited by the subjects at. home,'asqmeasured by the NPBIC
and Child Home Checklist (CHC). This hypothesis was . . ;

partially confirmed for ‘the: WPBIC but fully confirmed by

the results of the CHC Aﬂf:b . e R ;' : :b~f -

- . : .\t. . . " . -’

Following thé iﬁterventidn program;‘there wil&lbe'a;
deqreacy in the number of problem behav1ors exhlbited by
N o
tﬂe subjects in the community, as measured by the Chlld o ¢

! .

Communixy Checklist 1CCC) Community is operationally ¢

f t— ‘}»

defin%a for fhis study as thehchild*' ‘an wabdja. . °
4
~\ Ry : [ Yat v
neighbor s yard or«home, shops,<i?ilic park church .~> Ve -{
downtown, community swimming poo and the family car ' ‘

(Wahler and Cormier, 1970, p. 282).‘ This hypothe51s was o

L : . 4 -
. . . o - .

comfifmed

-~
74
B 4
* . : . .



Hypothesis 4
FolloWing the intervention-program, there yill be  a
51gn1f1cant 1ncrease in the subject s level of academlc

fself concept as operatlonally deflned and’ meastred by the

" Student' s Peraeptron of Ab111ty Scale (SPAS). This

; (N—S). Thls hypothesls was nét conflrmed.» ';': :;3, PR

‘-:descrlptlvely. The effects of the experlmental treatment

/_hypothe51s.was not confirmed.

_vprothesis 5 .
. ';_': N k

14 program, there w1ll be a

‘}oilowing the‘

. - B )"..
51gnif1cant increase in thefsubject s lnternal expectancy

<

of control as operatlonally deflned and measured by the

"Now1ck1 Strlckland LoCus of: Control Scale for Chlldnen

f SN

N

[ : L X . ’
L. -
s ENERS a >

Data 1s presented ‘in tabu}ar fbrm, graphically ana

- 1 . A ¢
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“

are represented by comparlng group pre test/post test galn

-'nsqcres fo;.eaqh of tHe formal dependent varlables dsed

Y 4 e

Fon,each Hy?othe51s, quentltatlve\analysis oT the data is ff

[

| ‘also féﬁloﬁed by a. qualitatlve descriptlon of the same

l‘qualltaﬁive analysis.- This analysis described con the gﬂf

'3'experimental effects\of the treatment on individual

results thh thé focus on psychologlcal signx!icance

1nstead Hypothesis 3 was tested by the use of the o

',informal measures used and then subjected only to”

-

;subjects armd on the classroom group as a whole._

L
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. C. Hypothesis 1

Quantitative Analysis of WPBIC Data Collected From

. Teacher ~

"According to Table I,,teacherarated pre4te5?/Post4test

gaingscores for' problem behaviors on.theiWéBIC.were‘largelxﬁ' e

-

in the expeCted direction. The group obtained a full scale = : -
"~ mean pre test score of 25. 833 and a full scale post testg

‘score of 14 0£'show1ng ‘a mean gain ‘score! of 11 833 ThlS \\g

\

fresui:i:,_‘lrepre'sented a, statistically 51gn1fiCaQb difference‘

‘4.,'~

and may be Lﬂd;cative of the Lnterventlon treatment uSed ‘f

With reference to the mean gaim scores £or 1ndiv1dual E ‘)

N
"

;Qri'l subscales of the WPBIC,'the mean gain score differences for oy

r ar

Acting out were 51gnif1¢ant beyond uhev.os level of 'f R ';
confidence. The mosé srgnificant mean’gain .sCore e -Tiseesf

-
- A

' « dlfference was obServed fox this Acting- -out subsdale. ' ¢

This result, which closely aﬁbroximates the full SCale R 'l.

~"\ significant difference, méy Suggest that the treatment had

‘:».i“ , -

theﬁhest dramdtic effect’ﬁh éﬁis partlcular type of prbblem .
s o W - '’ S

" ' behavior.' The results of this subscale measurement greatly i KRR

.lQ?ontributed tb the significant group pre test/post test .

“mean differences,obtained Although the mean . . . »_ff
\wpre test/post test gains‘displayed by the group ‘on | |
subscales II (Withdrawal), IV (Disturbed Peer Relations) '

Q

S ‘ . e ST ,
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TABLE I

TEACHER RATED

o~
., FULL SCALE AND SUBSCALE - o
--/POST-TEST MEAN GAIN SCORES ]
’ . . '
A ON TgE WPBIC = .
B a L w’k '
| R
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Mé%n
. Pre test Ppst- test Galn Scores

L

Scéle‘

'~ Mean:

- o) - - L g
S
. f#

Pre'/Pdst-..: _g.
ue

" Test Mean :
(d

Critical
- Value |

- - - e
. E . et A

Full - 25.833

I . 13, 16f

"XAatlng odtr ke

o If N 203330

w)@ : i
4 50’ .’w':-&

'Q(Disﬁﬁactabllrty)

3 0

Y

IV

14.0

6-’.
0.
’ ‘\\w{% oy

667

4.

1.6§7
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1. 833 5.848

, &E
. " 5
7ﬂo

.0021*

:'E:$0024*jif

‘f”‘H*””'Tg-. R AR ~“,fu
333 2,0 . 20236 - .ﬂ.0756
o . \'. ’. .. . v'-".l‘-’ ‘ .‘:."'

C-0.167 126,

©u810

1.333 o .4549

' (Disturbed - ' e R
S Peer Relatlons) . < »'_“ A’ﬁ;‘;Jiﬁ; |
N f‘““'“v 'E”,z B33.  1.467° i 1,6663) * 1.686 - . {527
- [ (Immaturlty) Q' . s ',’:" . v-i‘ s .' ; "‘, v R - ) ) N .' u" . > . , .
f(?_g* Signifiéant'%e96na'the' 05 level of confidence,:: ¢~»1"-f
",“ .. ) . , s . , v .\ . i - e ) o

.9050.;" "
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and Y (Immaturity) were ‘in the expected direct}on, nonelof -
,of them achieved statistical significanCe._ However, :

”although not statistically significant lt seems that the
',group tended to exhibit slightly less avoidance behav1or,._
~less peer conflictsvand less dependency after‘treatment
: than before. ' \
In essence, the results of the WPBIC partially». _
substantiated Hypothesis 1 by confirming that the group did
' '_exhibit fewer incidences qﬁ;acting -out behav1or..‘ '
: Qualitative Results of Hypothesis 1 Based on the Child

‘School Checklist (CSC) and Psychosituational Classroom T
+ Intervention {PCI)- Partic1pant Observation

' Results of the ecological interview\betueen the

researcher and the BMC teacher, using the Child School

' Checklist (CSC), strongly supported the full scale and
,acting out pre test/post test gain score data f;ndings of

the WPBIC ‘As illustrated in Table II,'each of the"’

n, ,‘-' - “

' subjects exhibited fewer problem behav1ors after treatﬁ%nt f:»'”°“‘

.thanvbefore.; As a group, the number of pre-/post test |
"ﬂijproblem béhaviors was greatly reduced The BMC teacher e
nnoted that this decrease in disrhptiVe:behaviors improved
.4the level of cooperation among the pupils and made the f
\classroom atmoephergghuch more positive.. Further he noted:
1a5that the behavior of the ‘pupils observed in other school
:’{settihgs, such as the lunchroom and hallways, also 1mproved

- following the 12-week intervention period" The most_’

. S~ '1
P}
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T T ', TABLE II

G-l s Y. . TEACHER-RATED
- PRE-TEST AND POST-TEST DIFFERENCES

%" ON THE- .
P I e ‘
. CHILD SCHOOL CHECKLIST (CSC)

. »i

 Number of . ~~ Number of’
Subject  Pre-test - " .post-test . , ;‘Diffefence'
Pr§b¥em gehav1ors Problem{%iﬁaqﬁgm? ,

“Davids. 22 . .. e . g

.

Len H. 86 . .. a4t T g

Tommy L. 62 .~ - 50 . Foom120
Greg E. 29, . . j"’ 6. R o=23.0
CStan Bl .3 . T e 0oL -297

Peter L. - 33 20 . -

e e e e e e e e e e e T C e, — . e — - ———



dramatic change took place between week 2 and week 4.

Ly
&

L;“, Figure 11 graphically illustrates t P 1ndividual

";’,s .
performance of the. subjects. These findikws suggested that

Len exhibited the greatest reduction in prxrlem behav1ors

(48.8%),’by‘d1minishing his "talking to others ' vmoping

l

around": “erying" and’"Out of seat" behaviors. In

contrast Tommy demonstrated the least reduction, asﬂ
"fighting",i"dawdling ,‘"talking to others and bein

of his seat" continued to be>problems. During the
- \J
ecological interview, ‘the teacher noted that Tommy, in

fact did replace Len as - the group [ negative leader. FAS
was the case at the beginnpmg@of the 12-week 1ntervention,>
Greg continued to be the group ‘s p051t1ye 1eader,~according
i to-the teacher. Overall he exhibited the fewest ‘
pre /post test problem behaviors. In addition,~the four'

_ subjects that exhibited the fewest post intervention

problem behaviors, David Greg, Stan and Peter, were also

the only,pupils to be reintegra’gd into regular classrooms,lf,

B3

‘? on a limited basis. T 1 g‘:"a3..s“ yl'. ”i.:;

A closer examination of the CSC data revealed that

Stan made considerable behavioral improvements during the
N

course of the study. After 1nitially identifying the boy s

major’ problems as being "selfish", staying .alone"

¥,

whining“ and "acting silly", the teacher clearly indicated

during the post te%t interview that theSe behaviors were nogf;’
B 3
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~longer a concern. StaniWas more Willing.to'complete
.Written asSignmentS'and, on occasion;hhad‘even:volunteered
~ answers orally. Similarily; the pre-test concerns. voiced
over hen'and bavid's "serual play" in'the hallways andv |
‘playground<verevnot repeated during.the post;test
'interCiew. In addition, ‘an examination of the post test
CSC revealed that Len rarely exhibited the spec1f1c
j/a behaviors that-characterized his earlier lack of school
success, such as hreaking pencils, tipping over desks and
' tearing up notebooks.
_ Rost- test results of the CSC also suggested that Peter
‘was "out f)his seat" and “talked to otherg" " during

@ - L

instructional periods considerably less than he was at;the | | )

'..r.l

beginning of the study.w LikeWise, the BMC. teacher

indicated that Davidawas more able to express himself in an -
approp;iate manner at the end of the treatment perlod

hll, f This improvement was particularily evident in the presence

of female supervisors in the lunchroom and hallways.f“fg
¥ e

Lastly, Greg reportedly reduced the number of threats and .

g;'f“'kphyzical assaults he directed towards his peers. 'The
;ﬁ x mteache;\suggested that the close hond formed between Greg :

«?\ 7; and himse$£ and the strategies used may have had an effecb

5

on this improvement ‘ .
. Findin&s based on the Psychdsituational Classroom
' Intervention (PCI) observation data, supported the results

‘of both the wrsxc and the CscC. The reliability of . ﬂhese



\4’ .
. . ‘ Sy R
’observations,.in'terms of interobserver agreement, was'
- -

determined by having both observers make observations

176

jsimultaneously at iné%rvals of 4, 8, and 12 weeks; Based

{ CTT——

on;the most.frequentlﬁ'used method ofxcaiculating

_interobserver agreemeq} (Haynes, 1978), reliability was‘h
fdetermﬂned to be .95. . _
t | Pigure 12- strongly appears to suggest thatﬁthe number
;”of problem behaViors exhibited by the group @g ar whole ‘
sharply declined during the treatment periodg ‘The highest
numbei of problem behaviors observed (92) was‘during week
2,~while the lowest number (15) were exhibited during week
" 11. .Both observers noted that the disruptive behaviors

f tended to occur in clusters, where one pupil would create
' anrinitialvdisturbance that would later involve other
memberS'of the'group., It was observed. early in the study'

'h‘that these f?ﬁup disruptions were frequently intended to

S -

interrupt the teacher svinstructions and lesson SRR G

;presentation. These interruptions tended to support the
negative behavior exhibited by indiwidual ‘pupils. 1In
vparticular, the group often responded to Tommy s verbal and

‘nonverbal disruptions with negative behavior of their own.
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Number of S
" Problem 50
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20|
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1.2 3 4 567 8 9101112
| S _,

* Combined number bf'obserVations made by raters
, , \ . , .
| | Figure 12 - S
i Number of Observed:Problem. Behaviors
v During a 12 Week Period . '
‘Using Psychosituational Claasrbom Intervention ({PCI)
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‘As the study procressed however, this ripple effect‘had a
‘:consideréblycgifferent focus.
| As illustrated in Table III the c;ﬁnge in the grouéré'
reaction to. Tommy s misbehavior ‘is quite evident _ During

: .the first three weeks of - éfeatment the group tended -to

LY

support his disruptions by exhibiting similar. problems

In contrast _the group appeared to respond to

}leadership 'in a very different manner

_? é 'three weeks of the study. Clearly, the

‘ 'dther pupils showed a definite tendency
pring Tommy or themselves exhibiting more‘

..’

i&&iors;~ Both observers noted that the group '

_ery supportive of the teacher ] attempts to reduce “
- Tommy s disruptive outbursts. Data gathered during the CSC

'interview with the BMC teacher further confirmed this /
'unotion. ’ - o f:' .';4 ’ :, ”ig_ #~f B
: _ ‘ - o o

At the beginning of the study) Stan's disruptive /-

behaviors usually involved getting up and leaving his desk

B without permission. These behaviors were typically in
\. o .
' response to teasing from his peers. After»a series-of life

space interviews (LSI) during weeks 3 and 4, Stan'began to

1gnore these taunts and remain on- task Despite a lapse in

d

weeks 7, 8 and 9 he managed to continue to refrain fromt

his. withdrawal behaviors during the remainder of the

’

- 12-week observation period

. .
) . s Lo < ! .
': : . . L . L, o . A T .-
v . . ¢ - . . o= - . - . ) i)
i b 4+ e - .« 7. " . '
o PP S : RS N g S . . : G - A P
o7 F‘ o . > . v A -
. . . . PN . . . .
. 5w : o . S o . .
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SUMMAR SgF

BSERVATIONAL ASSESSMENT'DATA

. S
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- PSYCHOSITUATIONAL Cﬁ&SSROOM INTERVENTION (PCI)

‘ ’ .
. /
7
,}

Number of Dézruptlve Behav1ors
ObSer d By Weqx* o _—
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* Comblned number of dlsruptive behawi
raters durlng separate 30 minut%&obse

Ag‘kf

. Subject © 1 2 3 4 s «6 7 ~8 9"10_ 11 12 _ Total - .
- 3 . @ PR ) . (S _‘ e
[ '. : ) . ' . B ) - s q,' , . ! . A
‘David- - 11.1512 11 8 8.5 7 4% 2 0 1. 84
5 . . . B » . . T, L :
Len -~ 171913 912 9 7 5 5 6- 4 3 109 -
* g
Tommy - 22 21 25 20 16 14-1t 12 10- 13 11 11 . 186
S . N L R
" Greg' . .912 8 6 6 7 3°0 0 1 0 0 52
, | o o
, . s
Stan , 14°12° 9 5 0 0-73 4.2 0 0 0O .49
_Peter 141311 7 9 2 5 .0 2% 1 0 142 65
‘Total 87 92 78 58 51 40 34 28.23 .23 15 16 545

‘observed by both
vation periods ~° .
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| IV (Disturbed Peer Relations, p = 0330) and V (Immaturity,
p = 0058) showed that significant differences ex sted

- These resulrs are 51milar to those obtained on the ‘

. withdraw, less aggressive,with peersvand less dependent‘

The following sdction will recount the accompanying

‘ changes that occurred in the subjects behavior at home. ..

N o e

.‘D; Hypothesis 2 “l. ’ o "l-' K

Quantitative Results anq,Analy51s of WPBIC ata %
-'Collected From Parents R . -

v

gain scores for“problem behaviors on the WPBIC were’all in -

' the egPected direction. Overall the group obtained f full

scale ‘mean - pre test score of 50 5 and a full scale
post test score of . ?8 6, resulting 1n a 51gn1f1cant me n

gaip scd%q of 21 8 This result may be indicative of the

ecological effects of the 1ntervengion Ereatment used Yjvh
the group at school. o ;

| W*th regard to subscales of the WPBIC as measured by
parents, an analysis of the gain score means for subscil%s

1 (Acting out, p = 0166), TII (Dlstractability, P = 0258),

L 3

fteaqher rated WPBIC where only acting- out behavior rose to
signjyficance. EaJh of these results by parents suggested

that a'strong treatment effect waS\present Results of

“_these subscales may indicate that parents tended to V1ew

the subjects as being less disruptive, less likely to

':after'treatment tgan before.



| PARENT-RATED .«
FULL SCALE AND SQPSCALE )
" PRE-/POST-TEST MEAN GAIN: SCORES s
R ON ‘THE WPBIC ' j o
- - > -
- A ¥ Pre-/PQst--  - SR
Scale Mean = . Mean - Test Mean = T-value Critical
- 'Pre-test Post-test Gain Scores (d4f = 5) " Value
Full 50.50 . . 28.667 . 21.833 6.918 \8010*
1 17.50 - 12.50 5.0 . . 3.536  .0166%
(Acting-out) ° | |
11 5.167 2.833 2.334 - 1.688 1522
. _ - E : S L . :
(Withdrawal)

- ‘ ’ : : \ o . . ' . ’ : - .
III 10.833 . 6.50 4.333 . 3,135 .0258%
| o v . | e

(Distractability) .

IV " 9.167 ‘40167 5.0° . 2.919 ~.0330%
v (Disturbed . N
- - Peer Relations)

“wV '8.333-  2.667 '5.666 -  4.610 .0058*

oo o " . ' & R
* Significant beyond the .05 level of confidence - -



" On. subscale II (Withdrawal), although not Significant

!

“mean gain score. differences were in the expected direction.,
:\5‘.

) The group. obtained a, mean pre test score of 5. 167 and a

'post test score of 2 833 show1ng a mean gain score of

2 334 This finding may suggest that the subje ts
slightly less avoidance behavior after ‘the 1nte
- than before. » ‘ p A
In summary,vfhese WPBId‘findings tend to confirm
Hypothesis 2. Parents observed there was ' a 31gn1ficant
decrease in the number of problem behavmors exhlbited by

the subjects at home and attributed this decrease to the

effect of - the classroom intervention” used

Qg alitative Results of Hypothe51s 2 ‘Based on the Child
Home Checklist (7HC) . ,

Results of the ecological interview w1th the parents,f
using the CHC, are shown graphically 1n Figure 13. lee;pﬁ
' the pre-test scores, the post-test:results describe le”
»considerable4betweenesubject,variancefintterms of.the"
‘number of problem behaviOrs'ekhibited:at home?by'each
subject. Forvinstance;;Tommy and Len’snparents reporteds75d
and 64 pre;test problem.behaviors,_respectively} while

| Greg's p%rents described'only‘19.-ZSimilar'trends Qete also
evident inlthe post;testvresults; Figure ijﬁdéés Suggest
-_van overall decline in the number of home- related problem '

N

behaviors reported by the parents.
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fDavid “ALen

-

4 _’ 1 Q‘ ( . LI 1 ) Pre"test
- 2. ( —) Post-test

"~ Figure 13
Number of Pre-test/Post- test
‘ Problem Behaviors '
On The .

Child Home Checklist (CHC) o

. As Reported By Parents -

ommy Greg‘ Stan .

Subjects o
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Among individual pupils,_Peter s parents noted that~

”the incidence of selfbabusive behavior had sharply declined

"~,during~the treatment period : In addition they stated that

:Peter argued and complained less at home and had fewer

_temper tantrums as the treatment progressed _Hisﬂ”

>

bbehav oral provem nts were so. significant that his
lpare‘ts J ported that he was taken off his medication afterjvypl
i_consultation with the psychiatrist Mr. and Mrs._L; |
'udescribed Peter's bedtime behavior, ‘in particular, as- a-

7f_major area of improvemEnt Likewise, Len s parents mwf“'
s N

41e essed a great deal of satisfaction when they were able-

'Evto discontinue his medication. They noted a definite 3

;fimprovement in Len s behavior both first thing in the o

vmorning and at bedtime, two periods of great concerﬂ%to 11'9"

 them. In particular, Len's "forgetting ,,"dawdlihg

‘ arguing ‘and complaining behaviors were greatly,@hduced hll»‘

4

Similarily, bathroom routines,-such as washing, brushing
teeth and bathing, were improved. .

.1 The major improvement at home described’by Greg 'S v
parents involved the £ ct that he no longer "always had to:‘
;be'toldf to do suchvﬁhéngs_as getfdressed,,do hisochores_ 3
and go to. bed on time., Mrs. L. alsoxreported thateTommy"

moped around" the house and fought with his older brother'
'considerably léss following the treatment period _ Asna‘

‘result, the number of . problem behaviors that Mrs.»L.

described dropped from 64 to 38, as illustrated in Table V.
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;";’_%,

hlocked bathroom door, he was able to discuss family

PITR A

f?fil;kqproblems in a more open manner.. Further, Mg; B. observed a

by

greater capability on Stan s part to- show affection and to

w

express his feelings.x,

‘ Finally, Mrr and‘Mrs. S. identified only 13 post test
’,l!;ggfﬁproblem behaviorsz after reporting 42 on the pre- -test |
1’measure. .The greatest area of improvement that they noted,'
T -icentered arodnd David s ability to express himse1f~in a
e isocially appropriate manner, Rather ‘than fighting,
”destroying toys and yelling, the boy was betten able to.
jlf\%dvexpress his displeasure verbally._ '

‘A qualitative analysis of the subject s communlty -~

N . <
e :

behavior, as reported by their parents during the CCC
‘ interviews follows. o

E. Hypothesis 3 =

Qualitative Results Based on the Child Community

Checklist {ccC) :

Consistent with the ecological tenets discussed
earlier in this study, it appeared that the classroom

intervention used also-had a discernable effect on the
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> T

:” behavior of the subjects in the community. As evidenced by

SR

both Table \pe and Figure 14, the number of. observed

pre test problem behaviors was reduced from 105 to a"'
post test level. of 54. This reduction representswa 48 6% :
decline.v | | | |

_ On an individual subject basis, the concerns that Mr,

and Mrs..E. expressed about Greg's behavior in his-ownﬂyard;

during the

and in the family car were not reiterati;
post -test interv1ew.'.The number of problem behaviors
identified on the CCC was reduced from 8 at the pre test
level to one at’ the post test level Mr. and. Mrs. E.

-stated that they had a good. deal of success implimenting

many of the techniques that_were used‘with Greg at school
inltheir'OWn deaLings with himbat‘home‘and in'the‘
community. ’ | -

The phySical aggre551ve behav1or that.Len exhibited in

the community constituted the major concern that Mr. and

.Mrs.;H.lexpressed during the pre test CCC interview.» These -

parents indicated that they were forced to supervise Len

.'constantly in Qrder to protect his siblings and pee!! from

his unwarranted phySical.attacks. While this behavior
remained a concern even after treatment several
improvements were notéd. For instance, Len was able to
play organized hockey for the first time in two years.
Apparently, he had earlier been suspended from playing

hockey for deliberately injuring an opposing player.

/
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" TABLE VI

~ PARENT-RATED R
JEXEST AND POST-TEST DIFFERENCES |, J
" owTEE
CHILD COMMUNITY CHECKLIST (CCC)

" “Subject

" Number of

v

Number of

R:e—test_ " Post-test o Difference

Problem Behaviors  Problem Behavioré

v

David‘S,'

Len H. -

‘Tommy L.

Greqg E.

Stan B.

- a = - -

Peter L.. . .

=13
19

33

C2 3 \

19
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After indicating that Len s problem behaviors were, reduced
from 19 to 10, Mr.-H, reported that Len seemed to be better

‘ «able to control his temper aft r the 12 week intervention

o

period.”

A

While reporting the incidence of Tommy s post -test

"fproblem behaviors,»Mrs.‘ . stated that she was relieved

that her ‘son had only one contact ith the police in the" B ‘”,
past 12 weeks.v She attributed thi chanEe_to;the fact that-—lkkﬁu

- Tommy no. longer went out of his way . to"act-silly”\iibizops
. %gnd stores, public parks, neighbor s yards and "downt

.She also reported on the post—test Child-Community

<

Checklist that he then fought and stole less often,

: According to Mr. - Stan's community problem

\

behaviors were reduced from 12 to 3 during ‘the treatment
‘\period., The single setting in which Stan s behaVior

improved*dramatically was while playing'1n~neighbors :yards,
.’and injthéir homes.a‘Mr;rB 'credited the boy's improved !
jgpeer relations with the experimental behavior strategies . {
sed at sc ool Similarily, Peter s mother reported that
;'f; her son's_ proved capacity to cooperate with neighborhood
d children wa! r%é?ted to a decline in the number of problem
behaviore he ethbited in the- community. o
| Prior to treatment, Mr. and Mrs. S. described'how
David would:purposefully complain,‘demand andehinevin
public places much to their embarrassment During the

post -test CCC interview, they stressed that these
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» -
.inappropriate behaviors had changéd”dramatically. In f»*ﬂf1x
! e P
L 2

'essence, David S problem behaviors; asaobserved on the CCC
e &
interview,'séem to. be consistent with the poipt of view of

hls parents.j His- pre test behaviors dropped from a hiah of

nd of the intervention. In an attempt to\
- .

eversal Mr.‘and Hrs.‘S.'mentioned that e

",14 to 1 by thé

David seemed t feel better about himself at school, at -

Lhome and in. the community.
Lo 1 :

gpantitative Results of the.student s #erception o;@
Ability Scale (SPAS) S . ¢ , /’\§ e

s noted earlier 't'-tests for gain scores were used

“to determine whether significant differences existeg

v

between pre- test and post test mean scores on’ the Student s

>

_APet .ption of Ability Scale (SPAS).~ An examination of - .

4TabLe VII 1ndicates that ﬁypothesis 4 was not confirmed in

. that Signifidant differences were not found for either the

full scale (p -..2009) nor any of the subscales (General

4

Ability, p = .0556), (Arithmetic,ﬁp = .5761), (School
Satisfaction, p = .2242), (Reading/Speliing, p = .2892},
_u(Penmanship/NedtneSS; P = .. 15767'and (Confidence; p =

TL.3774). It should be noted that the General Ability

—-_I"

-

subscale (p = .0556) was the only one. to approach

I

significance. S . o exf;*.

PR | ]

~
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" . TABLE VII ’
. ?RE-/POST ~TEST MEAN GAIN SCORES S
’ ON. THE .
STUDENT S PERCEPTION OF AB'ILITY SCALE (SPAS)
: L 'Pfe4/Post-' P
‘Scale. Mean Mean ~Test ‘Mean " T-value- - Critical
Pre-test Post<test Gain Scores (df = 5) Value
Full  53.167 , 57.833 4.666 - 1.472 .2009 -
I 6.0 8.1'67. 2.167 ©  2.484 0556
(General" , : > ; ,
‘Ability). - - . »
IT 11.0 11.333 0.333 .0.598 5761
. g . .
(Arithmetic)~ o -
III - 10.667  11.50 0.833 7 1.387 .2242
(School
Satisfaction) A L o
v 9.833 10.667" 0.834 T 1.185, --.2892
~ (Reading/ ' o .
Spelling\ . N . :
v 8.833 10.167 ™ 11.334 ° ~ 1.661 .1576
‘.”(Penmanshlp/ {, R
Neatness) L : - -
VI : 6.833, - 5,833 -1.0 -+~ -0.968 L2774
(Confidénce) '
-
-~ * Significant beyond the .05 level qf confideﬁce.
. ; v ] . . -
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~ Qpalltatlve Results of Hypothe51s 4 Based on the Child

. Sch¥§ol Checklist (CSC) and Psychosituatlonal Classroom

Intervention (PCI) -

ALthough Hypothe51s 4, whlch was concerned w1th

¢
'

1mprovement of ‘academic self concept, was not statistlcally

.

193

| slgnlflcant there was much of psychologlcal 51gnf1cance to

.report- As noted by Kauffman (1977) at the beglnnlng of
this study, behav10r dlsordered children gre usually
fallures, even in thelr own eyes. . They typlcally-obtainc
llttle gratlfﬁggtlon from llfe and chronlcally fall short
of thelr own social and academic aspirations (pp. 5- 6
‘Several observed'gkhavioral indicators suggest that the
treatment may have increased the academlc self- concepts of
the bjects. : o - | ( o &~
| At the beginning of the j tervention period, the
»«behavior of the’subjects'-’c§;5;yrl |
. descrlbed by Kauffman (197;7—;p. 5-6). They frequently

14

exhlblted behav1or§\that demeaned both fhelr own

ly approximated those

academlc efforts and those of their peers. . Durlng the.

. : = , , ; e
ecological interview with the researcher, the BMC teacher
reported that the pupils typically reacted to incorrect ‘

responses and errors made durlng oral reading by breaking

" pencils, overturning desks ahd tearing books.' In-addltlon,“'

‘verbal statements that reflected a lagk of academic -

cocfidence, such as "I .pn't'get i "I'm too Qumb!",
were common. When asked whether they wanted to display a

‘particularily well done assignment or art project, David

kY

-

i
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~and Len would immediately tear the work into small pieces.
';Conversely,‘stan would ;eact'to such a request by puttiqg_
_ his head down on his desk and refusing to speak K TommY‘and

Greg routinely responded to materials commensurate with

ftheir level of abil ty with comments to the teacher such | [

. as, "Haven t you got anythingvea51er for us “to do?". ~These
inapproprlate responses indLCdted both a - lack of academlc
'confidence and a low estimate of general ability.

The specific manner in which the subjects comoleted
written assignmentsdandféared.for their notebooks alSo
reflected a low level of academic self-esteem, The
‘subﬁects'nsed\pencil‘crayons, pens and pencils
interchangeably to do written work and often chose to
‘discard notebooks containing several carefully completed
assignments. Si;ilarly, if they became angry w1th a ,i |
:classroom peer during an art lesson, they wouhf not
hesitate to throw their progects at him. 1In essence,,the
specific problem behaviors exhibited by the sub{ects |
clearly illustrated their academic and soclal frustrations.'p

As the ‘level of problem behaviors exhlblted in the @
classroom began to diminish, however, the behav1ors
"associated with academic success seemed to 1ncrease.,-For
‘instance; the subjects tended to express a more positive
opinion of their work and often askedhif they could take it
homeé to show theif_parents. :Similarilyy they showed a

great deal.of enthusiasm towards the BMC teacher's' requests:
» . '
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to have individual pupils read to .children in the
jkindergartén c1assroom'1ocated'within the‘school By week

S

8 of the treatment period two pupils were reintegrated
vw1th1n a reqular classroom settihg for one lesson each day.
‘Both PCI raters observed that these puplls were clearly
env1ed by‘their peers.. , s ’, R ‘ -_"d
Duringrthe post—test Csc interviev; the teacher stated
that the subjects were academically on-task a greater
amount of time at the conclusron of the treatment, period
.than they were at the beginning. ‘Part1c1pant observationA
" datavreflected.an accompany1 g decrease in problem.
behaviors, such as desk overturning and the destruction of
bschool equ1pment and materials. The teacher also indicated |
that classroom management was less difficult because of the
.subjects’ increased~ability to 'work independently. ;FeWer
comments, such as’ "why do we have to go to school?" and "I
hate reading!", suggested"a,modest'increase in school
‘satisfaction among the subjects.’ BotthCi observers
conciuded'that,'overall, the academic behavior and
verbally—expressed attitudes of the subjects Qere less
negative.. _ | | _
In summary, the.results of the Child School. Checklist | ,?b.
and Psychosituational'Ciassroom Intervention suggested that

: the subjects improved their self- evaluations of what was

approprlate, desirable and possible for them- t‘ learn.

-
T

“



G. 7Hypothesis.$_ S S ' <‘ ’

‘fggantitative Results of Nowicki- Strickland Locus of
Control Scale for Children (N-S) Data '

According to Table VIII,,the results of the

' »Nowicki Strickland Locus of Control Scale for Children

r

(N-S) were not in the expected direction., Contrary to
i

prediction, the pre—test/post—test mean_difference-was a

statistically significant (p = .0482) loss. This finding

seemed to'indicate»that the subjectsf internal expectancy.

of control dgcreased; Clearly,_Hypothesis 5 was not

'Supported}

Qﬁalitative Results of Hypothe51s 5 Based on the Child

196

School Checklist (CSC) and Child Home Checklist (CHC)

Results of the Child School Checklist (CsC) strongly

‘interview,.the'teaCher stated that the subjects attribnted

their placement in the behavxor management program to

external factors, such as bad 'luck, former teachers, their

parents and a lack of personaL power.' Similarily,‘they e

reasoned that their academic underachievement was due to

N
previous teachers not teaching well, not liking and helping

'_ supported the findings of the N-sS. During the initial CSC -

them. As the treatment progressed the the subjects began :

to'experience,academic and_social success, yet failed to'l

change their external locus of control orientation.
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, - TABLE VIIT |
| PRE;/POST-TESTING MEAN GAIN SCORES

g R ON THE ;

. NOWICKI STRICXLAND LOCUS OF CONTROL SCALE FOR CHILDREN

(N S)

<. ‘ .' \' L o "c. L

4"& v » . ' - o s
.Pre—VPostf

Mean = Tést Mean - - T-value :4Critical

Post-test . Gain Score (df = 5) Value -
20.167  15.833 ' -4.334 . -2.60  ,0482%.
.

* Significant beyond the .05 level of confidence

-



According to the BMC teacher, the subjects showed a e

consistent tendency to attribute their academic and f T
. [ b . E - N

behavioral gains to his efforts rather than their own. In

N

Ca very- overt manner, they gradually became closely bonded

-~ . ! Q

?a'to the teacher and the powerful effect that he represented

Ui.For instance, the teacher reported that the pupils often

-_sustain their'improved,behavior. They explained that ‘he

‘ should.help them.to_behaveoappropriately so that.they‘ S \*\;
didn’t get into trouble with their parents. In the -/
4lplassroom, other external attributions among the subjects
were'reported by the teacher; when Tommy received a. -
reprimand for his inappropriate behavior during a’ reading ;
lesson, he attributed his dlfficulties to the fact that he
had not been sitting closer to the teacher. In this ‘
_regard, the tqacher'was seenvas both a form‘ofpgood'luck
charm and a powerful significant adult, two externalized ‘;‘l o

*

control factors.

v

Interviews with the parents using the Chlld Home

e

'Checklist (CHC) ypelded similar data. During the pre test
7

in;erviews, the parents frequently expressed ‘the view that
vthey had little or no control over theirychildren.r | .
Following the 12 week intervention, however, they tended to
_attribute the subjects behavioral improvements,primarily

‘to the effect of the teacher. when questionedlabout thisf
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.situation,Athey explained that their children attributed

,Lsuccess as being Que . to the effect of the teacher.td aﬁ
h In summary, it appeared that the subjects failed to"
take personai responsibility for the successes anf'failures

that they encountered during the treatment period Thej

!

: subjects continued to attribute theig actions and - - <
‘ ¢ c. . h 3o
Subsequent outcomes to external factors, such as - ‘luck and

3

| ghe effect ofcthe BMC teacher.

<



V. DISCUSSION AND IMPLICATIONS

A. Introduction _n T

The main purpose_of.this study wasvto investigate‘

‘ Qhether a behavioral pi .:of instruction, based on a number
of theoretically relevanf‘intervention strategfes, was
'effective in modifying the behaVior of six behav1or
disordered children.- It was hypotheSized that there would
‘be »a significant qualitative and quantitative 1mprovement '
’in}the_appropriate behavior, locus of control and academic
self—concept of the subjects,,Wheh-reaSseSsed over a twelve-
bweek experihentai.period;_ This chapteradiscusses the major
“findings'of_the study and itsvtheoretiéal, research and '
practical implications. p . d

f ’.\.

" B. nProblen ééhavior

4 A

" The present ‘investigation used an ecological.
assessment approach to gather test data from parents, the
BMC teacher, the classroom setting ang. from the subjects
themselves; »The central notion of the first three
’hypotheses of this study was that a classroom- based

l
'yintervention would significantly reduce

~ problem behaviors~exhibited by a group of behav1or

diSOrdered children at- school at home and in™ the ls

9 L]

community. This was partially substantiated for Hypotheses”




’potential

1 and 2 and fully confirmed for Hypothesis 3. As expected

the intervention produced a Significant change in the

"subjects inappropriate behaVior in each of the ecological

' settings examined._ These findings were consistent with

research literature related to both the specific

intervention'strategies used and to the ecological

perspective, in generali

a

4 PR S,

Intervention‘Strategies andtBehavioral Changes

A

g

Consistent with the findings of this study,

DeMagistris anﬁ Imber (1979) reported a Significant

_decrease in tze inappropriate behavior of eight behavior

disordered pupils following the use. of Redl's life ~-space
..
interVieWinq (LST) technique. These researchers directly

attrithed their findings to~ the use pf this strategy

during a 7p day treatment period and, in particular, toh%téﬁﬂ

for expanding the behavioral repertoire of the"

sub]ects/in the study. In essence,‘DeMagistris and Imber

concluded that the LSI strategy helped the subjects to

~gener te behavioral alternatives to inappropriate behavior,

»whic could be used in future criSis situations. | ¢

~ Another investigation concerned with Redl s "

p choeducational management strategies was conducted by .

eck; Roblee and Johns (1984).'”Using a within-subject‘

/pre—/post design with eight behavior disordered subjects,

R

these researchers employed interest boosting and direct‘

201
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appeal.to values as the independent variables‘of the study,'

A pre -baseline period of ten days was followed by a’

b treatment period lasting twenty days and a post treatment

B baseline_period oflten,days. ?hey~attr1buted.a L :_Y
‘.statistically significantvdecline invfrnstration, |
baggressive, withdrawal and-off-task behaviors to the-dse of

tfthese two strategies. Beck, Roblee and Johns (1982) also

- attributed the behavioral changes that took place at home

.and in the community totthe,childr n ﬁaving 1ncorporated

the intérvention strategies in€o 2ir internal coping

processes. _Consistent withlthe”results of.thefpresent_'
study,vthese_researchers concludéd that‘behavforidisordered
children’can assume responsibility fOrlthe maintenance and _f
control of their own behavior.v_‘ | e R
Results of the Walker Problem Behav1or Identlflcation
Checklist\KWPBIC) and Psychosituational Classroom :
Intervention (PCI) observation data suggested that the
_intervention had a direct effect at school and an
'ecological eﬁfect"at homer Overall,iparents and the BMC -
teacher reported that"the sub}ects exhibited signifiéantly
fewer full scale problem behaviors at the concluSLOn of the
;treatment period than they didJ‘!fore.‘ Similarily, both v
. PCI” raters observed a dramatic decline in the number of
problem behaviors displayed in the’classroomt ThlS finding
‘was consrstent with'the'full scale WPBIC results obtained

Cr—

by Kerlin and Latham (1977) and Csapo and Friesen (1979).

L)
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Kerlin and Latham (1977) investigated the intervention’
' effects of a crisis resource program on a group of behavior
disordered grade three pupils.' Twenty one.male‘sﬁbjects
. were randomly selected and assigned to one of three -

- ' 'settings. E1, E2 and C E1 consisted of males exhibiting

(S}

problem behaviors served by a crisis—resource teacher who

' assisted regular class teachers in fstablishing

individualized programs.. E2 con51sted of those served by a

‘crisis- re50urce teacher only, while ’consisted of those in.

the regular classroom without services from ‘a

qg}sis-resource‘teacher. -An analysis ‘0f variance revealed

- ﬁ;_significant‘ditferences among the three grpups On'the
_pre-test WPBIC. At the end of an'eight—week*intervention)
pei:iod3 post test measures were taken by hav1ng teachers
complete the WPBIC and having a trained observer record
appropriate and 1nappropr1ate behaviors., The post-test
'data indicated that the - subjects in the experimental groups
significantly changed their behavior in. a positive
direction, in that inappropriate behaviors were fewer and
_apperriate behaviors were greater than the behaviors of
those in the control group. The researchers also found
that the chiddren in E2 were significantl ifferent (p <
.05) frqm the control group on the full sc e WPBIC and on -
three subscales, acting- out, withdrawal and .'

ﬂdistractability. Kerlin and Latham concluded that

crisis-resource intervention magﬁitherefore, be.effective




e

IR Lo

o

‘the inappropriate behavior of behaVior o .

disordered e'ementary school pupils. ' Further, these %(“

. researchers suggested that a self contained speCial

: l

“'education classroom, similar to the one investigaﬁed in the

present

Gdy,’may be.the-most viable option for educating |
‘these chi ;én,j | 7l | o |
Csapo and‘Friesen (1979) also found Significant
pre- /post test differences .on the full scale WPBIC
Vfollowing a behavior mbdification training program’With
"Iparents gf twenty behavior disordered adolescents."Ten’
parents and their children were aSSigned to an experimental
'group and ‘ten to a control group. The subjects of both
groups were matched on sex, age and demographic criteria,
such as parental employment/unemployment
standard/substan?ard housing, intact/single parent families
" and whether or not recipients of social aSSistance. "'Both

groups o? pirents completed the WPBIC before and after the

'r

% ‘& ST
scale WPBtﬁﬁaggres showed statistically Significant

3
>

study, pompa;ison between the pre-. and post test full

differences beﬁheen the groups. Experimental group parents

- . -

_ reported a sharp decline in problem behaviors follow1ng the
s l

five month training program, After.comparing these
findings with‘bbth,observation data;and the number of
iofficially'recorded’criminal offenses committed by the
subjeéts,fthe researchers'concluded that the WPBIC results

" \
I
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accurately reflected the behavioral improvements made by
the experimental group. _ _ |
‘ Among the WPBIC subscales in the present study, both
vparents and the BMC teacher 1dentified the highest number'

- of. pre- /post test problem behaviors on subscale I (Acting

b'_? | Out).b This ing suggested that the subjects exhibited ’;\

"\&;idisruptive, aggressive behavior more often than any other e
\type of problem behavior. This finding was consistent Wlth
the results of Vanderduim s (1975) investigation, which. -
involved 94 regular'classroom pupils and an equal number of
behavior disordered Junior Adaptation class children. The

) subjects, who ranged in age from 8 to 13 years, uere »
administered the Walker Problem Behavior Identification:'
Checklist (W%BIC), Vanderduim reported that the behav or,
disordered group exhibited acting—out behaviors more often
than the problem behaviors described by any of the other
»WPBIC subscales. He attributed this finding to the fact
" that disruptive, acting out behaviors were potentially more
problematic for the teacher and, therefore, more ‘

b\noticeable. In the present study, the significant mean L
‘gain score'difference onvsubscale I (Acting-out) was the
.onlyesignfficant subScale.change reported‘by both ‘the

’ teacher and parents; This' finding emphasized the highly
:visible nature of acting out behaviors and suggested that
the intervention produced a. dramatic change in the expected

direction both at home and at school
. |8 . .

.
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- * . In contrast, éubscéle II.(WiEh&rawalY‘Qaé the only “,'
mvsubgéalé.in whiéh.né significant differéncés wére'notéd,ﬁy,.
;ithef_the”ﬁeacher or parents. This mai have been. an

" artifact of the WPBIC instfumeﬁt itéelf;:hdwever.

" Consistent with the findings of this study about subscale

II, Yandérdgim (1975) found no significant differehcés

L

_exigteégbetween 188 regular and Jﬁnio:,Adaptation pupilsf on
e : SR T - A
this subscale. This-researcher -attributed tipfs lack of
'significance to the composition of tneawPBIC itself. of

~ the 50 items on this iastrument, only 5 measured this

- particular subscale, whereas between 10 and 14‘iEéms per

- .

subscale were represented on the remaining subscales. This
small number of items was considered to'be & source gf,
- eI _ . } S °* :

'\vaiidity-weékness.‘ Vanderduimfconcluded that increasing

{Ehe niumber of items on this-subscale may have had some
i r e ' , g ,
" veffect on measuring withdrawal behaviors more effectively

(p. 88). ST e
Another finding concerning subscale II (Withdrawal)

"~ was that by Louttit (1957) who'juS€§fied_his findings by

-

‘citing the very‘nature ofﬂwithdrawal behavior as a probable
cause of the weékﬁess‘of this sybscéle} He'éxplained that
shynegé; seclusiveneés or withdrawal is perhaps onevof Fhe]
legstAdisturbLngvpétterns of behavior:

Such behavior is generally not regarded as a serious

“behavior problem, as indicated by parent: or teacher

judgments.’of; severity of behavior problems...it is of .-

interest to note that in the cases studied by Martens

and Russ (493R2), 42 percent of the problem'children.

and 52 percen&son the non?problem children were found.
PR 2

L) . . "’:‘5 ) . ) S, N
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to be ;shy and bashful. This particular contrast

further suggests that children who meet situations by

withdrawal are not likely to be thought of as problems

(p. 272). _ -
In essence, both explanatlons concernlng the lack of

o 51gn1f1cance of subscale II scores may have had a bearlng

on the results of the present study. ' . A 'ﬂ; .

Qne addltlonal var;able which had a bearing on the
results of thls study was thevsmall size of the sample
used. As in prev1ous studles (DeMaglstrls and Imber, 1979;
vBeck Roblee and. Johns, 1982; Pratt, 19@4, 1585),vthe small‘
_ size of the treatment group enabled the teacher to provide
 the puplls with considerable amounts of 1nd1v1duallzed
attention.. In addition, the teacher was able to detect
s@all behavioral ohanges in. the subjeots and to build a
lstrong rapport between individual. pupils»and'himSelf— ‘In
the case of the present study, the BMC teacher needed thls
' individualized time to be able - to apply the
;prevlously—descrlbed 1nterventlon‘strategles, Classroom
routines and expeotations were also more individualized
and, therefore,,mbre approprlate to the indlvidual needs. of
the gupll In addltlon,‘adjustlng educatlonal demands to-
the pupils' abilities,likely lowered the level of academic
frustratlon and! hence, the‘potential.for.problem

behaviors.



| S " 208

P

EBcological VariableS'\

ey
ey

—

' Results of the Child Home Checklist (CHC) ani Child
_vCommunity Checklist (cce) strongly'suggesréd‘that the
fhﬁervention had ge@eraiized to the subject¥s home and
'éommuniti; Each of-the subject’ fparen5§;reportedba

decline in the number of inappropriat "ehaviors displayed

in a'variéty'of'béhavioral settings, uding shops and
stores, church asd neighbor's yards.and'homes; ThsSe ' o _?”
7 findings are'consistentzwith those_obtaided by Moos and
Fuﬁr (1982) following a_single cass sﬁudy investigatron_
cdncernea with the inappropriate behavior of an adolescent :
-girl:' Using ecologféal assessment techniques sihiliar'to
thqsé ehpioyed in the present study, these researchers were = —
able ggfzgﬁﬁsptualize envirsnmg;tal.factors which were used “
to formulate relevant intervention.strategiés,' They =
attributed the girl's behavioral improvements in one
~ecological setting to.interthtionsQ%ade in another.. 1In
‘essencé; both these fihdings.and‘the present results
provided empiric;& support for Swap, Prietoﬂand Harth's
'(1982):positionéthdt.slassroom—baseq interVentions~;an
Aprodusé‘ecplogisal changes in other beﬁa&ior'settings as
Qellrs “7 o - " .
ﬁbkAnofher ecolqgical variable that may have had a :
bearing on the brssent results was the strong supportrrhat

the parents gave the BMC teacher. As a group and as

individualls, they verbalized avpostive attitude towards the
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BMC teacher, the intervention strategies he/employed and
towardstthe BMC program itself ‘Consistent with thlS
‘jnotion, Lewis (1982) found that ecological support wasi'
essential in order to maintain the personal gains made b?
childrenlduring treatment. This researcher obseryed,that
the parents of successful children'were in'nore.frequenta
"contact with the program than their unsuccessful'
vcounterparts.: Further,dhe concluded”that change in the
chiid's famil; and conmunity support systemtyere'important'
factors influencing an ecolodical treatment program'

The parallel use of the 1ntervention strategies at’
home by the subjects parents may have also been a factor
in the ecologicalsoutcomes’of’the study. ‘Duriﬁg the
initial ecologicaldinterview,'each of the.parents‘adnitted .
vthat they very huch.Qanted'to acquire new techniqueshfor

’diSCiplining their children, as their present.approaches

were 1argely unsuccessful As the treatment progressed

o

each of the parents regularly questioned the teacner
regarding the use of 'the strategles, in order to learn how
to reapply‘them’at home. 'Aithough not investigated in

this study, the pOSSLbIe.use of the intervention strategies

at ‘home may haVe had a bearlng on fhe present results.

A j&ﬂ’i ecological variable that influenced the

&

findings of this study was the ecoLogical nature of the §
:I Wr

Antervention itself When*asked during the Child School

o

| Checklist (é%ﬁ) inteyview about which strategies worked
1.u ) , _ ‘

7
¥

A

Nl
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better than others, the ‘BMC teacher indicated that it was

5

not possible to separate them out in thlS fashion. _He

,explained that each of the intervention strategies was

m .

ecologically matched toithe‘needs and learning style of

individual pupils. The teacher stressed that having
.o . \ ) o
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several intervention strategies to choose from also enabled’

him to ensnre a goodness of fit,between particular subjects

and specific classroom 31tuations. In this senSe, thev_‘
strength of the behaviof plan of 1nstruct10n as a whole was.
greater than the sum of its parts, the individual
interventionlstrategies.‘ Withinrthe present study, this
diﬁersity of classgoom interVention approaches was similar
to the hehavioralﬁeducational orientation'developed by
Hewett and Taylor f19805. Originallf known’for_designing
the "engineered classroom", these researchers instructed
teachers to match classroom_objectiVes, materials and“

interventions,to the learning and’behavioral'competencies'

of individual pupils. They referred to this approach as a

procedure for orchestrating success.

Teacher and Parental Perceptions of Problem Behavior

Another faétor that may have influenced the findings
of this study was ‘the relationship between" teacher a
parental perceptions of problem behavior. As found b

Maselli, Brown and Veaco (1984) teacher perceptions of

aggressive, acting-out behavior were lower overall than

%



211,

1»_parental perceptions.- These researchers attributed this
'finding tq the fact’ that the teacher may not have been
aware of or exposed to all the%&pec1fic aspects of a
'particular pupil [ problem behavior seen by his parentsr
In the present investigation, uhis explanation may account
for the fact that .only the parents saw signifi ant
'differences in the children S behav1or on WPBIC subscales
III; v and V Increased communication and‘consultation
betweeh parents ané@the Behavior Management Class'(BMC)
teacher may have incfﬁ&seﬁ the teacher's awareness of
' potential problem behaviors, resulting in a higher
correlation of teacher and parental perceptions. In'this
sense, the shor duration of the study may have also been

an a;tifact that influenced the results of the study. _ ﬁ

14

An Illustrative‘Case.gg Behavioral Change
"Among the individual subjects of this study, Len's

pre-[post—test reduction'in,problém haviors represented a

dramatic change. Both at home and :t school, he displayed
far fewer 1nappropriate behaviors follow1ng treatment than
he did before. The fact that Len's.parents reported'that
they weéte able to discontinue his medication further

highlighted the‘significance of his behavioral

b
1y

"improvements. Clearly, this case illustrated the

ecological interplay of variables discussed earlier in this

chapter. Mr. and Mrs. H. provided. strong support and a

R .
v e T L @ .

. . g
.- 2
: ) ¥
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high degree of acceptance toward the BMC teacher and the
interVention strategies used. ; As noted by Lewis (1982),
this was an important factor in the successful maintenance!
'of.behavioral gains made during treatment, ’In'addition, .
the classroom;based’intervention produced behaviorali'
changes that carried over 1nto several behavior settings.i?
This illustrated the ecological notion that Since all
elements in a-child s ecosystem impact on one- another, tt
is pOSSlble to intervene in one setting\and see additional
effects, both intended ‘and unintended 1n another (Willems,
;-1971, 1977, Apter, 1982).r These changes may have been ’
attributed to Mr. and Mrs.,H 's ability to change some.
felements in the home environment and to change their ?‘
attitudes'and expectations Qf their_son.

1}

v . o . o

*C. Acadenic Self-'-COncept_

As evidenced by the data collected during the csc, CHC
and CLC ecological. intervxews ‘with parents and the BMC
teacher, the experimental treatment dld produce qualitative
changes in the~subjects academic self- concept Contrary to
Hypothesis 4, however, the’ findings of this study did not
confirm a statistically significant increase in the
Subjects' overall level of academid self-concept, following
the-12-week classroom intervention.‘ However, this result

was. consistent with the quantitative findings of several

v



£y

0

213

other researchers who conducted studies in special
education settings. , ‘ ’

| , Lloyd (1979) found no Significant changes in the
self concept of nine behaViorally disordered pupils
following a twelve week soc1al skills training program

de51gned for disadvantaged youths. This researcher :

_ attributed these findings to the short duration of the

d‘%"t

intervention. Similarily, Mickelson (1983) determ&ned that.y

there was no. significant 1ncrease in the self concept of 20

e 1earn1ng disabled pupils following the same social skills

training.program used by Lloyd (1979) ,She attributed this
result to a 1ack'of academic success experienced by thev.
subjects and to the’ negative out- of school events
experienced by some- pupils. |

Another flnding concerning’academicvself-concept Qas

reported'by Soldan (1983). This researcher detected not‘

‘ signifiCant'difference in the academic self-concepts of

slow-learning students‘following a one year . special

~ education intervention. In fact data from this

investigation suggested that as the length of time in

special education increased, self concept decreased This

-result was attributedrto'artifacts of measurement and
methodological problems) including investigator bias and

‘inability to ensure authentic subject responses.

In a more recent study,.Rogers and Saklofske (1985)

compared the academic self-concepts of 10 learning disabled

A



. - - : . "”9“ A
(LD) children newly enrolled in resource room programs Wi&w«: >
i *\“

35 LD pupils with an’ average of 13 months experience inzgm&i,
special programs. These researchers found no 51gnificangf’7i
| ‘differences existed between the two groups on thenstﬁdent;
Perception of Ability Scale (SPAS) ..These non- Significant;
findings were attributed to the fact: that the eXperienced
pupils may have "been discouraged by. slower than expected
' academic progress. = _a‘ ' | ./ y ‘ ‘ f

‘ The non- significant findings of the present study mayg
he'attributed to-several research’variables,~including
measurement:and definitional imprecision, the small size of
the sample}»the short duration of %henStudy, as well as
_ecological factors, such as the out—of;school events, the .

~use of individualized ‘academic programs and the BMC

teacher.

Measurement and Definitional Issues e

T e

ns found by Soldan'(1983), the non—significant
findings of the present study may have been an artifact of
the measurement of the academic self- concept construct
After reviewing numerous studies involv1ng the self concept
- construct, . Scheirer & Kraut (1979) concluded that these
investigations,often fail to produce significant results or
to clarify underlying theoretiCal procesSesif fhey cited "‘igﬁﬁ
the imprecision and ambiguity of self-concept:definitions o

'and validity and reliability of the instruments as the



major factors affecting the-efficiency of.measuring the

T

... self-concept cons¥ruct. 'Similarily,‘Lindsey“(1978)

observed, - o ot

-

",’While the 1mportance of self -concept for educational
and p-wgiulogical consideration has been theoretically

215

" and en bgiically demonstrated, the construct itself has

Zg.' not be~w’frecisely and unambiguously defined with any

fm “-con51stency ordgeneral acceptance (p. 35).

fn essence, the measurement and definitional problems
surrounding the academic self- concept construct, in

general, may'have'affucted the'present‘results.

".i .

saﬁ}ié Size and Duration of the Study

' S : T a ' L
Another wvariable that influenced the present results.

was the small size of the sample. Among the

non- 51gnificant SPAS findlngs of this study, only subscale
I (General Ability) approached statistical Significance (p

;= 0556) As Saslow (1982) noted, however, an increased

sample size would have 1ncreased the likelihood of
achievxng,statistical 51gnificance on this-subscale.' To -
illustrate, Boersma, Chapman and Battle (1979) found
signiflrant pre /post test SPAS differences existed for
three groups of normal achieving {NA) learning disabled

(LD) 'and educable mentally handicapped (EMR) pupils. The

e

. sample sizes$ of the groups these researchers studied were

v N i’:)-m

(n = 83);*LD {n = 50) and EMR (n'= 18),.

notably larger than'the Bgc group in the present study NA

e

&~
-
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The short duration of théﬁpresent 1nvest1gation may

haye also influenced the findings of the study. The

'Asignificant findingsnreported by Boersma, Chapman and

Battle. (1979) followed a 12 month special education .

. intervention. In light of the severity of the behavior .
problems exhibited by the subjects in the present study,'a
"12 week intervention period may not have been a suff1c1ent

'period of time in which to- 51gn1f1cantly change thelr

academic self- concepts.

" Fcological Variables . .

b

_ oy
The ecological variables which may have affected the

findings of this study 1ncluded out of- school events, the

’individualized academic program and the BMC teacher.

216

Negaﬁybe out-of—school events.experienced by thefsubjeCts,r

such as family disruptions and home-based social problems,
may h&ve influenced individual pupil S responses during

either the pre- test or post- test administration of the

- Student’s’ Perception of Ability Scale (SPAS) or both. As

S

Camp and hush (1981) noted some students experience such
-

complex and difficult lives outsid- school that even the

‘most_positive school experieﬂ;e could not provide a .

counterbalance. Mickelson (1983) attributed the

non-sighificant findings of her®study to a similar
e e ¢ ‘o '

. & . .
ecological factor. = oS

) _.;f'%
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The inleidualized academlc program that each subject
. was a551gned represented anothef’ecological variable in
this study. Spec1f1cally, the high success low frustration
curriculum materials given to the pupils prior to- the start
of the 1ntervention period may haVe 1nstilled a sensation
of academic mastery in them that they had not prev1ously
'hAd &n a regular classroom setting. Thenrelatiyely high
'xpres/post—test SPAS scores suggested that'the BMC--pupils QV
.may havetheld.a‘positive uiew}of their academic abilityland
achlevement during the cod&se of the entire study;'-fogvn |
1llustrate this notion, BoerSma,,Chapman and Battle (1979)
reported that 83 normal achieving puplls obtained a mean ~
'tull scale SPAS pre-test score of 48-42..$In comparisonz a
: qféﬁpiof Sdllearning disabled childrenvhad a mean.score
'37734,3thle 18 educable mentally,handicapped pupils ‘ owed
a mean score. of 37.11. The mean pre-test score obtained by
the subjects inrthe present'study was considerably higher,
at 53.167, than any of the three groups in the Boersma,
Y‘Chapman and Battle 1nvestigation. In fact the BMC
~ . subjects appeared to be -more similar togthe 45 normal
achleving pupils in Rogers and Saklofske s (1985) study,
who obtained ‘a mean full scale SPAS score of 52.60,

A final ecological variable that may have influenced
. PP

the present results was the consistent praise and

; ment that the BMC teacher imparted to the subjects

entire treatment period. 1In light of the close



a“a

o

'amd efforts.-

'9/

';f'

‘&&ssible that the subject§ may haVe internalized the .
y 3

%}eacher s positive comments about their academic ability

¢

D. Locus'of Control | ' | ] : .,
‘Hypothesis 5, which postulated a statistically.

significant increase in the'pupils' internal expectancy of -

control, was not‘confirmed. In fact - an analy51s of the

v Novicki—Strickland Locus of Control Scale for “Children

’ (Nesf mean gain scores showed a significant decrease in

%

internality. However, this findin%ﬁ&as conSistent with the

unexpected externality of grade fourﬁiubjects reported by !

Nowicki & Stri&kland (1973) and Anderson (1976).

— -

Commenting on earlier studies with unexpected results

(Katz, 1967; Nowicki &'Roundtree,1971; Stephens,~1973),

_ Lefcourt (1982} noted that relationships between various

3

measures of locus of ‘control and academic behaviors are’
often riddled Tith inconsistent results (p. 87). The
non- significant findings of the present study may be
attrithed to several research variables and@artifacts,.
including smali s%mple size and severe behavioral

characteristics and the short duration of the study.

|
|
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Samgle Size and'Characteristics-

The small sample size may have greatly influenced the:
Lresults of this study.' As prev1ously indicated by Saslow o
'»(1982) a small sample tends to reduce the likelihood of the49'ﬂ
achieve?sent of statistical Significance and reduces the - .
ability to detect anything but extremely large independent
Vvariable ‘effects. ,

The subjects. inability to accept attributions for i
their own behaviors may also have been an artifact of the
‘sample that affected the present results. After rKVtewing
‘.data obtained from the ecological interviews with the
parents, 1t became eVident,that they.attributed a great
deal of their success to the BMC teacher. " They spoke7at
'great length about the eff1c1ency of the intervention A
' sbrategies that the teacher used in the classroom and the

corresponding effect that such interventions had on their

| children's academic and soc1al behavior. Similarily, both

raters observed the pupils in the classroom and expressed LT

the vigw that they.would have a difficult time coping in
school if their teacher'were not with them. 1In a very real
sense, the hero worship of the students became an unplanned
| psychological role of the teacher (Charles, 1981 PP.
) 36 37). 1In fact, this pupil-teacher bonding was. - |
dinterpreted'byFthe teacher as a kind of unwanted

dependency. He indicated'that’it‘was critical for the

' "i' : »
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 different self and external regulation treatments during a
of the relative severity of behav1oral problems in the *71

.short a time to effect changes in their locus of contro X
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@pupils to anept_responsibility for both their‘owhlfailureS'
and successes. Their apparent unwillingness orﬁinability
to accept personal attributions certainly influenced the

e

non-significant N-S findings of this study; Perhaps at the

end of twelvelweeks, the pupils were not yet able to make

this behavioral leap.

“Duration of the Study and Severity of Problem ~

- Behaviors - ‘ i

: ' [ I : L

The results of the present study were'contrary to the

»

findings obtained by Williams, Omifo and Abrams (1984) and
Autry and Langenbach }1985). will{ams, OleO and Abrams
reported significant pre-/post- ‘Eest differences in 19
learning disabled children fgllow1ng a nine week
educational intervention administered to their parents.
Similarily, Autry and Langenbach found significant

pre- /post test differences in locus of control attributions
in three experimental groups. Forty regular‘elementary
cldssroom‘children,.who were reported to exhibit varying

degrees of disruptive behavior by their'teachers, 'J" ) “JJ?
2y

constituted the sample; The subjects received three

intervention period that lasted 56 days. 'However,vin view d"ﬁﬁ

LN

present study, the 1ntervention period may have been too /

orientations. ' ) ) o | ,ffL
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Measurement and Instructional Factors

£,

‘LOCUS>°f control scaies, iike many other personality
instruments, have suffefed‘from.measurement and |
definitional difficulties ané cohfusions; One particular
measurement variah{e,-theﬂinfluence of the teacher, likely
had an influence cn the nonfsignificant findings of this

\
investigation. Lefecourt (1982) acknowledged that locus of

‘control scores can shift with relevant environmental o~

events, such as exposure to a particular event or

individual (p. 153). " éertainly, a,teacher who was

perceived as a catalyst for several positive behavioral and-

Jacademic changeshcould conceivably be regarded in this

4

manner. Exposure to the BMC teacher may have caused the

subjects toﬂattribute:their behavioral -and academic

‘successes‘to the teacher rather than themselves.

- The non- SLgnlflcant N-S flndlngs of this study may
also be an artifact of the instruction provided to the

subjects. Recent tesea:ch by Rogers and Saklofske (1985)

ihdicated thatwlearning disabled childreh with external

. locus’ of control orlentatlons and hlgh academlc

self- concepts Wwere more. successful in thelr academlc

programs than chlldren with lnternal orientatlons and low

academic self concepts. These researchers noted that the

p051t1ve relatlonshlp between externallty and success

- contradicted logical expectatlons based on previous

research with normal achievers (Gilmore, 1978; Stipek &
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Weisz, 1981). .Tﬁey cited the nature of the instruction in
a special education cléssroom as a poésible explanation for

the subjects'vdgékpectedvekternality. Specifiéally, they
adoptéd Lawrence and Winschel's‘(1975) contentiOn that the

overzealous use of praise found in some special clasgrooms

tends to promofé.extérnality and is incompatable with the

internalized responsibility'required_in regular classrooms.
, | , .

In essence, it appeared that the artifact of instruction

may have acpounfed for the hnéxpected externality of the

subjécts’ N-S mean gain scores in the present study.

E. Theoretical Impliéhtions

.The results ofiﬁhe preseﬁtlstudy provided empirical
suppoftffor seyérél of the undeflying assumptions of the
ecdlogical model,and the interactibn'between a child and,,
various environments. Daté colleéted from the ecological
,intérvieWS‘and WPBIC confirmed that the behéviorvoflan
individual chilq varies from one behavior setting to 
anothef:"Some'oﬁ the behaviofs ﬁhat;barents idehtified’as
major problems at home or in the community were‘clearly not
exhibited in the schodl'sétting. ‘Conversely, behaviors

which were deemed inappfopriate,in-the‘classroom, such as-

reading sileﬁtlx instead_of compléting é written )
assignment, were) in fact, welcomed at home.

The use of'bdth psychoeddcational and teleoanalytic
,intervention_strategieg in this investigétion lent support

»
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to the ecologlcal view that Lnterventlons can be”eclectlc.zﬁ
Behav1oral observatlons'ln the classroom conflrmed that
although puplls sometlmes exhlblted 51m11ar inapproprlate
behaviors, these behav1ors often had dlfferent origins andg,
therefggﬁ,fdemanded different types ofxinterventions. FOr: _
instéggg*jthe BMC dealt with the physically aggressive : i_ . f;
'behav1or of . a prev10usly abused chlld qu1te dlfferently

than that of other pupils. ’

Generally, this study upheld the ecologlcal assumptlonl
that a multldlsc1p11nary team of mental health . <
profe551onals can prov1de a serles of 1nterrelated L ;i.-.é
interventions to benefrt a partlcular-child “In Len;s
case, for instance, a communlty psychlatrist contlnued to -‘
'prescrlbe medlcatlon and therapy, while‘the BMC teacher
provided the classroom intervention. : Concurrenﬂly, a ;
famlly counselor,Qas‘work}ng_wgtthr; andiMrs; H.rtov ;
p;omote growth and competence.invmembers of'Len’s home
ecosystem The goal of these latter sessions paralleled
another ecological premlse, namely, that of . beneflttlng not

just the target child, but parents and'other»slbllngs, as.

" well. . - | e s

< . - ) ) . ‘:f ta
P »

Finally, since all elements in afchild“s;ecosystem
-impact»on’one another, it was possible to intervene tn the !
classroom and see additional effects, both 1ntended and |
unintended . The fact that the parents reported an hange u?'jl

in the children's home and commJnlty behav1or as a result .
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»

;gchool underscores the valldlty of

of the intervention

this'assumption. It also tends to support the»gcologlcal
model as-a viable basis for conceptuallzlng and praétLC1ng
) '-&‘ -m ™

Jt-

behavior therapy.

: _ L
F. Research Implications

Implications for future research‘were'alSo)apparent-
from the results of this study. As notéd‘by Curran and .
Algozzine (1980) and McDowell (J982). there is a great need

fer more ecological research, particularily in classrooms

" designed for behavior disordered children. Further study

is required to test the critical ecological assumptions

‘that a'better "fit" between teacher and pupil can reduce

the number of disturbances 1n classrooms. In.addition, a
closer examination of the whole area- of ecological
assessment procedures is needed‘in order to detect the
effects of classroom interventlons on. the child's behav1or
in other behavioral settings. As recommended by Mace
(1984), use of the Child Behavxor Checkllst (CBC. Achenbach

M ]
& Edelbrock 1978) could be of- conSLderable beneflt in such~

‘an investigatlon. Alternately, use of the Behav1or Rating

Profile (BRP: Brown and Hamill, 1983) could facilitate an.

ecological approach'fo behavioral assessment. This
: v : . C .
instrument includeS‘measures of the .student's home, school

and peer group behayior. It also includes a parent rating

'?scFle and a classroom sociogram, all designed to assess

-

224
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behav1oral interacé?”ns and dysfunctions. Very little

-

research has been done,u31ng the BRP
Although some mea;ure‘of support for the spec1fic - L

group of" 1ntervention strategies used 1n this study was
present it w;s‘difficult to generalize these results to
other populations given the small number of sub;ects used
'and the absence of a control group. Additionalﬁresearch is
needed to investigate claims that Redl® s behavxor‘~ -
management techniques are, in fact effective w1th hehavior
‘disordered children. ‘deitional 1nvest1gations with i
behavior disordered‘childrenhusing alternate research - f
designs could-also be of oonsiderable benefit . For

1nstance, the 1nclusion of a spec1al program control group
or a re51dent1al treatment control group may yield both
interesting and valuable re§ults. Similarily,‘multiple
baseline designs that have been commonly used in clinicalp
settinQS could be used‘aslalternative meansvofgdetectingb

-intervention'effects.

. More qualitative research using the case stud&'

approach, in particular, could lend further support to the

ecological perspective, on behauior disorders.. An in-depth

,assessment of the effects of'classroom.interventions on

- siblings of behavior disordered children,would be

well-suited to a qualitative, case study approach. This

type of research may:alsoﬁbe useful in determining the long
\

.
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_ term effects of a one year special'class.placement on the

problem behavior of behavior disordered‘pnpils.

- Further research with behavior disorderedlchildren is
also néedednto address dimensions.of'behavior that Mace
01934) stated were'ignored by the WPBIC, such as frequency, .
~duration‘and celeration. ‘Frequencylrefers to the\nnmber of
times per day or per week that a particular behavior, such
as-temper tantrums, occurred.' Duration, a measurevof
severity of the behavior, 1nd1cates how long the temper
tantrum lasted. eleration describes whether the temper

tantrums were getting better, worse or about the same. in'
the present stuﬁy, data from the WPBIC indicated only the
‘occurrence Or- non-occurrence of a particular problem ' |
behavior.A While this type of data prov1ded some indication
' of the direction of a pupll s behavior, it did not present -
a full description; For instance, a~particu1ar'pupil may
be regarded as having become more disrnptiverin'a classroom
by a teacher, despite a notable reductlon 1n the sheer
number of problem behav1ors he exhibited -An increase in
the‘freqnency and duration of a single behaviar, such as
physical attaCKs.on thefteacher, could account. for the
teacher's judgement.
Another research implication emanating from thlsﬁz?

investigation is Fhe need for more reliable and valld

¢ instruments to measure the locus of control_construct. As

‘'noted by Anderson (1976), theoretical problems are inherent

~



in most locus oéﬁcontrol scales, the N- d 1ncluded - One J'
major problem nokgd/to date is that they tend to be
unidimensional, based on Rotter's theory thatjlocus of '
control is a generalized expectancy which holds for a
variety of situations.' However, it is possible that
children may,notdhaye‘a'control ekpectanCybwhich holds for
all possihledacademic and non-academic situations. A
second problem of‘theselscales deals with itemvcontent.l
'For instance, some N-S items are contamlnated by an
"expectancy. of success" element, such as: "I feel I can
succeed if I try hard'enough" ' Thisitheoretical'

—

contamination, plus the con51derable homogeneity of the

" items as indicated by the Kuder-Richardson correlation

coefflcients, can make data interpretation difficult
(p.75). Unfortunately, it is not always clear whether the
reason behind an unsupported hypothesis is the expectancy
theory or the poor reliability of the 1nstrument. The .
udevelopment of a multidlmen51onal locus of control
1nstrument based on additlonal empirlcal research, could
be of con51derable benefit to profeSSLOnals using affective'
variables as part of behauioral screening or assessment
process. |

Further 1nvestigation into the use of the SPAS
instrument with behavior disordered children is also

needed. In particular, development of a set of specific

‘norms for this population could be of considerable benefit,
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6. Practical Implications

The current 1nvestigation dealt with an educational
intervention designed primarily to reduce the number of
" problem behaviors exhﬁbitgg‘bypsix behavior disorder?d .
children. Several practical implications for behavior. - .
disordered pupils,.théir parents, special program teachers
and administrators wegL apparent. follow1ng this |

investigation. A desdription of the 1mplicatlons for each

of these individuals follows.'
| § e

Behavior bisorderedvghpils

o o ? .

Generally, the intervention‘us$d had a positive effeCtg
in modifying the behaviors_of‘the pupils who took oart idlq;‘
.this study. The ecofogfcal perspective used in <his

“ ’ o . o
investigation had a 4 inite-implication towards the manner

- in which children's behavior ‘disorders are conceptualized

and defined The present findings confirmed the ecologlcal i
assumption that, behavioral disturbances did not re51de ' |
exclusively with the child. The intervention procedures
.used in the éMC ciassroom wefe designed to alter faulty
interactions between the child and a particular

environment such as the classroom. This approach had a
fmofound effect on the penceptions that the BMC subjects

had of their own behavior, Prior to the 1nterventlon, the;

attributed their problem behavior to personal

W
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characteristics, such as mental illness and a lack of moral‘
goodness. They expressed an extremely pessimistic View of
their abillty to change their behav1or enough to be able to
're301n their regular classroomtpeers. In contrast, they_
tended to vieanertain behaviors as beingiinappropriate for
certain behavioral settingsmfollowing treatment. As
Jdescribed;ny their parents and teacher, they also expressed
a‘greater_sense"of optimism‘towards the improvement of

their behavior. . ; : ,‘ . ' K

Parents of Behavior Disordered Children

One major implication oflthis study for the parents of
behavior disordered‘children'concernedVthe 1evel of .support
-and‘acceptance that they exhibited towards the BMC teacher
and program. The present,findings, coupled with those of
Lewis (1982), indicated that parents of the most successful
children not only communicated more frequently w1th thp
teacher, but the qualiby of the communication was more
supportive and optimistic. The positive attributions\that
.the parents madeytoward the teacher and program in thisti
'study had a similar ecological effect on the subjects of
the study. As evidencedjby teacher and parental reports,
the pupils became notably more positive towards their own

progress and improvements. The intervention used seem to

have had a positive effect on parents, as well.

Y



Another practical 1mplication arising from this

.investigation centered around the use of the intervention

strategies in other behavioral settings, such as the home,

‘ Certainly, the interest and approval shown towards these

.strategies by the parents raised the pOSSiblllty that they

could be used as part of a parent study component-of the
BMC program. In the case of the teleoanalytic'stratégies,
the precedent of imparting these techniques to parents has

been wellsestablished,‘as Adlerian guidance clinics for -

parents have existed for decades. Providing :a consistent -

.disciplinary approach between home and “school was of N

considerable henefit“to'behavior disordered and regular

classroom children alike. Parents tend to benefit from an {

" effective intervention oroéram directed at their'behavior

disordered children, even in a twelve week intervention

period.

#.‘r
. Teachers and Administrators of Behavior Disordered
Programs
- ; . -
One practical implication for teachers arisingvfroﬁ

. this study involved the'apparent efficacy of the > .

1ntervention strategies employed for the purposes of this

'fstudy. From a pedagogical standp01nt the implementation

.- of these strategies required very little 1nserv1ce

vpreparation of administrative superv1sion. The BMC teacher

-appreciat%the "hands-on" nature of the techniques, as

Ge ™

well as their applicability to both regular and special /
. ’ .

‘ '
o 230"
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education pupils. In view of thedfindingsvof the present

-

'study( it also appeared that considerable teaching;

experience was not.a prerequisite for the successful use of

A

‘these strategies. , i
This study also provided evidence that - the design of
the classroom, 1ncluding the ratio of six pupils to one
‘teacher aSSlSted by an aide, was an. effectiVe arrangement
The BMC teacher also indicated that having ﬁhe classroom
situated within a regular elementary school was very’
useful It enabled. the behav1or disordered pupils’ to

\\1

) 1nteract ‘with their regular classroom peers and to be \
.reintegrated into some classes‘&aught by other elementary
lteachers. Further, 1t affomdéd the BMC teacher an
’opportunity to have chtact with other teachers, in order
to exchange materials, strategies and ideas. It also‘*

prov1ded the - puplls with an opportunity to apply their

newly acquired behav1oral skills.

On a- more-general level, the results of this‘

g:eggﬁisorderedVchildrenAcan be managed within a special '

.‘o’}\} .\‘ ’ . o
o classroom setting. Following Alberta Edu&ation ] Special ﬁt

£

Serv1ces Prov1sions (1983). and Public Law 94 142 in the’

United - States, it appeared that a self- contained classroom

a2 N

'Within a regular‘school was ‘a viable means-of providing the
' e )
least mestrictive environment for these particular ‘behavior

X- °

Ve
‘disordered pupils. ﬁAttendingethe BMC program while

*:

. AT .
. e
e B
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continuing to Iive at home. was certeinly less disruptive to
the.child's'gpme ecosystem than a residential treatment
program wouldEbe.f Erom’aimonetary standpoint, the '
experimental arrangement was less costly botn socially and
1financially when compared with the alternative of _
institntionalization. ‘ N : | -

i‘N..,,JSumrvuarz

| - In conclusion, this ' 1n§estigatlon demonstrated that
the use; of eclectic interventions within an ecological
model‘of behavior dlsorders oould be of benefit to behavior
disordered children, their parepts and teachers. |
Furthermore, it provided ev1dence of the ecolog1cal effects

of a classroom based intervention of children s behavior in

r
-

- other settings, such as the home and community. Lastly,
the results of this study ennhasiZEd the'inportanoe‘of
synomorphy, the fit of an individual s behavlor to a
particularvbehavior,setting and, relatedly, the careful use
' of specific intervention Strategies,with individnaiipupils;

v
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Axis I

)
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£

APPENDIX A
DSM - III
o Diagnostic Criteria
For Labelling Children's
Behavior Problems

l

.Clinical Psychiatric Syndrome(s) and Other ..
- Conditions (includes the following\major

categories)

Disorders usually.arising in,childhood or .
adolescence (except specific
developmental dlsorders)

" ¥.0rganic mental disorders
-Substance use disorders

Schizophrenic ‘disorders

~Paranoid disorders

Psychotic disorders hot cla551f1ed elsewherel_

,Affective disorders

' -Anxiety disorders

4

axis II
¥

Somatoform disorders - - .
Dissociative disorders s

'~ Psychosexual disorders
" Factitious disorders

Disorders of 1mpulse control not claSSifind

‘elsewhere
Ad]ustment disorders

-Psychological factors affecting phySical

condition . .

disorder

Personality Disorders (adults) and Specific
Developmental Disorders (children and ‘
adolescents)

\Developmental reading disorder’
Developmental arithmetic disorder
Developmental language disorder
Developmental articulation disorder
-Mixed specifjic developmental disorder

: ;Atypical spe ific developmental disorder

Axis TIT

3 o, ' ) ‘ 5' ‘4

’.Phy51ca1 Disorders -

Used to indicate any physical problem that

" 'may be relevant to the understanding or .

management . of the client. The . 4
classification system used is: theflatest

. ¢
R

v o



S S | o
‘f?ﬁﬁ;ﬂea= N \ ' €?9 : » , . o ﬁ?

N §" 4;,.‘ ]
‘;;:r‘,-y*ﬂ- ' revision of the International Statlstlcal
R o - C1a551f1cat10n of Diseases (1978).
O . » _
Akis Iv - :_Sevefity of Psychsocial Stressors A .
~Used to lndlcate specific psychosoc1a1
stressors that are judged to be * -7
contributing to the child's probYem; in -
addition, a’ rating of the severity of the J
stressor(s) is made uSLng the follow1ng
_ , guldellnes.c
. o ;f——Q_. Code Term' Child'dr Adoleseent Examples
A 1 - None,eAw No apparent.‘ '
, . N © . psychosocial -~
o ’ ) S .- stressor
2 Mx;'ginimalf . Yacation_w;th family
L3 g:‘IMild R Change in school
_ ' - A ! teacher, new school
o " _ o year. ' ‘
4 .Moderate = Parental fighting,

change ‘in school,
- illness of close
.relative, birth of

sibling
5 Severe ~,‘Death of peer, -
S : " divorce of parents,
- _ : ‘ o . arrest
6 | Extreme _ v‘Death‘of parent or
. sibling
w1 Catastropic Multiple famlly
'h..fét ‘ : h deaths:

- Axis .V Highest Level of Adaptlve Functlonlng Past
' Year

Used to describe the child's highest level’
of adaptive functioning in the past year as
reflected by a composite of social !
relations, occupational functioning»a use
of leisure time (a 6-point scale rangihg.
from superior to grossly impaired). '
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Diagnostic Criteria
B | For o ' o
Attention Deficit Disorder o S

~ The child displays, for his or her mental and

chronological -age, signs of developmentally inappropriate
inattention, impulsivity, and hyperactiv1ty. ~The signs
must be reported by adults in the child's environment, such-
as parents and teachers. ,Because the symptoms are =
typically variable, - theygmay not be observed directly by
the clinician. = When the ‘reports of teachers and parents
conflict, primary consideration: should be given to the
teacher's reports because of greater familiarity with-
age-appropriate norms. Symptoms typically worsenk. in
situations, that require self-application, as in the. L
classroom. Signs of the disorder may be absent when the A
child is in a new or a one-to-one’ situation. B

The number of symptoms specified is-for children
between the ages of 8 and 10, the peak age range for’

referral. 1In younger children, the more severe ﬁorms'of'z;" &
. the symptoms and a greater number of symptoms‘are ‘Usuyally .

present. The opposite is true of older children. ‘,g";.ﬂ

| X R N

B . : 4

1. Inattention (at least three of the followxng) R

. i M'F‘ 1 - : -. R . +

a. Often fails to finish things he or: fshe starts LT

b. Often seems not to listen e . b o

c. Is easily distracted . ¢ IR

d. Has difficulty congentrating on *choolwogrk or ot‘her e
tasks requiring sustained agention . S

e. Has difficulty sticking to a play activity 4

0 e e

2. ImpuISivity (at least three, of the follow1ng) RERIPRA
a. Often acts before thinking B
'b. Shifts excessively from one activity to.another -
c. Has difficulty organizing work (this not being due
L to cognitive impairment)- R
“d. Needs a lot of supervision ) '
’ e. Frequently calls out in class
f.  Has difficulty awaiting turn in games or group
srtuation

»

3., Hyperactivity (at least two of the'following)'

a. Runs about or climbs on things excessively

b. Has difficulty.sitting still or fidgets excessﬁvely

G. Has difficulty staying seated Dy

d.  Moves about excessively during sleep PN

e. Is always "on the go" or acts as if “dr%g@n by a
motor" 'Y




‘Not due to schizphrenia, affectlv“

Onset beforé age of 7

'Duration of .at’ least six months N ‘;

i er, or a
severe or profound mental retarigﬁ n: ,

i 47.'?%‘ z. 2
Squrce. American Psychiatrlc Assecdation, Diagnostic
and statistical.manual of mental disorders, 3rd ed.
(Washington, D,C.: American Psychiatric Association,
1980), pp. 43-44. ‘ :

252



a o . o »
. \"p::; » . . . N
Appendix B |
Presenting Behavio;s‘of Behavior Disordered Children
: - ¢ . . o - - ‘
&
2
.
Vd
A} B D
~.. «
’ 253"



more than one of the follow1ng

Appendix B

Presenting Behaviors of Behavior Disordered Children

Childrennwith'behavior'disorders are.those wth

ways that deviate significantly from age-appropriate
expectations and significantly interfere with their own

learning and/or that of others.ﬁgl children demonstrate

.’

" conflict, inability to participate in group

cterlstics.f:~- S

a) severe inability to establish or maintain effective
relationships with-peers or adults, e.g. repeated

i 2543“;

chronically and markedly respond to their environment in. : .

vactivities, antisoc1al behav1or, resentfulness and -

o defiance,

b) frequent demonstrates of inappropriate behavaor or. -

feelings under ordinary conditions, e.g. timid,

. withdrawn, excessive attention seeking, emotionally

: unresponsive,
c) a generally pervaSive mood of unhappiness or:
depression, y

d) severe difficulty in fac1ng reality, e.g. excessive

use of fantasy,

e) very poor self-concept, e.g. strong'feelings of

.inferiority; _ v _ \

f) frequently demonstrates a tendency to develop

"physical symptoms or fears associated w1th personal

pr school problems; __(
Q)'Severe difficulty in coping with the learning
situation in spite of ‘appropriate educational

remedial measures, e.g. needs n unusual amount ‘of

urging, is inattentive and indifferent (Alberta
. Education, p. 14). :
. \ > . R ‘.'(\)

~ . N’



.extreme degree
.

- 255

In essence, behav1or dlsorders must be seen as a continuum.

T

AIl children exhlblt maladaptlve behavior in some- places.

,-UA
£ 1

At one end of the contlnuum are puplls who exhrblt such

; behav1ors 1nfrequently, for relatlvely short periods of "

tlme, or 1r1 relatively few gettlngs, ogg to a moderate _

&

degree. At the other end of the continuum are a much

v
4

smallerwﬁumber of chlldren who exhlblt behav1or disorders

for ext%nded ?erlods of tlme,-ln all settlngs, and to an

o
. ] .
4 : —
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APPENDIX C

-Behavior Management Class (BMC) Program

"Program Description

‘The BMC program is located at Mount Carmel School, in
‘South Edmonton. The class is. .taught by.a male teacher, who
is assisted by a full-time female aide. The teacher has a °
proven .ability to work on both an individual and small '
‘group basis with children who frequently exhibit disruptive
behavior. Both a psychologist and a behavior management
resource counsellor (BMRC) provide weekly service in the .
areas. of observational assessment and direct consultation.
They also coordinate the. monthly parent support group
activities that are viewed as a. vital component of the
program. A community- -Based psychlatrlst is also retalned
on a consultative basis.

Upon entry into the program, an Indlvidualized
Behavior Plan (IBP) ils prepared for each child. This.
document focuses on specific behavioral objectives and
remedial techniques to be worked on within the school
context. Evaluation and revision of the IBP is done every
~three months.

Plecement Procedures

A child identified at the school level as being
behavior disordered is referred to.a behavior management
resource counsellor. 1If, after all remedjal resources have
been exhausted, the problem continues or, in fact,
accelerates, orocedures are initiated to refer the child to

the BMC program. The folldwing data is then obtained:

. Comprehensive report from the BMRC,
2. Complete medical examination and report from an
- Ednonton Board of Health pediatrician,

3. Complete psychiatric examination and report,

4. Psychological and achievement testing,

5. School history, including reports from the
administrator and classroom teacher outlining
specific presenting problems and behavioral
interventions,

6. Full academic report, including strengths and

, weaknesses and,

-7. Written essay from the child's parents describlng

both their concerns and the efforts they have made
in an attempt to remediate their child s problem
behavior._”v- . .
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Each case is evaluated by an admissions panel, taking into
‘account the above-mentioned information. The six

elementary childrenr judged to be the most severely behavior

~ . . - . Y-

- disordered are then selected for, placement in the BMC

?
program. - All children are prescreened in order to ensure

that'they'possess average to above average intelligence.'
§ |

Program Obiective

Following is aVgist of objectives under which the BMC

program functions:

1. To provide an educational service to behav1or
disordered children as close to their home community as
possible, in the least restricted setting in which the
children can function. ‘ C

2. To have as a primary focus, development of adequate and
appropriate behavior patterns that will equip the child
~to function in society at large.

" 3. To ensure that academic skills will be approached i

keeping with each child' 'S ability and achievement
level

4, To provide parents with the opportunity to become
closely involved with the rehabilitative process
through learning better parenting skills and ways of
reinforcing classroom- based behavior’ changes.

5.. To assure that techniques for enhancing self- concept
are implimented throughout the program.

6. To have the teacher maximize successful experiences:
foir these discouraged children.

7. To delimit clearly for each pupil what approoriate'
behaviors are and to help them strive for
responsibility.
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To prov1de lntegratlon with regular classroom chlldren
+to the greatest extent possible, ba

d on the needs and -
the progress of the individual pup :

To empha51ze the concept of mutual respect als a central

theme of the program.



